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Abstract 

This thesis focused on the transition from university education to the first 

year of teaching. This may be a difficult transition, with several researchers 

reporting that 20% to 25% of newly qualified teachers do not teach beyond the 

first five years (Fimian & Blanton, 1987; Goddard & O'Brien, 2003a; Keeffe, 

Patton, & Spooner-Lane, 2005; Mackel, 2002; Stevens, Parker, & Burroughs, 

2007), and that some teachers may experience symptoms of burnout after just 

eight months of employment (Fimian & Blanton, 1987; Goddard & O'Brien, 

2003a, 2003b, 2006; O'Brien, O'Keeffe, & Goddard, 2008). The aim of this thesis 

was to examine graduate preparedness for teaching, and identify a set of skills and 

personal resources that may ameliorate burnout and turnover intentions during the 

first year of employment. Theories of Person-Environment Fit, along with the 

adaptation approach to stress, were adopted as conceptual frameworks for the 

thesis, and possible determinants of Demands-Abilities and Supplies-Values Fit 

were examined as resources that may enhance graduate preparedness and prevent 

burnout and turnover intentions. More specifically, graduates‟ perceptions of their 

own competency (perceived competency), their teaching self-efficacy and the 

training pathways they had followed to obtain their qualifications were considered 

as factors that may enhance Demands-Abilities Fit; while the graduates‟ sense of 

commitment to their careers (career commitment), their expectations regarding the 

rewards associated with teaching (reward expectations) and their expectations of 

the difficulties they would face in the workplace (challenge expectations) were 

considered as factors that may impact on Supplies-Values Fit.  

  The first study (Study 1a) examined the extent to which pre-service 

teachers were confident in their teaching competency, possessed a sense of 
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teaching self-efficacy, were committed to their careers, expected teaching to be 

rewarding and expected teaching to be difficult prior to graduation. Two hundred 

and twenty five pre-service teachers and 97 newly qualified teachers completed 

questionnaires measuring their perceived competency, teaching self-efficacy, 

career choices and expectations of the first year of teaching. The results suggested 

that perceived competency and teaching self-efficacy change across the transition 

to teaching, and that the changes in teaching self-efficacy differ between primary 

and secondary teachers. The pre-service teachers were also found to have 

developed a sense of commitment to their careers prior to graduation, to have 

made a range of assumptions about the intrinsic and extrinsic rewards they 

expected to receive in the workplace, and to have expected to face a range of 

difficulties in their future teaching roles. 

The second part of this study (Study 1b) was longitudinal in design, and 

examined changes in perceived competency and teaching self-efficacy across the 

transition to the workplace. In addition, the study investigated whether there were 

differences in the transitional outcomes of teaching graduates from different 

training pathways (Cains & Brown, 1996, 1998b; Goddard & O'Brien, 2003b, 

2006), and examined the relationships between perceived competency and 

teaching self-efficacy, and the transitional outcome variables of burnout and 

turnover intentions. Thirty six pre-service teachers were surveyed prior to 

graduation and again during the first year of employment. There were no changes 

in the participants‟ competency beliefs across the transition to the workplace, nor 

were there any changes in the primary teachers‟ sense of teaching self-efficacy. 

Conversely, the secondary teachers‟ sense of efficacy was found to diminish 

across the transition to the workplace. Next, perceived competency and teaching 
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self-efficacy were found to correlate with at least one dimension of burnout; while 

no differences in burnout or turnover intentions were found between teachers 

from different training pathways.  

Study 2 utilised Structural Equation Modelling and Logistic Regression 

analyses to examine the utility of perceived competency, teaching self-efficacy, 

career commitment, and challenge expectations in the prediction of burnout and 

turnover intentions during the first year of employment. In addition, this study 

examined potential differences in the way primary and secondary teachers may 

adapt to the workplace. Two hundred and eighty four newly qualified teachers 

participated in this study. The results suggested that although there were a number 

of significant differences in the levels of personal resources and transitional 

difficulties reported by primary and secondary teachers, the relationships between 

the predictors of graduate adjustment and the transitional outcome variables were 

consistent across these groups. Overall, each personal resource examined by the 

study was found to predict at least one transitional outcome variable, with career 

commitment found to be the most important predictor of transitional difficulties, 

followed by teaching self-efficacy, perceived competency, and then challenge 

expectations.  

The final study (Study 3) further investigated the impact of university 

training on transitional outcomes. Two hundred and eighty four newly qualified 

teachers were surveyed. Cains and Brown‟s (1996, 1998b) and Goddard and 

O‟Brien‟s (2003b, 2006) findings of differential adjustment amongst teaching 

graduates from different training pathways were replicated, and teachers with the 

fewest number of years in education-specific training were found to experience 

poorer transitional outcomes across two dimensions of burnout. Further, the 
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results of the study did not support an alternative explanation of this differential 

adjustment. In all, the results of this study provide evidence to suggest that not all 

university training pathways may be equal in terms of their ability to prepare 

teaching graduates for the transition to the workplace.  

Taken together, the results of these studies have provided support for the 

utility of both the adaptation approach to stress and Theories of Person-

Environment Fit in guiding investigations of graduate preparedness for teaching. 

In addition, these studies have contributed to the research literature surrounding 

the transition to the workplace and to literature surrounding each of the personal 

resources considered by this thesis. Overall, the thesis has enhanced 

understanding of factors that may contribute to graduate preparedness for the 

transition to teaching and, therefore, prevent the development of transitional 

difficulties. 
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CHAPTER 1  

INTRODUCTION TO THE RESEARCH QUESTION 

 

“Most people can look back over the years and identify a time and 

place at which their lives have changed significantly. Whether by 

accident or design, these are the moments when, because of a readiness 

within us and a collaboration with events occurring around us, we are 

forced to seriously reappraise ourselves and the conditions under which 

we live and to make certain choices that will affect the rest of our lives”                                                                 

- Frederick F. Flack 

 

As described by Frederick Flack, there are periods of time in many 

people‟s lives where they experience a significant change, not only in their 

physical circumstances but also in their status, social role, self-concept or identity 

(Paul & Brier, 2001). These periods of change have been termed life transitions 

and have become an important focus of empirical research (Almeida & Wong, 

2009). Examples of such transitions include: beginning university education (e.g. 

Paul & Brier, 2001; Srivastava, Tamir, McGonigal, John, & Gross, 2009), moving 

out of home (e.g. Beil & Lee, 2008), joining the workforce (e.g. Krumboltz & 

Worthington, 1999; Lent, Hackett, & Brown, 1999; Savickas, 1999), becoming an 

adult (e.g. Cagle, 2008), getting married (e.g. Flynn, 2007), becoming a parent 

(e.g. Dulude, Belanger, & Wright, 1999; Johns & Belsky, 2007; Kokko, 

Pulkkinen, & Mesiainen, 2009), retiring (e.g. Borchard & Donohoe, 2008), and 
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moving into a nursing home (e.g. Kroger & Adair, 2008). Life transitions can be 

considered important markers of social development, and are known to influence 

an individual‟s identity, health, and well-being (Almeida & Wong, 2009). They 

are periods of uncertainty and growth, where past routines are challenged and new 

patterns of thinking and behaviour are likely to be established. They are often 

stressful, and if not managed successfully, can have significant negative 

consequences for the individual. In this way, life transitions can be defined as 

“major, life-changing events requiring adaptation and causing depletion of 

individual psychological and physical resources that may result in stress” 

(Almeida & Wong, 2009, p. 160).  

Of particular interest to this research thesis is the transition from university 

education to full-time work. This is a significant milestone in the lives of many 

individuals with important implications for their career trajectory and longevity, 

occupational identity, self-esteem, self-efficacy, and sense of belonging (Davey & 

Arnold, 2000; Goodwin & O'Connor, 2003; Smith & Pilling, 2007). In addition, 

this transition has important consequences for many businesses in terms of 

graduate retention and commitment, and in terms of the training investment 

required to bring a graduate‟s productivity up to satisfactory levels (Graham & 

McKenzie, 1995).  Also, the ease with which graduates make this transition, as 

well as the incidence and prevalence of transitional problems, could be considered 

important indicators of the effectiveness of university training. Thus, this is an 

important transition with significant implications for a number of stakeholders.  

Moreover, the transition from university education to the workplace is 

becoming an increasingly important factor in the productivity and effectiveness of 

the Australian workforce, with 131,796 Australians aged 24 years and under being 
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awarded a tertiary qualification in 2008 alone (Department of Education 

Employment and Workplace Relations, 2010). Although it cannot be assumed that 

all graduates transitioned directly into the workforce, these figures do suggest that 

there are large numbers of Australians beginning this transition each year. In 

addition, an examination of the total number of Australians completing tertiary 

education between 1997 and 2008, reveals a steady increase in graduates over 

time (Department of Education Employment and Workplace Relations, 2010), 

thus positioning the transition from university education to the workplace as 

increasingly relevant. Understanding this transition and the factors that influence 

how well a graduate will adjust to the workplace is important, and could assist 

universities, organisations, and individuals to make a more meaningful 

contribution to the Australian workforce.  

It is somewhat concerning then, although not necessarily surprising, to 

learn that the transition to the workforce is often characterised by stress, 

disappointment and disillusionment (Goodwin & O'Connor, 2003) because of the 

challenges that graduates face. These challenges can include a potentially 

disheartening job search process; followed by disappointment and dissatisfaction 

with the role the graduates eventually acquire (Perrone & Vickers, 2003). Also, 

many graduates will experience a change in their living arrangements and some 

will relocate across large distances to take up their first roles (Graham & 

McKenzie, 1995). In doing so, many graduates will lose touch with their support 

networks and usual routines (Graham & McKenzie, 1995). Once in the workplace 

they will need to adapt to the organisational culture, adopt new ways of working 

and learning, build new support networks, resolve doubts they may have about 

their own competency, come to terms with discrepancies between what was taught 
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by the university and “how things are done in the real world”, create an 

occupational identity, and leave behind the ego-centric educational environment 

in favour of an independent occupational role where job performance is seemingly 

more important than professional development and where individuals are 

responsible for themselves (Goodwin & O'Connor, 2003; Graham & McKenzie, 

1995; Perrone & Vickers, 2003; Renn & Jessup-Anger, 2008; Smith & Pilling, 

2007). 

The move from university education to the workplace is a time of 

significant change and, like all transitions, potentially a time of great stress. In this 

way, it is not surprising that graduates report feeling overwhelmed, wholly unsure 

of their abilities (Renn & Jessup-Anger, 2008), emotionally isolated, (Smith & 

Pilling, 2007), socially isolated, anxious about their career direction and future, 

disappointed by the value placed on their degrees, and even rejected (Perrone & 

Vickers, 2003). It is concerning that some graduates may, therefore, experience 

significant negative consequences for their well-being or perhaps even failure in 

this transition. For example, some graduates have experienced extreme stress and 

disorientation apparently brought about by too much change (Graham & 

McKenzie, 1995), while others have reconsidered their career choices (Holden & 

Hamblett, 2007; Smith & Pilling, 2007) and others still have shown early signs of 

burnout within the first year of employment (Goddard & O'Brien, 2003a). It, 

therefore, cannot simply be assumed that all graduates will successfully make the 

journey into the workplace and we must consider if actions can be taken to 

decrease the likelihood that our graduates will experience these severe transitional 

difficulties. 
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Importantly, many of the above difficulties could be understood as 

belonging to a stress and adaptation process. For example, feeling overwhelmed, 

anxious or isolated, and intending to change careers, could all be considered as 

manifestations of strain (Edwards & Van Harrison, 1993), while burnout is 

thought to be the end product of persistent job stress over an extended period of 

time (Goddard & O'Brien, 2003a). Thus it would seem that efforts to reduce the 

incidence of transitional difficulties could usefully focus on ameliorating graduate 

stress and enhancing adaptation, and the transition from university study to the 

workplace could be examined from a stress and strain perspective. Of particular 

relevance, are theories of Person-Environment Fit and the contribution they make 

to understanding individual adaptation to a given work environment (Yang, Che, 

& Spector, 2008). 

Theories of Person-Environment Fit are based on the idea that individual-

level outcomes such as attitudes, behaviour, and satisfaction result from the 

interaction between the person and the environment rather than from the person or 

the environment in isolation (Edwards, 1996; Friedman, 2000; Hesketh & 

Considine, 1998; Swanson & Fouad, 1999). This interaction is assessed in terms 

of „fit‟ and can be viewed as the degree of similarity or the degree of compatibility 

between individual and situational characteristics (Cable & Edwards, 2004; 

Edwards, 1996; Livingstone, Nelson, & Barr, 1997). A lack of fit (misfit) between 

individual and environment is thought to result in stress, and has been linked to a 

number of psychological, physiological and behavioural strain responses 

(Edwards & Van Harrison, 1993; Shaw & Gupta, 2004). In this way, the Person-

Environment Fit approach to stress suggests that the experience of transitional 

difficulties could be the result of a misfit between the individual and the 
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organisation, and that research aimed at understanding graduate adjustment to the 

workplace should focus on identifying the individual and situational 

characteristics that maximise fit.   

There are two approaches to assessing fit. The first, known as the 

Demands-Abilities approach, focuses on the individual‟s knowledge, skills and 

abilities, and the corresponding demands of the work environment (Edwards, 

1996; Edwards & Van Harrison, 1993; Livingstone, et al., 1997; Shaw & Gupta, 

2004; Siegrist, 1996). Within this approach, misfit would be caused by a 

workplace that demands task performance in excess of the graduate‟s abilities 

and, in turn, would be expected to result in graduate stress. Similarly, should the 

demands of the job provide too little challenge, as compared with the graduate‟s 

abilities, this too would be considered an example of misfit and would be 

expected to contribute to negative outcomes. Conversely, the Supplies-Values 

approach to assessing fit focuses on the individual‟s values, interests, and 

aspirations, and the corresponding supplies or rewards offered by the work 

environment (Edwards, 1996; Edwards & Van Harrison, 1993; Livingstone, et al., 

1997; Shaw & Gupta, 2004; Siegrist, 1996). Within this approach misfit, and 

therefore graduate stress, would be caused by a work environment that does not 

encourage or even allow individuals to express their personal values, to engage in 

work that they find interesting, to access rewards that they find motivating or to 

achieve their personal goals and aspirations.   

Although many researchers distinguish between the Supplies-Values and 

Demands-Abilities approaches to conceptualising fit, very few have examined 

whether and how these versions of fit relate to each other in the prediction of 

stress (Livingstone, et al., 1997). Some researchers have argued that Supplies-
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Values misfit actually represents job dissatisfaction, an outcome of stress, rather 

than stress itself (Edwards, 1996). Conversely, other researchers have argued that 

the effect of Demands-Abilities misfit is fully mediated by Supplies-Values fit, 

such that the individual‟s inability to meet job demands is stressful only if it 

results in the loss of something valuable to the person (Edwards, 1996). It would 

seem, then, that the Supplies-Values and Demands-Abilities versions of misfit 

may behave in different ways and that distinguishing between them is important 

(Livingstone, et al., 1997). Additionally, it is unclear what relationships exist 

between these versions of fit, and research that focuses on only one type of fit 

risks omitting important information about the interaction between the person and 

environment (Livingstone, et al., 1997). Consequently, this research thesis will 

examine person and environment factors that influence graduate adjustment to the 

workplace from a Demands-Abilities perspective as well as from a Supplies-

Values perspective.   

At this point, it is also important to distinguish between the ecological and 

adaptation approaches to enhancing person-environment fit and, therefore, 

reducing employee stress (Quick, Nelson, Quick, & Orman, 2001). The ecological 

approach focuses on changing the environment to enhance fit and, therefore, 

reduce stress reactions in individuals through job redesign efforts or 

organisational restructuring. The adaptation approach, on the other hand, assumes 

that individual well-being stems from the person‟s adaptability and focuses on 

changing the individual to suit the environment. Research from within this 

perspective has examined the role of locus of control, self-efficacy, tolerance for 

ambiguity and interpersonal skills in increasing person-environment fit (Quick, et 

al., 2001).  
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Although both approaches will likely be necessary in understanding and 

ameliorating graduate stress and strain, the adaptation approach possesses 

particular relevance to the transition from university study to the workplace, as 

compared with the ecological approach. That is, upon completion of their degrees, 

university graduates disperse into a large number of environments and will be 

faced with an almost infinite range of environmental challenges. Therefore, 

changing organisations in order to ameliorate graduate stress is clearly an 

ambitious and potentially costly undertaking. This approach is also problematic in 

that organisational-level changes will impact the entire workforce, not just the 

graduate population, and it may be difficult to control how these changes impact 

other sections of the workforce. Clearly then, the ecological approach may be met 

with limited acceptance. The adaptation approach, on the other hand, suggests that 

it may be possible to improve transitional outcomes by providing university 

graduates with a set of skills and personal resources that can facilitate their own 

adaptation to the workplace. Such an approach invites a consideration of graduate 

„preparedness‟ for the work environment, has powerful implications for the ease 

with which transitional outcomes could be improved, facilitates the development 

of interventions that target the graduate population, and allows for the design of 

interventions that focus on the prevention of transitional difficulties, rather than 

their cure.    

Consistent with this, the current research thesis aims to explore graduate 

preparedness for the transition to the workplace. Preparedness will be considered 

from within a Person-Environment Fit perspective, and the program of research 

will attempt to identify a set of characteristics that maximise graduate fit and thus 

prevent the onset of transitional difficulties. Both Demands-Abilities Fit and 
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Supplies-Values Fit will be considered in identifying factors that contribute to 

graduate preparedness, and the program of research will focus on understanding 

the factors that facilitate individuals‟ adaptation to the environment rather than 

environments‟ accommodation of individuals The conceptual framework adopted 

by this thesis is summarised in Figure 1.1. 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 1.1 

Conceptual framework adopted by the thesis 

Theories of Person-Environment Fit 

Values 

Person-related factors such as 

preferences, interests, motives 

and goals 

Supplies 

Environmental factors that 

encourage the expression / 

fulfilment of individuals‟ values  

Supplies-Values Fit 

congruence between supplies & values = 

positive outcomes 

Adaptation 

Change person to suit 

environment e.g. through locus 

of control, self-efficacy, 

tolerance for ambiguity 

Ecological 

Change environment to suit 

person e.g. through job 

redesign, organisational 

restructuring 

Ecological & Adaptation Approaches to dealing with „misfit‟ 

Misfit 

Demands & abilities or 

supplies & values mismatch = 

negative outcomes such as 

stress 

Abilities 

Person-related factors such as 

skills, knowledge, time, and 

energy 

Demands 

Environment-related factors such 

as task-based, social or cultural 

role requirements  

Demands-Abilities Fit 

congruence between demands & abilities 

= positive outcomes 
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Importantly, the vast array of university degrees and graduate destinations 

makes it difficult to identify a set of characteristics that are likely to facilitate 

adjustment to the workplace in all circumstances. In the first instance, this 

variance can be controlled, to a certain extent, by examining graduates who have 

completed a professional qualification. In general, there seems to be a stronger 

degree of consistency amongst professionally qualified graduates (e.g. nurses, 

teachers, lawyers or dentists) in terms of the tertiary study they have completed, 

the types of roles they assume, and the organisational contexts they are employed 

in, as compared with graduates who have completed degrees in areas such as 

science, management or hospitality. Further to this, there is evidence, which will 

be discussed later, that graduates with a professional qualification may be „at risk‟ 

of experiencing transitional difficulties because their occupations are more closely 

aligned with their sense of self (Goodwin & O'Connor, 2003; Graham & 

McKenzie, 1995). In this way, it would seem that limiting the current exploration 

to a single profession is justified, not only in terms of the generalisability of the 

results, but also in terms of ensuring that this research addresses a demonstrable 

need in the focal population.  

Teaching was identified as a profession with a clear need for research 

examining the prevention of transitional difficulties. Teaching, in general, has 

long been regarded as a difficult occupation, with research suggesting that up to a 

quarter of all teachers find their jobs to be very or highly stressful and that 60% to 

70% of teachers internationally, repeatedly experience symptoms of stress 

(Bermejo-Toro & Prieto-Ursua, 2006; Stevens, et al., 2007). Thus, the transition 

into such a challenging profession may be difficult, and newly qualified teachers, 

therefore, may be more prone to experiencing transitional problems.  
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Indeed, up to a quarter of graduate teachers may be experiencing failure in 

the transition to teaching, with researchers consistently reporting that between 

20% to 50% of newly qualified teachers do not teach beyond the first five years 

(Corbell, Osborne, & Reiman, 2011; DeAngelis & Presley, 2011; Fimian & 

Blanton, 1987; Goddard & O'Brien, 2003a; Keeffe, et al., 2005; Mackel, 2002; 

Stevens, et al., 2007; Tsouloupas, Russell, Matthews, Grawatch, & Barber, 2010). 

Importantly, Goddard and O‟Brien (2003a), provided evidence of the existence of 

these difficulties amongst Australian teachers in their examination of the turnover 

intentions of newly qualified teachers in Queensland. They found that 33% of 

their participants reported turnover intentions after just seven weeks of 

employment, while 29% seriously intended to leave after eight months, and 24% 

of participants indicated that if they could choose their careers again, they would 

not choose teaching a second time. In addition to these findings, Goddard and 

O‟Brien (2003a) reported that these newly qualified teachers were also 

experiencing symptoms of burnout after only eight months of employment, a 

pattern of results that has been replicated elsewhere (Fimian & Blanton, 1987; 

Gavish & Friedman, 2010; Goddard & O'Brien, 2003b, 2006; O'Brien, et al., 

2008). These results are concerning and seem to indicate that graduate teachers 

are experiencing quite severe transitional difficulties. In turn, these findings seem 

to imply that there is an urgent need for research examining the transition from 

university study to teaching, and that the identification of factors that may 

facilitate adjustment to the school environment is warranted. Consequently, 

graduate teachers were selected as the population of interest in the current thesis 

and the program of research aims to identify a set of personal resources that may 

assist graduate teachers to adjust to the workplace and, thus, prevent the onset of 
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transitional difficulties. In particular, the thesis aims to identify factors that may 

prevent the development of burnout symptoms and turnover intentions, as these 

transitional difficulties appear to be notably prevalent amongst this population. 

The thesis will begin with a consideration of previous research on the 

transition from university study to the workplace, as well as research on the 

experiences of newly qualified teachers. This literature review is presented in 

Chapter 2, and aims to identify factors that may contribute to graduate 

preparedness for the transition to the workplace. Preparedness will be considered 

from within a Person-Environment Fit perspective, and a set of graduate 

characteristics that may maximise fit, and thus prevent the onset of transitional 

difficulties, will be identified. The literature review will focus on the individual‟s 

adaptation to the work environment, rather than the environment‟s 

accommodation of the individual, and the utility of each characteristic in the 

amelioration of graduate stress and burnout will be explored. Graduate 

characteristics and personal resources that may contribute to Demands-Abilities 

Fit will be considered first, followed by resources that may contribute to Supplies-

Values Fit. 

Chapter 3 then presents the first study in the research series, focused on 

final year student teachers. This study aimed to establish to what extent pre-

service teachers possessed each of the personal resources thought to facilitate 

adjustment to the workplace prior to graduation. The study was exploratory, and 

made use of quantitative and qualitative analyses to consider the extent to which it 

can be assumed that these resources contribute to graduate preparedness for the 

transition to the workplace. 
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Chapter 4 describes Study 1b. This was a longitudinal study aimed at 

understanding how the personal resources thought to contribute to graduate 

preparedness for teaching may change across the transition to the workplace. In 

addition, this study investigated the findings, from previous research, that there 

may be important differences in the transitional outcomes of graduate teachers 

from different university training pathways, and conducted a preliminary 

assessment of the relationships between the graduate teachers‟ personal resources 

prior to graduation and their transitional outcomes during the first year of 

employment (Cains & Brown, 1996, 1998b; Goddard & O'Brien, 2003b, 2006).  

Next, Chapter 5 presents Study 2. This study involved a more extensive 

investigation of the role of the abovementioned skills and personal resources in 

the prediction of transitional difficulties during the first year of employment. 

Newly qualified teachers were surveyed and the degree to which they possessed 

these personal resources was assessed. In addition, the utility of these variables in 

the prediction of transitional difficulties was examined. It was argued that this 

study provided further evidence of the importance of graduate preparedness in the 

transition to the workplace as well as information important to the design of 

interventions aimed at facilitating graduate adjustment to teaching. 

 Chapter 6 completes the program of research and presents the final study 

in this thesis. The study continued the investigation of the impact of university 

training on the transitional outcomes of graduate teachers, and aimed to replicate 

Cains and Brown‟s (1996, 1998b) and Goddard and O‟Brien‟s (2003b, 2006) 

findings of differential adjustment among graduate teachers from different 

training pathways. In addition, the study examined an alternative explanation of 

this differential adjustment, whilst correcting some of the limitations of previous 
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research. Lastly, the study further considered the extent to which differences in 

newly qualified teacher adjustment can be attributed to university training. 

Chapter 7 draws together the results of the above program of research and 

presents a general discussion of these studies in relation to the transition to 

teaching. The chapter summarises the main findings in respect of the personal 

resources thought to contribute to graduate preparedness for the workplace, and 

examines the theoretical and practical implications of these findings. Next, the 

chapter considers the methodological limitations of the studies and presents 

suggestions for future research. Lastly, the chapter outlines the conclusions 

derived from these studies in relation to graduate preparedness for teaching.  
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 CHAPTER 2 

LITERATURE REVIEW 

 

Perhaps one of the most significant transitions in the lives of many young 

Australians is the move from university education to full-time work. This 

transition often signals the beginning of adulthood, and can coincide with other 

important milestones such as moving out of home. It is something that many 

graduates have been anticipating and working towards since commencing their 

degrees, and it is likely to be associated with much excitement and trepidation 

(Graham & McKenzie, 1995; Perrone & Vickers, 2003; Renn & Jessup-Anger, 

2008). Importantly, this transition may also bring many challenges, and it can be a 

time of significant stress, disappointment, and disillusionment (Goodwin & 

O'Connor, 2003). As described in Chapter 1, the current research thesis aims to 

contribute to the understanding of this transition, and to identify factors that may 

ameliorate graduate distress and transitional difficulties. In particular, the thesis 

will explore the experiences of graduate teachers as they adjust to their new roles, 

and aims to identify a set of skills and personal resources that may facilitate the 

individual‟s adaptation to the work environment, rather than focussing on the 

organisation‟s accommodation of the individual.   

The current chapter presents a review of previous research on the 

transition from university study to the workplace, as well as research on the 

experiences of newly qualified teachers. Theories of Person-Environment Fit are 

adopted as the overarching framework for the literature review, and graduate 

characteristics that may enhance fit, and thus prevent the onset of transitional 
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difficulties, are considered as potential variables in this thesis. A consideration of 

graduate resources that may contribute to Demands-Abilities Fit is presented first, 

and is followed by a consideration of factors that may enhance Supplies-Values 

Fit.  

Teaching Graduate Preparedness: A Demands-Abilities Perspective 

 As described in Chapter 1, Theories of Person-Environment Fit suggest 

that individuals tend to seek environments that encourage the use of their skills 

and knowledge, that support their values and attitudes, and that allow them to 

achieve personal goals and aspirations (Hesketh & Considine, 1998; Swanson & 

Fouad, 1999). Similarly, work environments seek individuals with particular 

combinations of knowledge, skills, abilities and other characteristics, and in return 

supply rewards, resources and value systems to their incumbents. A good fit 

between person and environment is achieved when each adequately meets the 

needs of the other, and results in positive gains for both employer and employee. 

Misfit, on the other hand, can lead to negative outcomes and, in particular, to 

employee stress.  

 The Demands-Abilities approach to assessing fit focuses on the degree of 

congruence between the individual‟s abilities and the demands of the work 

environment (Edwards, 1996; Edwards & Van Harrison, 1993; Livingstone, et al., 

1997; Shaw & Gupta, 2004; Siegrist, 1996). Demands encompass the 

requirements placed on individuals in the fulfilment of their roles and can include 

specific task-based duties or social and cultural requirements. Abilities, on the 

other hand, refer to the skills, knowledge, time and energy the person can draw on 

to meet the demands of the workplace. Importantly, excess or insufficient 

demands relative to abilities will result in misfit, and therefore stress, in situations 
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where this discrepancy is perceived by the individual. In this way, the key 

mechanism underlying Demands-Abilities misfit is the cognitive comparison of 

the individual‟s own abilities against the demands of the work environment. 

Perceived Competency 

 In considering the transition to the workplace then, perhaps the most 

obvious environmental demand faced by graduate teachers is the requirement that 

they be able to independently manage and teach one or more groups of students 

upon arrival in their designated schools. It is not surprising then, that previous 

research has identified graduate competency as an important factor in the 

transition to the workplace; both for graduates in general, and for graduate 

teachers more specifically (Burke, Greenglass, & Schwarzer, 1996; Cains & 

Brown, 1998, 1998b; Friedman, 2000; Graham & McKenzie, 1995; Hughes, 

2001; Jameson & Holden, 2000; Perrone & Vickers, 2003; Schonfeld, 2001; 

Weinstein, 1988).  

What may be surprising, however, are reports that graduates are not 

necessarily living up to the expectations of their employers. Graham and 

McKenzie (1995), for instance, presented qualitative data from a series of 

structured interviews and focus groups with personnel, recent graduates, line 

managers and recruitment and training specialists from 15 organisations across a 

range of industries. The results of these wide-ranging interviews included the 

finding that many employers were often disappointed with the competency of 

university graduates (see also Perrone & Vickers, 2003). Similarly, Jameson and 

Holden (2000) presented results from in-depth semi-structured interviews with 

graduates and their employers across six small businesses in the hospitality 

industry. They reported that employers had quite low opinions of graduate 
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competency: “I honestly don‟t expect to get too much out of them (i.e. 

graduates)... I haven‟t got very high expectations... just because they‟ve got a 

degree I don‟t necessarily expect them to produce anything” (p.268). In addition, 

Jameson and Holden (2000) reported that some employers believed that having a 

degree, rather than enhancing the graduates‟ ability to perform their roles, could 

hinder performance: “To be perfectly honest I think that people who come out 

with a catering degree, in many respects are a hindrance for the first 6 months... so 

far as what they actually think should happen is kind of misplaced” (p.268). Thus, 

it would seem that it cannot necessarily be assumed that graduates are entering the 

workplace with the knowledge, skills, abilities and other characteristics that their 

employers require. Further to this, Theories of Person-Environment Fit suggest 

that this discrepancy between graduate ability and the demands of the workplace 

may be an important source of transitional difficulties and, therefore, is of key 

interest to the current research thesis.  

Furthermore, Theories of Person-Environment Fit suggest that graduate 

teachers‟ perceptions of their own competency are more important in the 

prediction of transitional difficulties than their actual capability (Edwards, 1996); 

while previous research has provided evidence to suggest that graduates‟ 

perceptions of their own competency may differ substantially from the reality, and 

that the discrepancy between a graduate‟s perceived and actual capabilities may 

impact on his/her ability to successfully adapt to the workplace (Friedman, 2000; 

Graham & McKenzie, 1995; Mulholland & Wallace, 2001; Weinstein, 1988). 

Weinstein (1988) for instance, found that pre-service teachers consistently 

reported inflated confidence in their own abilities and expected tasks associated 

with teaching to be less problematic for themselves than for the average first year 
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teacher. She then argued that these inflated expectations were likely to lead to 

shock, stress and disappointment once the graduates entered the workplace. 

Similarly, Graham and McKenzie (1995) argued that graduates, in general, have 

unrealistically high expectations of their likely success in the workplace, and are 

often disappointed by the recognition, rewards, and level of responsibility that 

they do manage to achieve. Lastly, Friedman (2000) suggested that burnout 

amongst teachers may stem from a discrepancy between actual and expected 

performance, and presented interview data describing the frustration, exhaustion 

and distress associated with the graduate teachers‟ realisation that they could not 

live up to their own performance expectations (see also Mulholland & Wallace, 

2001). In this way, it seems that newly qualified teachers may be entering the 

workforce with an inflated sense of competency and that this unrealistic 

confidence is contributing to stress and transitional problems when the graduates 

realise that they cannot live up to their own performance expectations.  

 Furthermore, several researchers have suggested that obtaining a sense of 

competency may become an overriding concern of novice professionals once in 

the workplace (Friedman, 2000; Schonfeld, 2001; Weinstein, 1988). This is 

consistent with the argument that perceived competency is an important source of 

stress amongst newly qualified teachers, and may indicate that the graduate 

teachers‟ initial overconfidence could be followed by a period of uncertainty and 

self-doubt with regards to their capabilities. In turn, this self-doubt is expected to 

lead to Demands-Abilities misfit and poor transitional outcomes. Indeed, previous 

research has revealed evidence supporting the hypothesised link between self-

doubt regarding an individual‟s level of competency and the development of 

stress-related outcomes such as burnout (Burke, et al., 1996; Friedman, 2000).  
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Burke et al. (1996), for example, conducted a longitudinal investigation of 

burnout amongst teachers and school administrators. They found that across the 

entire sample, self-doubt regarding individuals‟ capability to perform well in their 

roles was a significant, albeit weak, predictor of burnout one year later. 

Importantly, when the results were analysed separately for the teachers, this 

relationship was again found. These results are consistent with the tenets of 

Demands-Abilities Fit and suggest that a perceived incongruence between a 

teacher‟s ability and the demands of the workplace can lead to stress-related 

outcomes such as burnout. It is noted, however, that Burke et al. (1996) did not 

report the tenure of their participants and it is unclear whether the teachers were 

recent graduates, experienced teachers or a combination of both. In this way, it is 

also unclear if these findings can be applied to the newly qualified teacher 

population. 

More recent research by Friedman (2000) has provided some evidence to 

suggest that perceived competency is linked to well-being amongst graduate 

teachers. Using qualitative interview data Friedman (2000) identified three stages 

that novice teachers progressed through as they adapted to the workplace: the 

slump, fatigue and exhaustion and, lastly, adjustment. Of particular interest to this 

thesis, the second stage, fatigue and exhaustion, was characterised by feelings of 

helplessness, a belief that the teachers were incapable of responding effectively in 

the classroom, the perception that teaching was overly demanding, perceived 

constant criticism, a belief that no matter what the teachers did it would never be 

enough, and feelings of being inadequately prepared for their roles. During this 

stage, the teachers were also found to be experiencing the extreme exhaustion 

often associated with burnout. In this way, Friedman (2000) has demonstrated that 
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newly qualified teachers‟ perceived competency is a pervasive and salient concern 

throughout this transition and that it may be linked to the development of burnout 

amongst the graduate population.  

In summary then, it would seem that graduate teachers may be entering the 

profession with an inflated sense of their own competency, and that this 

overconfidence is contributing to the development of transitional difficulties as 

the graduates reassess their competency beliefs in light of their early experiences 

in the workplace (Burke, et al., 1996; Friedman, 2000; Graham & McKenzie, 

1995; Mulholland & Wallace, 2001; Weinstein, 1988). Establishing a sense of 

competency in the workplace may then become an overriding concern of graduate 

teachers, suggesting that perceived competency may play a particularly important 

role in this transition (Friedman, 2000; Schonfeld, 2001; Weinstein, 1988), with 

graduates‟ perceptions of their own competency, likely to be more important in 

determining transitional outcomes than their actual ability.  

Training Pathway 

The above discussion also invites a consideration of the training that 

university graduates have undergone in preparation for their new roles. That is, 

newly qualified teachers do not enter the profession with a random collection of 

knowledge, skills, abilities and other characteristics, but rather, have been 

influenced in some systematic way by their experiences at university. 

Additionally, given the explicit aims of university education, it seems likely that 

these experiences would enhance a graduate‟s competency and their ability to 

adjust to the workplace. Consequently, it is argued that the effectiveness of a 

newly qualified teacher‟s undergraduate training may be an important factor in the 

amelioration of transitional difficulties and should be considered further. 
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Interestingly, however, there is some evidence in the literature to suggest that 

more university training does not always lead to better transitional outcomes 

(Cains & Brown, 1996, 1998b; Goddard & O'Brien, 2003b; Graham & McKenzie, 

1995).  

Goddard and O‟Brien (2003b), for instance, found that newly qualified 

teachers who possessed more than one university degree developed higher levels 

of burnout in their first year of employment than graduate teachers who had 

completed a single degree (i.e. Bachelor of Education). Similarly, Cains and 

Brown (1998b) found that, in general, postgraduate trained teachers tended to 

report higher levels of overall stress, as well as greater frequencies of stressful 

events in the first year of teaching, as compared with undergraduate trained 

teachers (see also Cains & Brown, 1996). Lastly, Graham and McKenzie (1995) 

used the data collected from the wide-ranging qualitative interviews described 

above to plot graduate job satisfaction over the first 30 months of employment. 

From this, they identified five general patterns. Of particular interest here is the 

„Steady Decline Curve‟. This curve was, most commonly, indicative of the 

experiences of graduates studying for a professional qualification (as compared 

with other graduates with a Bachelors degree) and depicted a steady decline in job 

satisfaction over the 30 month period. These graduates were described as being 

completely demoralised by their early experiences in the workplace and accepted 

that they would be leaving their organisation in the near future.  

These results are counterintuitive and seem to suggest that more university 

training does not necessarily lead to improved graduate adjustment. These 

findings, however, may be consistent with the above research focusing on the 

impact of perceived competency on the development of transitional difficult ies. 
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That is, graduate teachers who have undergone more training prior to entering the 

workplace, may perceive themselves to be better prepared and have, therefore, 

developed higher, and potentially more unrealistic, perceptions of their own 

competency. As a result, these graduates may be experiencing larger 

readjustments of their sense of competency, higher levels of self-doubt and, 

therefore, more transitional problems. Alternatively, it is possible that the above 

findings are indicative of meaningful differences in the effectiveness of various 

university training pathways in preparing graduates for the transition to the 

workplace, and it is noted that none of the abovementioned researchers provided 

any evidence to suggest which of these two possibilities was more likely. 

Accordingly, further research is needed to develop an empirically sound 

explanation of the differential adjustment of graduate teachers from different 

training pathways. Training pathway was, therefore, included in the current 

research program.   

Teaching Self-Efficacy 

There is more to Demands-Abilities fit than just graduate competency and 

training. That is, the environmental demands faced by graduate teachers extend 

beyond the constraints of their job description, or in this case, a list of professional 

standards. Newly qualified teachers also need to navigate the political and cultural 

climate of their schools, develop appropriate and constructive support networks, 

foster the socio-emotional development of their students, manage disruptive 

behaviour, take responsibility for their continuing professional development, and 

build relationships with the wider community, with parents, and with other 

professionals. Consequently, any consideration of graduate teachers‟ ability to 

meet the demands of their environments must extend beyond competency and 
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training to include an examination of other personal resources, such as, teaching 

self-efficacy. 

This appears to be particularly relevant to the teaching profession with 

many researchers acknowledging the challenging and difficult nature of the school 

environment. Cains and Brown (1998b) for instance, describe the teaching 

profession as “essentially conflictual… dilemma-ridden and …constrained by 

factors beyond an individual teacher‟s control (p.97).” Similarly, Schonfeld 

(2001) suggests that a possible explanation for the high rates of teacher stress and 

burnout is the uncontrollable nature of the teaching profession and the difficulty 

associated with obtaining a sense of mastery in such an environment. 

Furthermore, Friedman (2000) discusses the somewhat inevitable shattering of 

teachers‟ dreams regarding their own performance and the necessary compromise 

between the idealistic teachings of university and the harsher reality of life in 

schools. This point is further illustrated by Mulholland and Wallace (2001) in the 

following interview with a newly qualified teacher:  

   “And so I was thinking if I hadn‟t got this right, I‟m doing 

something wrong. And then after six months you realize that 

you‟re not doing anything wrong, you‟re just expecting too much 

of the kids. That they be good all the time (p.254)”   

Clearly then, the teaching profession is one that is associated with high 

levels of uncertainty, change, pressure and to some extent, failure. Achieving 

Demands-Abilities Fit may be both more important and more difficult for 

graduate teachers, and it is perhaps not surprising that stress and burnout are 

prevalent problems amongst this population. To succeed teachers must view their 

environment as generally controllable and they must believe that they possess the 
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necessary abilities to meet and address the vast array of challenges they will face 

on a daily basis (Cains & Brown, 1998; Schonfeld, 2001). Consistent with this 

notion, Gordon and Debus (2002) argue that in assisting teachers to adapt to the 

school environment, it is not possible to provide a solution for all foreseeable 

challenges and that should teachers expect a „recipe‟ for every given scenario they 

will inevitably struggle in the workplace. Therefore, Gordon and Debus (2002) 

argue that the focus should be on helping teachers to develop a sense of self-

efficacy and confidence in their ability to problem solve.  

Self-efficacy is a core concept in Social Cognitive Theory and is defined 

as an individual‟s belief in his/her own ability to undertake an appropriate course 

of action to achieve a given outcome (Brouwers & Tomic, 2000; Lent, et al., 

1999). Teaching self-efficacy, more specifically, refers to an individual‟s degree 

of confidence in his/her ability to influence the educational outcomes of students 

and is defined as the belief that all students are teachable, including those who are 

difficult to teach (Gordon & Debus, 2002; Shachar & Shmuelevitz, 1997). 

Teaching self-efficacy influences the amount of effort invested in classroom 

activities, the use of goal-setting, the teacher‟s career aspirations, the use of 

planning and organisation, openness to new ideas, persistence in the face of 

obstacles and resilience to stress (Tschannen-Moran & Hoy, 2001). It extends 

beyond the teachers‟ sense of perceived competency to include the degree of 

confidence they have in their ability to learn new skills and thus improve future 

performance (Tschannen-Moran & Hoy, 2007). In this way, a teacher with a 

strong sense of self-efficacy would be more likely to adjust to a challenging 

school environment through a greater use of adaptive coping strategies (e.g., 

through a shift in strategy, information seeking, further skill development, etc.), a 
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willingness to persevere for longer, and a greater resilience to stress. 

Consequently, it would seem that self-efficacy is a personal characteristic with the 

potential to assist graduate teachers to meet the demands of the unpredictable, 

uncontrollable, and stressful school environment.  

Indeed, teaching self-efficacy has been identified within the literature as a 

key factor in the prevention of burnout (e.g. Chan, 2007). Fives, Hamman and 

Olivarez (2007), for example, found that a strong sense of efficacy with respect to 

engaging students, utilising effective instructional strategies, and managing 

classroom behaviour predicted lower levels of burnout in a sample of student 

teachers over the course of a 12-week practicum placement. Similarly, Brouwers 

and Tomic (2000) found that high levels of teaching self-efficacy, with respect to 

managing classroom behaviour, predicted lower depersonalisation and greater 

personal accomplishment amongst secondary teachers. Brouwers, Evers and 

Tomic (2001) also report that high teaching self-efficacy, this time with respect to 

eliciting social support, predicted lower levels of burnout in a sample of 

secondary school teachers in the Netherlands. More recently, Tsouloupas et al 

(2010) found that teacher efficacy in respect of handling student misbehaviour 

reduced the impact of perceived student misbehaviour on emotional exhaustion in 

a sample of elementary, middle and high school teachers in the United States. In 

this way, it would seem that teaching self-efficacy is relevant to the current 

research thesis, with the potential to ameliorate burnout, improve Demands-

Abilities fit and thus enhance graduate adaptation to the workplace.  

Additionally and perhaps more importantly, self-efficacy can be taught. 

That is, self-efficacy is thought to arise from an individual‟s personal experiences 

with success, observations of others‟ experiences and through the provision of 
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positive feedback and encouragement (Bandura, 1995, 1997; Brouwers & Tomic, 

2000; Fives, et al., 2007; Mulholland & Wallace, 2001; Tschannen-Moran & Hoy, 

2007). Consequently, self-efficacy is thought to be controllable, changeable and 

influenced by external factors such as university preparation programs and school-

based training and mentoring. For example, the practicum component of 

university training is argued to have a powerful influence on self-efficacy and to 

contribute to its development in three key ways (Bandura, 1995, 1997; 

Mulholland & Wallace, 2001). Firstly, practicum placements provide student 

teachers with the opportunity to teach and thus experience personal success 

directly. Secondly, they allow the student teachers to witness the performance of 

their supervising teacher and, therefore, provide vicarious experiences of the 

success of others. Thirdly, the practicum placements facilitate the provision of 

support, encouragement and hopefully positive feedback to the student teachers. 

However, just as practicum placements can build self-efficacy in powerful ways, 

they may also diminish self-efficacy should the student teacher experience failure, 

negative feedback, insufficient support or criticism that is perceived as harsh. 

Thus, there is likely to be a degree of variance in graduate teachers‟ sense of self-

efficacy and, therefore, a degree of variance in the expected transitional outcomes 

for these graduates.  Teaching self-efficacy is, therefore, argued to be of particular 

relevance to the current research thesis not only because it may assist graduate 

teachers to meet the demands of their work environment, but also because it is a 

factor that universities and schools can influence and, therefore, increase.  

In summary, the current research thesis aims to identify a set of 

characteristics that maximise Person-Environment Fit and thus limit or prevent the 

onset of transitional difficulties amongst the teaching population.  A consideration 
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of Demands-Abilities Fit has led to the identification of three key variables 

thought to assist graduate teachers to meet the demands of the school 

environment: the graduates‟ perceptions of their own competency, the training 

pathway they have undertaken to achieve their teaching qualification, and their 

teaching self-efficacy. The current discussion will now consider Supplies-Values 

Fit and factors that may be relevant to the transition to the workplace from within 

this perspective.  

Teaching Graduate Preparedness:  A Supplies-Values Perspective 

 As described earlier, the Supplies-Values approach to assessing fit focuses 

on the degree of congruence between the individual‟s values and the supplies of 

the work environment (Edwards, 1996; Edwards & Van Harrison, 1993; 

Livingstone, et al., 1997; Shaw & Gupta, 2004; Siegrist, 1996). Values encompass 

the conscious desires of individuals and can include their preferences, interests, 

motives, and goals. Supplies, on the other hand, refer to attributes of the 

organisation that may fulfil the individual‟s values and are often assessed in terms 

of their amount, frequency or quality (Edwards, 1996). Similarly to Demands-

Abilities Fit, a discrepancy between the individual‟s values and the supplies of the 

workplace would result in misfit only if it is perceived by the person. The key 

mechanism underlying Supplies-Values misfit then, is the cognitive comparison 

of the individual‟s values against the supplies of the work environment. 

Career Choice: Graduate Expectations 

 Theories of Person-Environment Fit view individuals as active and in 

control of their occupational choices (Hesketh & Considine, 1998; Swanson & 

Fouad, 1999). That is, individuals are thought to deliberately seek workplace 
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environments that fulfil their preferences, allow them to pursue their interests, and 

help them to achieve their goals. In this way, perhaps the most obvious starting 

point in considering Supplies-Values Fit, as it applies to the transition to teaching, 

is the individuals‟ ability to select work environments that provide supplies 

congruent to their needs. The appropriateness of the individual‟s career choice is 

argued to be particularly relevant to the graduate population for two key reasons. 

Firstly, graduates are likely to have attached a certain amount of importance to 

their occupational choices given that they have committed around four years of 

university study to the pursuit of their careers (Goodwin & O'Connor, 2003). 

Secondly, the time, money, and energy invested in achieving their teaching 

qualification, may heighten the graduates‟ expectations of appropriate and 

rewarding employment, with unrealised expectations likely to cause distress 

(Early & Winton, 2001; Goddard & O'Brien, 2003b; Goodwin & O'Connor, 2003; 

Graham & McKenzie, 1995; Perrone & Vickers, 2003; Weinstein, 1988). In this 

way, it is possible that graduate teachers may have developed a sense of 

commitment to their careers over the four years of university study only to find 

out that their careers and corresponding workplaces are not at all what they were 

expecting, and, as a result, may be experiencing transitional difficulties. 

 Indeed, the research literature contains a number of reports that graduates 

tend to form unrealistically high expectations of the workplace, and that these 

expectations contribute to stress, shock and disillusionment as the graduates 

transition into their first jobs (Early & Winton, 2001; Goddard & O'Brien, 2003b; 

Goodwin & O'Connor, 2003; Graham & McKenzie, 1995; Perrone & Vickers, 

2003; Weinstein, 1988). In general, some graduates may overestimate the value of 

their degrees and may expect to be the recipients of higher role status, more 



30 

 

interesting work, greater workplace rewards and faster achievement of career 

goals than is realistic. Clearly, any graduate who is expecting more from his/her 

work environment than is realistic, would also be more likely to perceive a 

deficiency in the hoped for workplace supplies, and may, therefore, experience 

misfit and possibly transitional difficulties. Indeed, this is consistent with research 

examining the role of unrealistic expectations in the transition to the workplace. 

Perrone and Vickers (2003) for example, present a case study of an 

Australian commerce graduate, „Jason‟, as he makes the transition to the 

workplace. „Jason‟s‟ experience of this transition was described as a painful one, 

punctuated by shock, disappointment, feelings of low self worth, rejection, 

isolation and uncertainty. Contributing to his disappointment, were the unrealistic 

expectations he had formed regarding the ease with which he would find 

employment and the nature of the work that he would be doing.  

“At the beginning you think you‟re invincible. You think you‟re just 

going to fly right into a job. You think they‟re going to say. “Yes. 

You‟re a graduate! Please have this job! Have this office! Have this 

wonderful kind of life!” And then you realise it‟s not the case.” 

(Perrone & Vickers; 2003, p.73) 

Contrary to his expectations, „Jason‟ experienced months of unemployment and 

rejection. Similarly, when he did manage to find a job, he was again disappointed 

by the lack of responsibility or seniority in his role, saying “this position needed a 

trained monkey” (Perrone & Vickers; 2003, p.74). The consequences of these 

unmet expectations were alarmingly significant for „Jason‟. He spoke about his 

experiences with bitterness and regret, and described their impact on his life.  
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“What I‟d like to say is, “Don‟t settle for second best when you‟re 

looking for a job. It is something that will become a significant thing 

in your life.”  I regret settling for this job. I should have gone for 

something else. It‟s a bad choice, but it‟s something I‟ll have to live 

with and make the best of.” (Perrone & Vickers, 2003, p. 74) 

 In this way, Perrone and Vickers (2003) have provided a rich and detailed 

description of a graduate‟s transition to the workplace and were able to 

demonstrate how unrealistic expectations regarding workplace supplies may 

influence transitional outcomes. More research is needed however, to fully 

understand the role of graduate expectations in this transition. It is unclear for 

example, whether „Jason‟s‟ unrealistic expectations were directly responsible for 

the difficulties he faced, and it cannot be assumed, based on this case study alone, 

that „Jason‟s‟ experience can be generalised to the wider graduate population. 

Weinstein (1988) also explored the role of unrealistic expectations in the 

transition to the workplace. Using a sample of student teachers, Weinstein (1988) 

tested for „unrealistic optimism‟ amongst the graduate population. „Unrealistic 

optimism‟ refers to “the tendency to believe that the problems experienced by 

others „won‟t happen to me‟” (Weinstein; 1988, p.33). Student teachers were 

asked to rate the degree of difficulty they expected to experience with various 

aspects of the teaching role, and then to rate the degree of difficulty they felt the 

average first year teacher would experience. A high degree of optimistic bias was 

found, with the students consistently reporting that teaching would be less 

problematic for themselves than for the average first year teacher, thus, implying 

that these graduates were expecting to achieve career goals or other workplace 

rewards that were not necessarily available to them in the first year of teaching. 
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Weinstein (1988) then argued that these unrealistic expectations were likely 

contributing to the development of transitional difficulties during the first year of 

teaching.  

In this way, Weinstein‟s (1988) study suggests that the development of 

unrealistic expectations can be generalised beyond the case study reported by 

Perrone and Vickers (2003). In addition, her study contributes evidence 

suggesting that graduate expectations should be included in research examining 

this transition. Weinstein (1988) did not, however, follow-up student teachers as 

they transitioned to the workplace and, therefore, was not able to test the 

relationship between unrealistic expectations and transitional outcomes, nor did 

she explicitly examine what workplace rewards, goals, or other supplies these 

graduates were expecting to receive. Thus, more research is needed to determine 

what role, if any, graduate expectations play in this transition.       

Other researchers similarly offer suggestions that graduates are forming 

unrealistic expectations, without providing evidence that these expectations cause 

transitional difficulties. Graham and McKenzie (1995) for instance, report that 

graduates, as a population, are more likely to form unrealistically high 

expectations of the workplace and are, therefore, more likely to experience „reality 

shock‟. This contention is echoed by Goodwin and O‟Connor (2003) who suggest 

that graduates may be overestimating the value of their degrees and are, therefore, 

holding unrealistic expectations regarding the workplace rewards that will be 

available to them. Goddard and O‟Brien (2005) on the other hand, suggest that the 

experience of transitional difficulties may be caused by inflated expectations 

without testing for these expectations directly. As described above, Goddard and 

O‟Brien (2003b) found that newly qualified teachers with more than one degree 



33 

 

developed higher levels of burnout in their first year of employment than graduate 

teachers with a single degree. These findings were interpreted in terms of equity 

theory, such that individuals who had worked harder to obtain their qualifications 

(i.e., completed more than one qualification) were argued to expect greater 

rewards from the workplace and, therefore, experience greater transitional 

difficulties when these expectations were unmet. There was, however, no 

assessment of the graduates‟ expectations in terms of rewards and it is unclear 

whether these expectations were in fact linked to the development of burnout 

amongst this sample. 

In summary, graduates are likely to form unrealistic expectations, 

particularly in relation to their own worth as employees, and may be expecting to 

receive higher role status, more interesting work, greater workplace rewards and 

faster achievement of career goals than is realistic. There also appears to be a 

common suggestion that these unrealistic expectations lead to transitional 

difficulties. Graduates may perceive a discrepancy between the expected and 

actual supplies of the work environment and this discrepancy may result in misfit 

and poor transitional outcomes. There is not, however, a convincing body of 

evidence to support these claims. Indeed, none of the above mentioned researchers 

tested this relationship empirically. Consequently, it would seem that although the 

expectations of graduates may be important in understanding graduate fit and 

therefore adjustment to their work environment, further research is needed to 

establish the nature of this relationship. 

Career Choice: Career Commitment 

 It should also be noted at this point that none of the abovementioned 

researchers linked the graduates‟ unrealistic expectations to their career choices, 
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nor did they explore the role of career choice in this transition. Indeed, while 

several researchers have indicated that career choice may be relevant to graduate 

adjustment to the workplace, very few have examined it directly (Goodwin & 

O'Connor, 2003; Herr, 1999; Swanson & Fouad, 1999; Weinstein, 1988). As 

described above, graduates may have developed a sense of commitment to their 

careers over the course of their university degrees. Consequently, it is also 

possible that the experience of transitional problems may be more distressing to 

graduates because of this commitment and because of the effort they have already 

invested in pursuit of their careers.  

        Indeed, there is some preliminary evidence to suggest that the amount of 

importance graduates attach to their careers, as well as the amount of effort they 

expend seeking those careers, may impact on their ability to make the transition to 

full time employment. This research, however, is limited and largely inconclusive, 

and consequently, the current thesis aims to explore the existence of a relationship 

between graduate adjustment and career choice rather than the nature of such a 

relationship. Goodwin and O‟Connor (2003) for example, discuss data collected 

by Elias in the early 1960s and compare the experiences of high school graduates 

then with what is known about the experiences of graduates today. Of particular 

relevance to this thesis, Goodwin and O‟Connor (2003) argued that the meaning 

attached to work can reflect the ease with which an individual will adjust to the 

transition to the workplace. Three groups of school leavers were identified in the 

original program of research: the „careerless‟, those individuals who make the 

transition from school to semi-skilled and unskilled work, the „short term careers‟ 

group who were moderately successful at school and who went on to skilled 

manual, technical and clerical work and finally the „extended careers‟ group; 
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individuals who saw a link between education and career rewards and who would 

seek out learning opportunities before entering the workforce. It was argued that 

the „careerless‟ experienced no transitional problems and would change jobs 

frequently during their working lives. They did not expect intrinsic rewards from 

their jobs and had a low commitment to their organisations. If their jobs became 

unsatisfactory in any way they would simply move on. The „extended careers‟ 

group, on the other hand, were described as experiencing more difficulties. They 

saw the link between education and career rewards and would enter the workforce 

expecting to be the recipient of those rewards. Additionally, they would be less 

able to simply change jobs if they found their roles to be less than satisfying 

(Goodwin & O'Connor, 2003). 

 While this relationship was not tested empirically and these classifications 

may not be directly relevant to the graduate population today, this research does 

highlight the importance of considering the impact of career choice on graduate 

adjustment to the workplace. It is possible that the graduate population, like the 

„extended careers‟ group is entering the workplace with a stronger commitment to 

their careers and as a result, may be finding the experience of transitional 

difficulties to be more distressing. However, the evidence provided by Goodwin 

and O‟Connor (2003) can, at best, be considered anecdotal and further research is 

needed to determine whether there is in fact a link between graduate career choice 

and transitional outcomes. Consequently, the graduates‟ level of commitment to 

their careers was included in the current program of research.  

In summary then, the transition from university study to the workplace is 

an important life transition with significant implications for individuals, 

organisations, and universities. It can be a time of great stress in the lives of recent 
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graduates, and has been linked to the development of severe transitional outcomes 

such as burnout. Clearly then, understanding this transition and the factors that 

can influence how well a graduate will adjust to the workplace is important and 

has the potential to benefit increasingly large numbers of Australians. 

Consistently, the current research thesis aims to explore graduate preparedness for 

the transition to the workplace. Preparedness will be considered from within a 

Person-Environment Fit perspective, and the program of research will attempt to 

identify a set of characteristics that maximise graduate fit and prevent the onset of 

transitional difficulties. Both Demands-Abilities Fit and Supplies-Values Fit have 

been considered in identifying factors that may contribute to graduate 

preparedness. Graduate teachers‟ perceived competency, university training, and 

teaching self-efficacy have all been identified as factors that may assist novice 

teachers to meet the demands of the school environment; while the 

appropriateness of the teachers‟ career choice, the accuracy of the teachers‟ 

expectations regarding the work environment, and their level of commitment to 

their careers have been selected as possible determinants of Supplies-Values fit 

(see Figure 2.1 for a summary). The following program of research will focus on 

testing the utility of these factors in facilitating an individual‟s adaptation to the 

work environment, rather than the environment‟s accommodation of the 

individual.  
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Figure 2.1 

Theoretical approach adopted by this thesis 

Adaptation 

Change person to suit 

environment = approach 

adopted by this thesis 

Adaptation Approach to Stress 

 

Misfit 

Demands-abilities or supplies-

values misfit = transitional 

difficulties 

Theories of Person-Environment Fit 

Values 

 Career Choice: Reward Expectations 

o realistic expectations of the rewards associated with teaching may 

prevent transitional difficulties 

o graduate teachers may expect greater rewards during the first year of 

employment than is realistic 

 Career Choice: Career Commitment 

o strong career commitment may contribute to transitional difficulties 

o graduate teachers may develop a sense of commitment to their 

careers prior to graduation 

 Challenge Expectations 

o realistic expectations of the difficulty of teaching may prevent 

transitional difficulties 

o graduate teachers may expect fewer challenges during the first year 

of employment than is realistic 

Abilities 

 Perceived Competency 

o a strong sense of competency may prevent transitional difficulties 

o pre-service teachers may overestimate their competency leading to 

diminished competency beliefs during first year of employment 

 Teaching Self-Efficacy 

o high teaching self-efficacy may predict fewer transitional difficulties 

 Training Pathway 

o there may be differences in the transitional outcomes of teachers from 

various training pathways 

Demands-

Abilities Misfit 

 Burnout  

 Turnover 

Intentions 

Supplies-

Values Misfit 

 Burnout  

 Turnover 

Intentions 
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CHAPTER 3 

STUDY 1A: AN EXAMINATION OF PRE-SERVICE TEACHERS‟ SENSE OF 

COMPETENCY, SELF-EFFICACY, CAREER CHOICES, AND 

EXPECTATIONS OF THE FIRST YEAR OF EMPLOYMENT. 

 

The transition from university study to full-time employment is a highly 

complex process that arguably begins well before the graduate has even entered 

the workforce. Graduate teachers may make their career choices, experience their 

university training pathways, develop beliefs regarding their own capabilities, and 

form expectations of the workplace long before they undertake their first teaching 

role. Chapter 2 argued that each of these factors may impact on the development 

of transitional difficulties during the first year of employment; and it would seem 

that any attempt to understand graduate adjustment to the workplace could 

usefully include a consideration of factors likely to impact on teachers prior to 

their graduation. Consistently, this thesis aims to explore the notion of graduate 

preparedness for teaching by examining a number of skills and personal resources 

that pre-service teachers may possess prior to their graduation and that may also 

impact on their transitional outcomes. The current chapter focuses primarily on 

pre-service teachers and aims to examine the extent to which they possess a sense 

of competency, teaching self-efficacy, commitment to their career choices and 

unrealistic expectations prior to their graduation. The results of this study will be 

used in the design of the subsequent studies of this thesis, and these later studies 

will examine the link between each of these personal resources and the 

development of transitional difficulties during the first year of employment. The 
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current discussion will begin by briefly revisiting the literature surrounding these 

factors before describing Study 1a in more detail. 

Perceived Competency 

 Chapter 2 argued that newly qualified teachers‟ confidence in their ability 

to teach would contribute to fit and, therefore, to adjustment to the workplace. 

Conversely, a lack of confidence in respect of teaching ability was argued to 

contribute to misfit and, therefore, to transitional difficulties (Burke, et al., 1996; 

Friedman, 2000). More importantly, however, previous research has also 

suggested that graduate teachers may develop an unrealistically high degree of 

confidence in their own abilities prior to graduation, and that these inflated 

competency beliefs may contribute to the development of transitional difficulties 

during the first year of employment. Weinstein (1988), for instance, found that 

pre-service teachers consistently expected teaching to be less problematic for 

themselves than for the average first year teacher, and argued that these inflated 

expectations were likely to lead to shock, stress and disappointment once the 

graduates entered the workplace. Similarly, Friedman (2000), suggested that 

burnout amongst teachers may stem from a discrepancy between actual and 

expected performance, and presented interview data describing the frustration, 

exhaustion and distress associated with the graduate teachers‟ realisation that they 

could not live up to their own performance expectations (see also Graham & 

McKenzie, 1995; Mulholland & Wallace, 2001). Thus, the competency beliefs 

that pre-service teachers form prior to graduation may play an important role in 

the development of transitional difficulties during the first year of employment. In 

addition, these findings suggest that many pre-service teachers may not develop a 



40 

 

realistic sense of their own teaching ability and that more research is needed to 

understand the impact of this variable on adjustment to the workplace.  

This study explores pre-service teachers‟ perceptions of their own 

competency prior to graduation, and aims to assess the extent to which graduate 

teachers may develop an inflated sense of confidence in their own abilities, by 

comparing the pre-service teachers‟ competency beliefs against those of a sample 

of newly qualified teachers. It is expected that the pre-service teachers will report 

a stronger sense of competency than the newly qualified teachers.  

Training Pathway 

 Chapter 2 also considered the impact of university training undertaken in 

preparation for the teaching role. Somewhat surprisingly, it was found that more 

university training may not always impact on the transition to the workplace in a 

positive way. Chapter 2 presented evidence to suggest that graduate teachers with 

more than one degree (Goddard & O'Brien, 2003b), as well as those with a Post-

Graduate Certificate in Education (Cains & Brown, 1998b), experience more 

transitional difficulties than teachers with a Bachelor of Education only (see also 

Graham & McKenzie, 1995). This seemed to suggest that university training may 

impact on the transitional outcomes of graduate teachers in unexpected ways, and 

that research attempting to understand how, and why, graduate teachers from 

different training pathways may differ in their preparedness for the workplace is 

warranted.  

In the first instance Chapter 2 suggested that these findings may be 

accounted for by research examining the role of competency beliefs in the 

transition to teaching. That is, pre-service teachers who have completed more 

university training may, initially, perceive themselves to be better prepared and, 
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therefore, more competent than other teachers with less training. Once in the 

workplace, these graduates may experience larger readjustments of their perceived 

competency, higher levels of self-doubt, and, therefore, more transitional 

problems. The current study examines this hypothesis, and assesses the extent to 

which graduate teachers with one, versus more than one, university degree may 

differ in terms of their perceived competency. More specifically, the competency 

beliefs of pre-service and newly qualified teachers from different training 

pathways will be compared. It is hypothesised that pre-service teachers with more 

than one degree will report stronger competency beliefs than pre-service teachers 

with a single undergraduate qualification; while newly qualified teachers with 

multiple degrees will report lower levels of competency than newly qualified 

teachers with one degree.   

Teaching Self-Efficacy 

 Next, the literature review considered teaching self-efficacy as a personal 

resource that may assist graduates to cope with environmental demands outside of 

their specific role requirements. Previous research has shown that a strong sense 

of self-efficacy can predict lower levels of burnout across a variety of teacher 

samples and, therefore, may be important in the prevention of transitional 

difficulties (Brouwers, et al., 2001; Brouwers & Tomic, 2000; Fives, et al., 2007; 

Tsouloupas, et al., 2010). Teaching self-efficacy was also argued to be of 

particular relevance to graduate preparedness, as it can be influenced by external 

factors such as the pre-service teachers‟ experiences at university (Brouwers & 

Tomic, 2000; Fives, et al., 2007; Mulholland & Wallace, 2001; Tschannen-Moran 

& Hoy, 2007). For example, practicum placements are argued to enhance self-

efficacy by providing student teachers with first-hand experiences of success, 
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vicarious experiences of the success of others, and the opportunity to receive 

support, encouragement and positive feedback (Mulholland & Wallace, 2001). 

Alternatively, they can diminish self-efficacy by exposing student teachers to first 

hand and vicarious experiences of failure, insufficient guidance, negative 

feedback and harsh criticism (Mulholland & Wallace, 2001). Consequently, it 

would seem that pre-service teachers may, indeed, develop a sense of self-efficacy 

prior to their graduation, although there is likely to be a degree of variance in 

these beliefs with some graduates‟ experiences at university enhancing their sense 

of efficacy and others‟ experiences diminishing it. Further, the possibility that 

these differences in self-efficacy may impact on the graduate teachers‟ ability to 

adjust to the workplace warrants investigation.  

The current study explores pre-service teachers‟ efficacy beliefs prior to 

graduation, and assesses the extent to which these graduates have developed a 

sense of efficacy before entering the workplace. It is expected that final year 

student teachers will possess some degree of teaching self-efficacy as a result of 

their experiences at university. The study also examines self-efficacy beliefs in a 

sample of newly qualified teachers and considers how self-efficacy may change 

over the course of the transition to the workplace. It is anticipated that graduate 

teachers‟ self-efficacy beliefs would change as a result of their early experiences 

in the workplace, just as they change over the course of a practicum placement 

(Mulholland & Wallace, 2001), but it is unclear how they may change. This study 

explores this research question rather than testing specific hypotheses regarding 

the self-efficacy of newly qualified teachers.  
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Career Choice 

Graduate career choice was also considered by Chapter 2 in terms of its 

potential to impact on adjustment to the workplace. First, it was argued that 

graduates may have based their career choices on a series of assumptions about 

the workplace and that these assumptions may not always be accurate. Second, it 

was suggested that after spending four years at university in pursuit of a career, 

graduates may have developed a certain attachment to their chosen occupations, 

prior to entering the workplace. In this way, the development of a strong sense of 

commitment to a given career may be problematic if the individual‟s chosen 

occupation does not live up to expectations, and may result in a perceived „misfit‟ 

between person and environment. In turn this would lead to transitional 

difficulties. 

Chapter 2 then presented evidence suggesting that the assumptions 

university students make about the workplace prior to their graduation may not 

always be accurate and that some graduates might expect higher role status, more 

interesting work, greater workplace rewards and faster achievement of career 

goals than is realistic (Early & Winton, 2001; Goddard & O'Brien, 2003b; 

Goodwin & O'Connor, 2003; Graham & McKenzie, 1995; Perrone & Vickers, 

2003; Weinstein, 1988). Furthermore, the literature review suggested that 

graduates enter the workforce with some sense of commitment to their careers and 

that the strength of this commitment may impact on their ability to make the 

transition to full-time employment (see Goodwin & O'Connor, 2003).  

Consequently, the current study explores pre-service teachers‟ career 

choices prior to graduation, both in terms of their expectations of the benefits of 

their careers, as well as in terms of the amount of importance attached to their 
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career choices. This examination is exploratory in nature and aims to provide 

information regarding the extent to which pre-service teachers have developed an 

attachment to their chosen careers over the course of their degrees. Next, pre-

service teachers‟ motivations for pursuing a career in teaching are examined and 

the workplace supplies sought by the participants are identified. In turn, the likely 

availability of these workplace supplies is considered, along with the accuracy of 

the participants‟ expectations regarding the benefits of their future careers.   

Expectations 

Lastly, Chapter 2 suggested that the impact of graduates‟ expectations on 

their adjustment to teaching may extend beyond the above discussion of graduate 

career choice. That is, a common theme to emerge from the literature examining 

this transition is the notion that graduates seem to form a range of unrealistic 

expectations regarding the workplace, and that these expectations contribute to the 

development of transitional difficulties in the first few months of employment. In 

addition to the above consideration of graduates‟ expectations regarding their 

likely competency in the workplace (Friedman, 2000; Graham & McKenzie, 

1995; Mulholland & Wallace, 2001; Weinstein, 1988) and the availability of 

workplace rewards (Early & Winton, 2001; Goddard & O'Brien, 2003b; Goodwin 

& O'Connor, 2003; Graham & McKenzie, 1995; Perrone & Vickers, 2003; 

Weinstein, 1988), there is evidence to suggest that graduate teachers may 

underestimate the challenges they expect to face in the workplace and, therefore, 

find themselves ill-prepared for the difficulties inherent to the teaching role (see 

Weinstein, 1988).  

Consequently, the current study was extended to include a consideration of 

the expectations pre-service teachers form regarding challenges associated with 
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teaching prior to graduation. Again, this consideration is exploratory and 

qualitative in nature, and examines to what extent the participants have developed 

an understanding of the difficulties they will likely face in the workplace. This 

information will be used to develop a measure of graduate expectations for use in 

the subsequent studies of this thesis.   

The Current Study 

 In summary, Study 1a focuses on final year university students and aims to 

examine the extent to which pre-service teachers possess a sense of competency, 

teaching self-efficacy, career commitment and unrealistic expectations regarding 

the challenges and rewards of the teaching role, prior to graduation. A comparison 

group of newly qualified teachers is included in the study to examine differences 

in the competency beliefs and self-efficacy of teachers at different stages of this 

transition, and from different training pathways. In addition, qualitative survey 

data is used to explore pre-service teachers‟ expectations regarding the workplace, 

their career choices, and their commitment to their occupational choices. The 

specific hypotheses and exploratory research questions examined by this study are 

summarised below. 

Hypotheses 

(H1): there will be a significant difference between the pre-service and 

newly qualified teachers‟ competency beliefs, with pre-service teachers reporting 

a higher degree of confidence.   

(H2a): pre-service teachers who have completed more than one university 

degree will report a higher degree of perceived competency than pre-service 

teachers who have completed a Bachelor of Education only. 
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(H2b): newly qualified teachers who have completed more than one 

university degree will report lower levels of perceived competency than newly 

qualified teachers who have completed a Bachelor of Education only.  

Research Questions 

 (RQ1a): to what extent have the pre-service teachers developed a sense of 

self-efficacy prior to their graduation? 

(RQ1b): how do the self-efficacy beliefs of newly qualified teachers differ 

from those of pre-service teachers?  

(RQ2a): to what extent can pre-service teachers be described as committed 

to their careers prior to graduation? 

(RQ2b): what reasons do the pre-service teachers give for choosing 

teaching as their careers and what assumptions seem to underpin those reasons? 

 (RQ3a): what challenges are pre-service teachers expecting to face during 

their first year of employment? 

Method 

Participants 

 The first group of participants was 225 pre-service teachers currently 

enrolled in the final semester of a degree that led to a teaching qualification at 

Griffith University (N = 198) and the University of Queensland (N = 27). The 

mean age was 25.22 years (SD = 6.22) and 63% of participants were female (N = 

141, males N = 79, unstated N = 5). There were almost equal numbers of 

participants studying to become primary (40%, N = 90) and secondary teachers 

(39.5%, N = 89, unstated N = 46) and details of their current enrolments are 

presented in Table 3.1. 
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Table 3.1 

Participant demographic information regarding university training  

Training Pathway Frequency 

Pre-service teachers  

 Single degree  

  Bachelor of Education only 159 (71%) 

 Multiple degrees  

  Dual degree (B.Sc/B.Ed, B.A./B.Ed, etc) 5 (2%) 

 
 

Bachelor degree plus education qualification (B.Ed Grad 

Entry) 27 (12%) 

  Postgraduate (B.Ed + Hons Ed, Masters Ed or PhD Ed) 2 (0.9%) 

  Unstated 32 (14%) 

Newly qualified teachers  

 Single degree  

  Bachelor of Education only 49 (51%) 

 Multiple degrees  

  Dual degree (B.Sc/B.Ed, B.A./B.Ed, etc) 26 (27%) 

 
 

Bachelor degree plus education qualification (B.Ed Grad 

Entry) 14 (14%) 

  Postgraduate (B.Ed + Hons Ed, Masters Ed or PhD Ed) 7 (7%) 

  Unstated 1 (1%) 

A comparison group of newly qualified teachers was also included in this 

study. These participants were a subsample of 97 primary and secondary teachers 

from Study 2 (see Chapter 5 and Appendix E), who had completed their teaching 

qualification at Griffith University (N = 55) or the University of Queensland (N = 

42), and who were currently working in public schools within Queensland. 

Importantly, participants from Study 2 who had completed their education 

qualification at other universities were excluded from this comparison group in 

order to minimise the variance in preparation for the workplace between the pre-

service and newly qualified teacher samples. Similarly to the pre-service teachers, 

the majority of the newly qualified teachers were female (76%, N = 74, male N = 
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20, unstated N = 3) and the proportion of primary (N = 31, 32%) and secondary 

teachers (N = 58, 59.8%, unstated N = 7) in this sample were within 20% of the 

proportions reported amongst the pre-service teachers. On average, the newly 

qualified teachers were one year older than the pre-service teachers (M = 26.08 

years, SD = 5.28) and they had been teaching for approximately one year (M = 

12.05 months, SD = 9.74, Mode = 8 months). The majority of the newly qualified 

teachers worked in metropolitan schools (56.7%, N = 55, regional N = 37, 

unstated N = 5) and on average, the teachers worked 46.93 hours each week, 

including marking and preparation time at home (SD = 10.88). Information 

regarding the university training undertaken by the newly qualified teachers is 

also presented in table 3.1. 

Materials 

Pre-service Teacher Survey 

 This survey consisted of demographic characteristics, predictors of 

Demands-Abilities Fit and predictors of Supplies-Values Fit. Each measure is 

described in detail below and a copy of this survey is included in Appendix A. 

Demographics: Participants were asked to provide a range of demographic 

information including their age, gender and whether they were studying to 

become a primary or secondary teacher.  

Perceived Competency: The participants‟ perceptions of their own 

teaching competency were measured using the Self-Reported Competency Scale. 

The ten Professional Standards for Teachers as described by Education 

Queensland (2002) were listed and participants were asked to rate on a seven-

point Likert scale to what extent they felt prepared to address each standard (1 = 

„not at all prepared‟ and 7 = „extremely well prepared‟). The teaching standards 
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purport to describe the vast array of knowledge, skills and abilities that teachers 

require and are intended to guide the development of university preparation 

programs. In this way, these standards function as an explicit statement of the 

competencies that a teaching graduate would be expected to possess prior to their 

transition to the workplace (Education Queensland, 2002). Example items 

included “create learning environments that are safe and supportive” and “assess 

and report on student learning” (all twelve standards are listed in Appendix C).  

A Principal Components Analysis was performed on the twelve items of 

the Self-Reported Competency Scale. A single-factor solution was found, 

explaining 54% of the total variance, and with an eigenvalue of 5.41. All twelve 

items loaded highly on this factor with factor loadings ranging between 0.59 and 

0.81. Cronbach‟s Alpha was calculated for the total scale and indicated strong 

reliability (α = 0.90). 

 Training Pathway: The participants were asked to list any tertiary 

qualifications that they had completed or were currently completing, the year they 

had graduated and the institution they had attended. The participants were then 

grouped according to the training pathway they had followed to become a teacher. 

Of particular interest to this study were participants who had completed a „single 

degree‟ (generally a Bachelor of Education only) and those who had completed 

more than one degree. Consequently the participants were grouped accordingly 

and the „multiple degrees‟ group included those participants who had completed 

two concurrent undergraduate Bachelor degrees (for example, B.Sc/B.Ed, 

BA/B.Ed, B.Psych/B.Ed, B.HM/B.Ed), those who had completed some form of 

Bachelor degree, most often not related to teaching (for example, B.Nursing, 

B.Eng, B.Com, B.Bus), followed by a Graduate Entry Bachelor of Education, and 



50 

 

those who had completed a postgraduate education qualification in addition to 

their undergraduate education degree. 

Teaching Self-Efficacy: Teaching Self-Efficacy was measured using the 

Teaching Self-Efficacy Scale - Short Form (Tschannen-Moran & Hoy, 2001). This 

scale consists of twelve items describing various tasks related to the use of 

Instructional Strategies, Student Engagement and Classroom Management. 

Participants were asked to indicate to what extent they felt confident that they 

could accomplish each task on a seven-point Likert scale (1 = not at all, 7 = a 

great deal). Example items include: “To what extent can you use a variety of 

assessment strategies?” for the Instructional Strategies subscale; “How much can 

you do to help your students value learning?” for the Student Engagement 

subscale; and “How much can you do to get children to follow classroom rules?” 

for the Classroom Management subscale. Cronbach‟s Alpha was calculated for 

each subscale of this measure and indicated strong reliability (Student 

Engagement = 0.85, Classroom Management = 0.88, Instructional Strategies = 

0.80). 

 Expectations: An open-ended item was included to assess the pre-service 

teachers‟ expectations regarding teaching. This item asked the participants to 

describe what they expected would be the biggest challenge for them as a teacher. 

 Career Commitment: The participants‟ commitment to their career choices 

was assessed using a single open-ended item. This item asked the participants to 

describe when they decided to become a teacher and why. 

Newly Qualified Teacher Survey 

This survey consisted of 16 sections examining various demographic 

characteristics, school characteristics, predictors of Demands-Abilities Fit, 
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predictors of Supplies-Values Fit and transitional outcome variables. Only those 

scales relevant to the current study will be described here. A full copy of the 

survey is included in Appendix B. 

Demographics: Participants were asked a series of questions regarding 

their current employment, such as whether they were working as a primary or 

secondary teacher, and how many hours they worked each week. Participants 

were also asked to indicate how long they had been working as a teacher and to 

provide details of their age and gender.  

Perceived Competency: The 10 items from the Self-Reported Competency 

Scale, as described above, were presented and the participants were asked to rate 

on a seven-point Likert scale to what extent they felt prepared to address each 

standard (1 = not at all prepared, 7 = extremely well prepared). Principal 

Components Analysis revealed a single-factor solution, accounting for 56% of the 

variance in participant responses, with an eigenvalue of 5.56. Factor loadings 

ranged between 0.65 and 0.83 for all 12 items, and Cronbach‟s Alpha indicated 

strong reliability for this scale (α = 0.91). 

Training Pathway: The participants were again asked to provide details of 

any tertiary qualifications they had completed, or were currently completing, 

including the year they graduated and the awarding institution. The participants 

were then grouped according to whether they had completed a „single degree‟ or 

„multiple degrees‟ using the criteria described above.  

 Teaching Self-Efficacy: Teaching Self-Efficacy was again measured using 

the Teaching Self-Efficacy Scale - Short Form (Tschannen-Moran & Hoy, 2001). 

Participants were asked to indicate to what extent they felt confident that they 

could accomplish various tasks associated with Instructional Strategies, 
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Classroom Management and Student Engagement on a seven-point Likert scale (1 

= not at all, 7 = a great deal). Cronbach‟s Alpha again indicated strong reliability 

(Student Engagement = 0.87, Classroom Management = 0.92, Instructional 

Strategies = 0.76). 

Procedure 

 Data for this study were collected over a period of five years. Pre-service 

teachers were first contacted in the second semester of 2004 and were invited to 

complete the Pre-Service Teacher Survey. The researcher attended a series of 

tutorials for final year education students to explain the research study and to 

distribute the questionnaires.  Participation was voluntary and envelopes were 

provided for the return of the questionnaires. In total, 86 pre-service teachers 

elected to complete the surveys in 2004. This process was repeated in the second 

semester of 2006, resulting in an additional 27 completed surveys, and again in 

2009, resulting in an additional 59 completed surveys. In the second semester of 

2005 and 2006 pre-service teachers were also contacted via the notice board of an 

online final year education subject. The subject Convenor was contacted and 

asked to post a notice explaining the study, and inviting students to complete an 

online version of the Pre-Service Teacher Survey. This resulted in an additional 

38 completed surveys in 2005 and 15 additional surveys in 2006. Importantly, 

One-Way ANOVA‟s revealed no significant differences on any of the variables 

measured in this study between participants from 2004, 2005, 2006 or 2009. Nor 

were there any significant differences on the variables measured in this study 

between participants who completed the online version of the questionnaire and 

those who completed the paper and pencil questionnaire. Consequently, data were 

collapsed across these groups. 
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The newly qualified teachers in this study were contacted in 2005 (N = 63) 

and 2006 (N = 34) as part of Study 2. Education Queensland was approached for 

assistance in contacting newly qualified teachers. To protect the privacy of the 

participants, the researchers were supplied with a list of schools in Queensland 

that had employed newly qualified teachers in those years but no information 

about the teachers themselves. The Newly Qualified Teacher Surveys were posted 

to the Principals of these schools with a letter explaining the study, a copy of 

Education Queensland‟s ethical approval and a request for the surveys to be 

distributed to first year out teachers. Included with the surveys were reply paid 

envelopes for their return, and a URL that could be used to complete the survey 

online should the participants wish to do so. Only 8 of the newly qualified 

teachers in this study elected to complete the survey online. As with the pre-

service teachers, Independent Samples t-Tests revealed no significant differences 

between the participants from 2005 and 2006, or between participants who had 

completed online or paper and pencil versions of the questionnaires. 

Consequently, the data were collapsed across these groups. 

Results 

Data Screening 

Scale scores were calculated by averaging responses across relevant items, 

if the participant was missing data for less than 25% of the scale. In cases where 

25% or more of the items in a scale were missing for a given participant; a scale 

score was not calculated and the participant was treated as having missing data for 

that variable. Perceived competency and teaching self-efficacy were then 

examined for accuracy of data entry, for missing values, and for violations of the 

assumptions of univariate analyses. Neither of these variables had missing values 
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on more than 5% of cases. Consistent with the suggestion of Tabachnick and 

Fidell (2011), that most procedures for handling missing data will yield similar 

results in instances where less than 5% of cases are missing, pairwise deletion of 

missing data was used in this study. An examination of the variables‟ distributions 

revealed that perceived competency was negatively skewed for the pre-service 

teachers but relatively normal for the newly qualified teachers. A logarithmic 

transformation of this variable resulted in a positively skewed distribution for both 

the pre-service and newly qualified teacher groups. A subsequent square-root 

transformation resulted in a reasonably normal distribution for the pre-service 

teachers and only a slight positive skew in the distribution of scores for the newly 

qualified teachers. As a result, the square-root transformation was retained and all 

analyses were performed on the transformed and untransformed data. Importantly, 

the use of transformed data did not change the substantive results of the analyses 

and, therefore, the results of the analyses using untransformed data will be 

reported to enhance the ease of interpretation. All three teaching self-efficacy 

subscales were sufficiently normally distributed for both the newly qualified and 

pre-service teacher groups. 

Independent Samples t-Tests were then conducted to test for possible 

differences in teaching self-efficacy and perceived competency between the 

demographic groups in this study (i.e. males versus females, primary teachers 

versus secondary teachers, and GU graduates versus UQ graduates). No 

differences in perceived competency were found and, as a result, the data were 

collapsed across the demographic groups for the analyses of perceived 

competency. Somewhat unexpectedly, however, several significant differences 

were found in teaching self-efficacy between primary and secondary teachers. 



55 

 

These differences are described in further detail below and the analyses for 

teaching self-efficacy were conducted separately for these two groups.  

Tests of hypotheses: Demands-Abilities Fit  

 First, the pre-service teachers‟ perceptions of their ability to meet the 

demands of the work environment were examined through perceived competency, 

training pathway, and teaching self-efficacy. Each of these analyses is described 

below: 

Perceived Competency & Training Pathway 

 Perceived competency was considered first and changes in this variable 

across stages of the transition, as well as differences in the competency beliefs of 

participants from different training pathways, were examined. Participants were 

grouped according to stage of the transition (pre-service versus newly qualified 

teachers) and whether they had completed a single or multiple degrees. The 

average perceived competency ratings for each group are plotted in Figure 3.1 

The pre-service teachers in this sample were moderately confident in their 

ability to meet the demands of their future teaching roles (M = 5.05, SD = 0.91) 

and the newly qualified teachers reported feeling less confident in their ability to 

teach than the pre-service teachers (M = 4.31, SD = 1.02). A Two Way Analysis 

of Variance was conducted with training pathway and stage of transition as the 

independent variables, and perceived competency as the dependent variable. 

There was a significant main effect for stage of transition, F(1, 285) = 40.24, p   < 

.01, with pre-service teachers reporting a higher degree of competence than the 

newly qualified teachers. No other effects were found. 
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Figure 3.1 

Mean perceived competency ratings across training pathway and stage of 

transition 

Teaching Self-Efficacy 

 As described in the Data Screening section above, several significant 

differences were found in the teaching self-efficacy of primary and secondary 

teachers from both the pre-service and newly qualified teacher groups. As a result, 

the data were analysed separately for primary and secondary teachers across both 

stages of this transition. The means and standard deviations of teaching self-

efficacy scores for each of these groups are presented in Table 3.2. Consistent 

with expectations, the pre-service primary and secondary teachers reported a 

moderate degree of teaching self-efficacy, with mean scores across all three 

subscales above the mid-point.  

A Two Way Analysis of Variance was then conducted with teaching 

specialisation and stage of transition as the independent variables, and the 

instructional strategies subscale as the dependent variable. A significant 
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specialisation by stage of transition interaction was found F (1,264) = 9.31, p < 

.01. The interaction is plotted in Figure 3.2 and was further examined using Tests 

of Simple Effects. These tests revealed that the newly qualified teachers, as 

compared with the pre-service teachers, reported significantly higher levels of 

efficacy for instructional strategies where they had qualified as primary teachers F 

(1,265) = 4.25, p = .04, but lower levels of efficacy for instructional strategies 

where they had qualified as secondary teachers F (1,265) = 8.09, p = .01. 

Table 3.2 

Descriptive statistics for teaching self-efficacy across teaching specialisation and 

stage of transition 

   Descriptive Statistics 

   Primary Secondary Total 
Pre-Service Teachers 

 TSE Instructional Strategies M 5.23 5.56 5.34 

 SD (0.59) (0.78) (0.76) 

 TSE Student Engagement M 5.19 5.12 5.17 

 SD (0.76) (0.91) (0.87) 

 TSE Classroom Management M 5.40 5.37 5.37 

 SD (0.81) (0.89) (0.85) 

Newly Qualified Teachers 

 TSE Instructional Strategies M 5.48 5.24 5.31 

 SD (0.65) (0.78) (0.73) 

 TSE Student Engagement M 5.24
 

4.16 4.57 

 SD (0.73) (0.92) (1.01) 

 TSE Classroom Management M 5.58 4.87 5.11 

 SD (0.77) (1.05) (1.01) 

Inspection of Levene‟s statistic revealed a violation of the assumption of 

homogeneity of variances for this analysis. Following this, the teaching self-

efficacy for instructional strategies subscale was transformed using a reciprocal 

transformation, consistent with the recommendations of Howell (1997) and Field 

(2005). This transformation corrected the problem of homogeneity of variances 

but did not substantially change the results. Therefore, the original analysis was 

retained for interpretation.  
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Figure 3.2 

Mean teaching self-efficacy for instructional strategies scores across teaching 

specialisation and stage of transition.  

Next, a Two Way Analysis of Variance with teaching specialisation and 

stage of transition as the independent variables, and the student engagement 

subscale as the dependent variable, revealed a significant main effect for teaching 

specialisation F (1,262) = 25.45, p < .01, a significant main effect for stage of 

transition, F (1,262) = 16.45, p < .01, and a significant specialisation by stage of 

transition interaction F (1,262) = 20.23, p < .01. This interaction is plotted in 

Figure 3.3 and was further examined using Tests of Simple Effects. These tests 

revealed that the newly qualified secondary teachers, as compared with the pre-

service secondary teachers reported significantly lower levels of teaching self-

efficacy for student engagement F (1.263) = 35.02, p < .01. There was no 

difference in efficacy for student engagement between the pre-service and newly 

qualified primary teachers.  
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Figure 3.3 

Mean teaching self-efficacy for student engagement scores across teaching 

specialisation and stage of transition.  

Lastly, a Two Way Analysis of Variance with teaching specialisation and 

stage of transition as the independent variables, and teaching self-efficacy for 

classroom management as the dependent variable, revealed a significant main 

effect for teaching specialisation F (1,264) = 9.63, p < .01, and a significant 

specialisation by stage of transition interaction F (1,264) = 8.31, p < .01. This 

interaction is plotted in Figure 3.4 and was further examined using Tests of 

Simple Effects. These tests revealed that the newly qualified secondary teachers, 

as compared with the pre-service secondary teachers reported significantly lower 

levels of teaching self-efficacy for classroom management F (1.265) = 8.66, p < 

.01. There was no difference in efficacy for classroom management between the 

pre-service and newly qualified primary teachers.  
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Figure 3.4 

Mean teaching self-efficacy for classroom management scores across teaching 

specialisation and stage of transition.  

Inspection of Levene‟s statistic revealed a violation of the assumption of 

homogeneity of variances for this analysis. Following this, the teaching self-

efficacy for classroom management subscale was logarithmically transformed, 

consistent with the recommendations of Howell (1997) and Field (2005). This 

transformation corrected the problem of homogeneity of variances but did not 

substantially change the results. Therefore, the original analysis was retained for 

interpretation. 

Tests of Hypotheses: Supplies-Values Fit 

 Next, the participants‟ ability to achieve Supplies-Values Fit in their future 

roles was examined by considering their career choices, including the degree of 

importance attached to those choices, and their expectations regarding the 

challenges and benefits of a career in teaching.  
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Career Choice 

 As described above, the Pre-Service Teacher Survey included an open-

ended item asking the participants to describe when they had decided to become a 

teacher and why. Participant responses were analysed using Content Analysis (see 

Krippendorff, 2004), and were examined, firstly, for information regarding the 

degree of importance attached to the participants‟ chosen careers, and then, 

separately, for information regarding the assumptions underpinning their 

decisions to teach. The same process was used for both of these analyses. To 

begin with, the researcher examined the responses and defined a series of response 

categories according to the degree of importance attached to teaching. These 

categories formed an ordinal scale, rather than a set of nominal classifications. A 

research assistant was then employed to examine the response categories and to 

check the clarity of definition, ease of use and relevance to the research questions. 

This research assistant had been working as a secondary school teacher for a 

period of five years and was selected for this role because of her ability to 

understand the context of the participants‟ responses. The response categories 

were subsequently refined and simplified by the researcher and research assistant, 

and a decision tree was developed to further assist the coders to appropriately 

score the participants‟ responses. The final response categories and associated 

codes are presented and defined in Table 3.3. 

Next, three coders with experience in conducting psychological research 

coded the participants‟ responses. The results were examined by the researcher for 

agreement across the three coders. In total, there were 158 cases of complete 

agreement and 60 cases where at least two of the coders agreed on the most 

appropriate score. For these 60 cases, a majority-wins rule was applied to 
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determine the final coding assigned to the participants‟ responses. The remaining 

seven cases were further discussed amongst the coders and researcher to reach 

agreement regarding the most appropriate score. Krippendorff‟s Alpha, using an 

ordinal level of measurement, was then calculated and indicated an acceptable 

degree of inter-rater reliability (α = 0.82). Additionally, inspection of the observed 

coincidence matrix further confirmed the appropriateness of defining this scale at 

an ordinal level of measurement (see Hayes & Krippendorff, 2007).  

Table 3.3 

Response categories and codes for “when did you decide to become a teacher and 

why?” 

Code Response Category Brief Definition 

1 Passive Career 
Choice 

These participants had „fallen into‟ teaching. They 
did not describe themselves as having known they 

wanted to teach, or as actively choosing teaching as a 

career. Rather, they may have „shopped around‟ for a 
career, arrived at their decision to teach through a 

process of elimination, or pursued teaching after it 

became clear they would not be able to attain their 
preferred careers.  

2 Active Choice: 
Rewards 

These participants had actively chosen teaching for a 
career and had focussed on what they believed were 

the benefits of a career in teaching.  

3 Active Choice: 
Making a difference 

These participants had actively chosen a teaching 
career and had focussed on what they were able to do 

for others as teachers. They may have hoped to make 
a difference in the lives of individuals or to have a 

positive influence more broadly (i.e. bring about 

social change, influence tomorrow‟s leaders, change 
the world, etc). 

4 Inspired by Others These participants described themselves as being 
influenced by a significant other in their decisions to 

teach. Teaching had significant meaning to these 

participants and their career choices were not made 

passively. 

5 Life-Long Goal and 
Calling 

Teaching was a long-term goal for these participants. 
They may have felt „called‟ to the profession or may 

have „always known‟ that they wanted to teach. It 

was clear that teaching had always been these 

participants‟ most preferred career. 
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Krippendorff‟s Alpha was selected as the most appropriate measure of 

inter-rater reliability because it can be applied to situations with more than two 

raters, where a scale of measurement other than a nominal scale has been used and 

because of its tolerance for missing data (Krippendorff, 2004). The macro 

described by Hayes and Krippendorff (2007) was used to calculate this statistic in 

SPSS.  

The results of the Content Analysis are presented in Figure 3.5. As 

mentioned above, the participants‟ responses were examined for information 

regarding their attachment to teaching, and for information regarding the 

assumptions that underpinned their career choices. In the first instance, a 

consideration of the range of responses revealed that the majority of participants 

could be described as having formed some sense of commitment to their chosen 

careers prior to their graduation, while closer inspection of the content of these 

responses suggested that assumptions regarding workplace supplies were, indeed, 

important factors in many of the participants‟ career choices. Both of these 

findings are described in more detail below: 

Attachment to Teaching 

Firstly, the range of responses, as indicated by the ordinal scale in Figure 

3.5, suggested a reasonable degree of variation in the pre-service teachers‟ 

commitment to their careers (N = 125). At the lower end of this scale, 

representing the weakest career commitment, the participants appeared to have 

been quite passive in their career choices and described themselves as having 

almost „fallen into‟ teaching. Conversely, for the participants at the highest end of 

the scale, representing the strongest career commitment, teaching represented a 
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life-long goal and „calling‟, seemed to be closely aligned with their sense of self, 

and to carry a strong degree of personal meaning. Participant responses 

characteristic of these extremes in career commitment are described below. 

 

Figure 3.5 

Frequencies of responses to: “when did you decide to become a teacher and 

why?” 

Passive or Uncertain Career Choice: As mentioned above, the lower end of 

the scale represented 28 participants who depicted themselves as having almost 

„fallen into‟ teaching and who could not be described as having actively chosen 

their careers. Instead, teaching may have been a „back-up‟ plan for these 

participants and was only pursued after it became clear that they would not be 

able to achieve their original career goals:  

“During year 10 in high school – fall back and my OP (Overall 

Position) wasn‟t good enough to study Vet Science” 
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“At the end of (my first degree), I decided not to do Vet 

Science as I had always thought. Teaching seemed like the next 

option so I just did it”. 

Alternatively, the participants may have been unsure of what career they wished 

to pursue and selected teaching because of a lack of viable alternatives, or because 

of an accidental exposure to the profession that may have sparked their interest:  

“Because I couldn‟t think of what else to do, but now I enjoy it 

(luckily)”  

“After I took a year off after high school; I didn‟t know what I 

wanted to do. I enrolled in business first and deferred to get my 

foot in the door. I thought about the things I liked... and what I 

was good at... and teaching fit the criteria”  

“I began (a) commerce degree in 1999 and I didn‟t like it, (so I) 

took a year off and volunteered in a primary school classroom”.    

Teaching does not appear to have a strong personal meaning for these participants 

and it seems reasonable to expect that their attachment to their career choices 

would be weaker than for individuals who may have more actively chosen to 

pursue a career in teaching.  

Life-long Goal and Calling: Conversely, the highest end of the scale 

represented the 39 participants who appeared to have felt „called‟ to the teaching 

profession. For these participants, teaching had significant personal meaning and, 

for some, their future roles as teachers seemed to be linked to their sense of who 

they were as individuals: 
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“I always knew I wanted to become a teacher because of the 

experiences I had in school; but in particular, it was an inner 

feeling that it was teaching that I was supposed to be doing in 

life - my vocation.”  

 “When I was five years old, because I had a feeling then that I 

truly didn't want to have children but felt a need to educate 

people further. This continued on the rest of my life.” 

In addition, teaching had been a life-long goal for many of these participants, and 

they could be described as having started forming their attachment to this career 

path well before they began their university studies:  

“Ever since I was a young girl I used to imagine my classroom 

and teach imaginary students. This has not changed.”  

“I remember as a young child completing school, and wanting 

to become a teacher, and take charge of the classroom.” 

“When I was a little kid (4-5): it was just something I have 

always wanted to do.” 

“For as long as I can remember I have always wanted to be a 

teacher.”  

Lastly, teaching seemed to be quite an important goal for these participants, with 

some even demonstrating considerable persistence in the achievement of this goal: 

“In grade 12 I decided to become a teacher and started my 

degree. I completed the first year and became very ill.  I 

deferred for two years, got married, and came back 10 years 

later” 
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 “When I was 10 years old because I like to learn but on 

completion of year 12 circumstances prevented me following 

through until now.” 

“I decided to become a teacher in year 12 and began my studies 

in 2001. After one year of the degree and a short prac, I decided 

that teaching was not for me as it was too much work and I 

wasn‟t ready. I left for two years pursuing Bible College 

studies returning to complete my degree in 2004.” 

Common to all of the responses in this category is the sense that teaching formed 

an important part of the participants‟ lives and was invested with significant 

personal meaning, suggesting that these 39 participants had developed quite a 

strong sense of commitment to their chosen careers prior to their graduation.  

 In between the two ends of this scale ranged participants who had chosen 

teaching because of the intrinsic and extrinsic rewards offered by such a career, 

those who hoped that being a teacher would allow them to help others and make a 

positive difference in the world, and those who were hoping to emulate a 

significant other (for example their Mother, Aunt or favourite teacher) in their 

work as a teacher (see also Table 3.3). Common to all of these participants was 

the fact that they could be described as having actively chosen a career in teaching 

and therefore, identified with such a career in some way. In addition to this, for 

the latter two groups, teaching had a degree of personal meaning for the 

participants and appeared to reflect a sense of who they were as individuals (i.e. a 

helper), or who they wanted to be (i.e. the significant other).  

 In summary then, participant responses suggested that although there was 

some degree of variation in the amount of importance attached to the pre-service 
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teachers‟ future careers, for a large number of participants, teaching had 

significant personal meaning, and in some cases, was linked to the person‟s sense 

of identity. In addition to this, it would seem that a large proportion of the pre-

service teachers had developed a sense of commitment to their careers prior to 

their graduation and, for some, this sense of commitment may have developed at a 

very early age.  

Assumptions Underpinning Career Choice 

Next, the content of participants‟ responses was further examined for 

information regarding the assumptions underpinning their career choices. As 

described above, it was found that for many of the participants in this study, 

assumptions regarding workplace supplies were, indeed, important factors in their 

career choices. That is, the participants most frequently chose their careers 

because of the expected rewards associated with teaching, a sense of being 

„called‟ to the profession, and a desire to help others.  

Rewards: The majority of participants described a range of benefits or 

workplace supplies that they expected to receive in justifying their decisions to 

become teachers (N = 66). Of these, a handful of participants described extrinsic 

rewards associated with a career in teaching: “job security, flexibility”, “great 

holidays”, “to get a job”, “mostly a lifestyle choice”, “employment and travel 

opportunities”, and “safe career, good money and holidays”. Most of the 

participants, however, focussed on the intrinsic rewards they were hoping to 

obtain: 

“I find teaching very enjoyable and satisfying.”  
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“I like children and their endless supply of happiness – 

brightens me up.”  

“Creative, exciting, working with kids, fun”  

“I have always enjoyed playing instruments and listening to 

music. I thought the best way to share these skills would be to 

become a music primary teacher - which is exactly what I am 

doing.”  

“In high school I enjoyed looking after young children and 

decided that education would be a way to be paid to do what I 

like.” 

“Through year 12; I didn‟t want to leave school really, (I) enjoy 

engaging students (and I am) excited about the opportunities a 

career in teaching presents.”  

In this way, it would seem that the benefits or supplies provided by the 

work environment were, indeed, important factors in the career choices of the 

majority of pre-service teachers in this study. In addition, there was a considerable 

degree of variation in the specific supplies sought by these participants, with some 

describing extrinsic rewards associated with teaching, and others describing a 

sense of satisfaction they expected to feel as a result of particular aspects of their 

future roles. Interestingly, although none of the workplace supplies sought by the 

participants could be described as necessarily unrealistic or as exceedingly 

difficult to obtain in a teaching career, some of the participants seemed to focus 

on superficial aspects of the teaching role in justifying their career choices. That 

is, some of the pre-service teachers in this study described workplace supplies that 

are not necessarily core characteristics of teaching, or supplies that could be found 
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in a number of other workplaces (e.g. salary, flexible working hours, working 

with children, and working with a particular subject area such as science, drama or 

music). Consequently, while these findings do not suggest that the pre-service 

teachers are forming unrealistically high expectations of the rewards available to 

them in their future careers, they may imply that some participants had based their 

decisions to teach on somewhat superficial aspects of the teaching role, and these 

expectations may play an important role in adjustment to teaching, albeit in 

unanticipated ways. 

Life-Long Goal and Calling: As indicated above, 39 participants described 

themselves as feeling „called‟ to the teaching profession in some way.  For these 

participants, it seems that the desired workplace supplies related more to the 

expression of personal values, than the receipt of tangible rewards. That is, for 

these participants, the teaching role seemed to be linked to their sense of who they 

were as individuals and their transition into this role may have represented an 

opportunity for self-expression or even self-actualisation. While this group had 

relatively high expectations of the teaching role, it is difficult to gauge how 

realistic these expectations may be, and in turn, what impact they may have on the 

graduates‟ ability to adapt to the working environment. 

Desire to Help Others:  Lastly, a considerable proportion of participants 

cited a desire to help others or to make a positive difference in the world as their 

primary motivation for becoming a teacher (N = 36). For some of these 

participants this desire, and their subsequent career choices, seemed to be 

motivated by the intrinsic rewards associated with helping others: 

“I like working with children and, for me, to be able to see 

them grow and get something from me is very rewarding.” 
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“I love working with children; there is nothing like the feeling 

of seeing a child‟s eyes light up when they understand 

something for the first time.” 

For the majority of these participants, however, it again seems that the desired 

workplace supplies related to the expression of personal values:  

“When push came to shove I wanted to help people, I wanted to 

make a difference and change the world, starting with the 

future”.  

“When my Mother passed away; it made me consider what I 

wanted to be in this world - teacher as it is a noble profession.”  

“I was frustrated by inequities in (the) school system and I want 

to be an agent of social change”  

“I saw gaps in my own children's education and low teacher 

expectations because of this; I thought I could make a 

difference in other children's education” 

“The great majority of my friends for a long time, dropped out, 

or were kicked out of school from very young ages. I'd like to 

try and keep those kids in school” 

Again, these participants could be described as having high expectations for the 

teaching role and, depending on the participants‟ anticipated success, some of 

these expectations could be described as somewhat unrealistic. That is, the 

probability of a single individual changing the world, solving the problems within 

the school system or even substantially reducing student drop-out rates is 

relatively small and should these pre-service teachers expect to literally achieve 
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these goals, it is likely that they will be disappointed by their experiences in the 

workplace.   

Challenge Expectations 

Next, the expectations of the pre-service teachers regarding the difficulties 

they were likely to face in the workplace were examined. As described above, the 

Pre-service Teacher Survey included a question asking the participants to indicate 

what they felt would be the biggest challenge for them as a teacher. The responses 

to this question were analysed using Content Analysis (Krippendorff, 2004), and 

this analysis followed the same procedure as described in the Career Choice 

results section. Nominal response categories were defined by the researcher and 

reviewed by the research assistant. A number of participants provided more than 

one response to this question and each response was coded separately (total N = 

271).  

Following the coding of responses, the results were examined by the 

researcher for agreement across the three coders. In total, there were 179 cases of 

complete agreement and 92 cases where at least two of the coders agreed on the 

most appropriate response category. For these 92 cases, a majority-wins rule was 

applied to determine the final coding assigned to the participant‟s response. The 

remaining five cases were further discussed amongst the coders and researcher to 

reach agreement regarding the most appropriate response category. Krippendorff‟s 

Alpha was then calculated and indicated an acceptable degree of inter-rater 

reliability for this item (α = 0.81).  

The results of the Content Analysis are presented in Table 3.4 and are 

described in more detail below. As can be seen, the participants indicated a wide 

range of challenges that they expected to face in their teaching roles. On the 
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whole, these factors were specific to teaching and could be described as 

challenges that graduate teachers can realistically expect to face. The four 

challenges that the participants were most concerned about related to their 

workload, positive student management, their competency and negative student 

management. 

Table 3.4 

Frequencies of responses to “what do you expect will be the biggest challenge for 

you as a teacher?” 

 Frequency Percentage 

Responses 

Percentage 

Participants 

Workload 48 17.7 21.3 

Student engagement 43 15.9 19.1 

Concerns about teaching 

competency 
42 15.5 18.7 

Negative student management 40 14.8 17.8 

Self-Management 28 10.3 12.4 

Adjusting to the work 

environment 
25 9.2 11.1 

Extreme student management 7 2.6 3.1 

Stakeholder management 7 2.6 3.1 

Being held accountable 7 2.6 3.1 

Did not answer the question 24 8.9 10.7 

 

Workload: In all, 21% of the participants indicated that they believed 

managing the workload associated with teaching would be one of their biggest 

challenges. Many of the participants simply stated that “time management” or 

their “workload” would be challenging, while others were concerned about their 

ability to maintain a positive work/life balance:  
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“Planning and organising my time efficiently enough to finish 

school for the day and have my life afterwards”.  

Lastly, some participants seemed overwhelmed by the range of tasks that they 

would be required to complete during their first year:  

“Getting through the first year out and covering everything that 

students need to know - all the planning, assessment and 

reporting as well as resources and keeping in touch with 

parents”. 

Student engagement: Next, 19% of participants indicated that creating a 

constructive, fair and positive learning environment for their students was the 

biggest challenge they expected to face as a teacher. The participants‟ concerns 

typically centred around “catering to every child‟s needs”, “building good 

relationships with students”, and the “engagement and motivation of students”. In 

addition to this, a handful of participants were concerned about their ability to 

appropriately handle issues of equity, justice and ethics.  

Concerns about teaching competency: Approximately 19% of participants 

indicated that establishing themselves as capable teachers would be their biggest 

challenge. Many participants expressed nervousness at “being in the classroom on 

your own in your first year of service”, while others were concerned about 

“knowing and feeling confident that you are doing the right thing”. Other 

participants were concerned about their ability to perform a particular aspect of 

the teaching role such as “assessment”, “meeting curriculum requirements” or 

“reporting”. Lastly, there were a number of participants who were concerned 
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about teaching outside of their content areas, and a few participants commented 

on their ability to stay “abreast of new training, technology and techniques”.   

Negative student management: Around 18% of participants reported that 

they expected the management of „normal‟ negative student behaviour to be their 

biggest challenge as a teacher. A large number of participants simply stated that 

“behaviour management” was their primary concern, while others elaborated on 

this to include issues such as “class control”, “conflict negotiation”, “children 

who... resent the classes and maybe even me” and being “the authority figure in 

the classroom”.  

Of the remaining participants, many indicated concern regarding their 

ability to manage their own idiosyncrasies in order to be effective teachers (for 

example “finding a passion for teaching”, “having to be content with the fact that 

you won‟t be able to make everyone happy”, “not being too hard on myself”, “my 

motherly instincts”, “managing my stress” and “keeping myself motivated”), as 

well as challenges associated with adjusting to the broader working environment 

(for example: “fitting in”, “developing a support network”, “adapting to new 

school routines and processes”, “working in a union focussed workforce”, 

“adjusting to the lifestyle” and “meeting the standards of fellow teachers”). 

Lastly, there were a handful of responses regarding the management of special 

needs students, meeting the expectations of numerous stakeholders including 

parents, politicians and school administrators, and the overwhelming 

responsibility associated with being a teacher.  

The range of responses provided by the participants suggests that, in 

general, the pre-service teachers in this study had developed a reasonable 

understanding of the difficulties they were likely to face once in the workplace. 
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All of the challenges listed by the participants have been associated with the 

teaching role and the range of challenges identified seemed to capture the most 

important difficulties faced by teachers, as indicated in previous research (see 

Cains & Brown, 1996, 1998; Cowley, 2003). Conversely however, some 

questions are raised regarding the participants‟ expectations of the magnitude of 

these challenges. That is, the Pre-Service Teacher Survey asked the participants to 

describe what they felt would be the biggest challenge for them as a teacher. The 

majority of participants felt that the most significant challenge they would face 

would be their workload, followed by their ability to cater to every child‟s needs, 

establish themselves as a competent teacher and manage student behaviour. 

Conversely, challenges such as adjusting to the work environment, managing 

special needs students and building effective relationships with stakeholders were 

mentioned by very few participants. It is, as yet, unclear if newly qualified 

teachers‟ workload is, in fact, the most significant challenge they will face in the 

first year of employment. In addition, it is unclear if this challenge will 

overshadow issues such as special needs students and difficult parents. 

Consequently, it would seem that these pre-service teachers‟ expectations cannot 

be definitively described as realistic or unrealistic at this stage.  

Discussion 

 This study focussed primarily on final year teaching students and 

conducted a quantitative examination of perceived competency, and teaching self-

efficacy to explore the extent to which pre-service teachers may be overestimating 

their likely competence in the workplace, how their competency beliefs may 

interact with the amount of training they had completed, and to what extent the 

pre-service teachers may have developed a sense of teaching self-efficacy prior to 
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their entry into the workplace. In addition, this study explored the content of pre-

service teachers‟ career choices, including the assumptions underpinning those 

career choices and the expectations they had formed regarding the difficulty they 

were likely to face in the workplace.  

Perceived Competency 

With respect to perceived competency, the literature review presented in 

Chapter 2 suggested that graduate teachers may be developing an unrealistically 

high sense of confidence in their future teaching ability and that these inflated 

competency beliefs may be contributing to the development of transitional 

difficulties once in the workplace (Burke, et al., 1996; Friedman, 2000; Graham & 

McKenzie, 1995; Mulholland & Wallace, 2001; Weinstein, 1988). Consistent 

with this, it was predicted that the pre-service teachers in this study would report 

significantly more confidence in their own teaching ability than the comparison 

group of newly qualified teachers. This hypothesis was supported and the results 

of this study provided further evidence to suggest that graduates may be 

overestimating their teaching ability prior to entering the workplace. This finding 

is consistent with previous research reporting similarly inflated competency 

beliefs amongst university graduates, and may imply that the pre-service teachers 

in this study were likely to experience a discrepancy between their expected and 

actual performance once in the workplace (Burke, et al., 1996; Friedman, 2000; 

Graham & McKenzie, 1995; Mulholland & Wallace, 2001; Weinstein, 1988). 

Consequently, these graduates may have been prone to the development of 

transitional difficulties, and the results of this study suggest that pre-service 

teachers‟ perceptions of competency prior to graduation, may play a role in the 

transition to the workplace. The subsequent studies in this thesis further explore 
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the role of this variable in the transition to teaching and examine the relationship 

between perceived competency and transitional outcomes.  

Training Pathway 

Next, this study considered the possible interaction between graduate 

teachers‟ perceived competency and their university training as it applied to the 

transition to the workplace. It was argued that pre-service teachers with more than 

one degree would report higher levels of perceived competency than pre-service 

teachers who had completed a Bachelor of Education only; while newly qualified 

teachers with more training were predicted to report lower levels of perceived 

competency than those who had completed a single degree. The results of this 

study did not support the above hypotheses. There were no differences in the 

levels of perceived competency between pre-service or newly qualified teachers 

from different training pathways. Therefore, it would seem that the poorer 

transitional outcomes of graduates with more university training, as reported in 

previous research (Cains & Brown, 1998b; Goddard & O'Brien, 2003b), are 

unlikely to be the result of differences in perceived competency between these 

two groups. However, it should be noted that this study grouped participants 

according to whether they had completed one degree or more than one degree, 

consistent with the work of Goddard and O‟Brien (2003b). In doing so, this study 

grouped participants from a range of different training pathways (for example, 

B.Ed - Grad Entry, B.Ed Hons and M.Ed) and assumed that they would be 

similar. It is possible, therefore, that important variance in the way these 

participants were trained was lost and this may have contributed to the non-

significant results of this study. Furthermore, the participants had attended 

different universities, specialised in different areas of teaching and worked in a 
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wide variety of schools. These factors may also have resulted in important 

differences between the single degree and multiple degree groups. Lastly, it is 

noted that this study did not attempt to link differences in university training 

pathways explicitly to the development of transitional outcomes and it is unclear 

whether the participants with multiple degrees did, in fact, experience greater 

difficulty with the transition to the workplace. Therefore, Chapters 4 and 6 will 

continue this investigation and will attempt to replicate and explain the 

differences in the transitional outcomes of graduate teachers from different 

training pathways.  

Teaching Self-Efficacy 

Teaching self-efficacy was then considered as a possible predictor of 

graduates‟ ability to meet workplace demands outside of the typical teaching role 

description. More specifically, the current study examined the extent to which 

pre-service teachers had developed a sense of self-efficacy prior to the transition 

to the workplace and how their efficacy beliefs may differ from those of the newly 

qualified teachers in the comparison group. Consistent with suggestions that self-

efficacy can be influenced by external factors, such as university preparation 

programs (see for example Brouwers & Tomic, 2000; Fives, et al., 2007; 

Mulholland & Wallace, 2001; Tschannen-Moran & Hoy, 2007), the participants 

in this study seemed to have developed some degree of teaching self-efficacy 

before they had entered the workplace. Pre-service teachers, on average, reported 

moderate levels of self-efficacy prior to graduation, and believed that they could 

do “quite a bit” to overcome the challenges associated with teaching and achieve 

positive outcomes.  
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This study then compared the teaching self-efficacy of the pre-service 

teachers against those of a sample of newly qualified teachers. First, it was found 

that primary and secondary teachers differed significantly in their levels of 

teaching self-efficacy and that these groups needed to be considered separately. 

Next, teaching specialisation seemed to interact with stage of transition such that, 

final year secondary students reported stronger teaching self-efficacy, across all 

three subscales, than the participants in their first year of employment. For the 

primary teachers, the final year university students reported a significantly lower 

degree of self-efficacy for instructional strategies than the newly qualified 

teachers, and there were no differences between these two groups in terms of their 

efficacy for student engagement or classroom management.   

Interestingly, this pattern of results is similar to the pattern of results in 

relation to perceived competency for the secondary teachers but not for the 

primary teachers. That is, the first year of employment seemed to be associated 

with lower perceptions of both perceived competency and teaching self-efficacy, 

for the secondary teachers only; while the primary teachers reported lower 

competency and the same or higher levels of self-efficacy during the first year of 

employment. In addition, the self-efficacy beliefs of primary and secondary 

teachers in this study differed significantly, while their perceptions of competency 

were, on average, virtually identical. These findings may indicate that there are 

important differences in the role of teaching self-efficacy and perceived 

competency in the transition to teaching, and that further consideration of these 

differences is warranted.  

In the first instance, it should be noted that although perceived competency 

and teaching self-efficacy are thought to be related, the self-efficacy construct is 
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also argued to encapsulate more than the individual‟s beliefs regarding his/her 

own abilities (Gordon & Debus, 2002; Tschannen-Moran & Hoy, 2001; 

Tschannen-Moran & Hoy, 2007). Teaching self-efficacy encapsulates beliefs 

about the individual‟s future successes and, therefore, motivates persistence in the 

face of setbacks and encourages continued learning and growth (Tschannen-

Moran & Hoy, 2007). In this way, it is possible that graduate teachers who 

experience difficulty in meeting the demands of their work environments may 

initially experience a reduction in their perceived competency but not their 

teaching self-efficacy. Instead, their self-efficacy beliefs may motivate them to 

continue in their efforts to enhance their capabilities and, thus, address their 

perceived skill deficiencies (Tschannen-Moran & Hoy, 2007). In doing so, it is 

possible that a strong sense of teaching self-efficacy may mediate the impact of 

self-doubt in respect of competency on the development of transitional 

difficulties. Subsequent studies in this thesis will revisit this consideration of the 

relationship between teaching self-efficacy and perceived competency in the 

prediction of transitional outcomes.  

Next, the comparatively lower levels of teaching self-efficacy amongst the 

newly qualified secondary teachers in this study needs to be considered. For this 

group of participants it seemed that the challenges associated with the first year of 

teaching may have been significant enough to diminish, not only, their sense of 

competency, but also, their sense of self-efficacy. In turn, this may imply that 

there are important differences in the experiences of primary and secondary 

teachers as they transition into the workplace and that further research aimed at 

understanding these differences is clearly warranted. In saying this, however, it 

needs to be noted that this study did not measure the self-efficacy beliefs of the 
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newly qualified secondary teachers prior to their entry into the workplace and it 

cannot be conclusively claimed that their experiences during the first year of 

employment did, in fact, have a detrimental impact on their efficacy beliefs. In 

this way, these results need to be replicated, and more research needs to be 

conducted to understand why these teachers reported consistently lower self-

efficacy beliefs than the pre-service teachers in this study, and what implications 

this may have for their transitional outcomes. Subsequent studies in this thesis 

will explore possible differences in the experiences of primary and secondary 

teachers as they transition to the workplace and will further investigate how 

teaching self-efficacy may change across stages of this transition and how it may 

impact on the development of transitional difficulties.  

Career Choice  

The current study then considered graduate teachers‟ ability to select an 

appropriate workplace environment and thus achieve Supplies-Values Fit. 

Graduate career choice was identified as a possible predictor of transitional 

outcomes and was argued to impact on adjustment to the workplace in two key 

ways. First, it was suggested that graduates are likely to have based their career 

choices on a series of assumptions about the workplace and that there will be a 

degree of variance in the accuracy of these assumptions (Early & Winton, 2001; 

Goddard & O'Brien, 2003b; Goodwin & O'Connor, 2003; Graham & McKenzie, 

1995; Perrone & Vickers, 2003; Weinstein, 1988). Second, it was argued that after 

spending four years at university in pursuit of a career, graduates may have 

developed a certain attachment to their chosen occupations (Goodwin & 

O'Connor, 2003), and that having developed this sense of commitment, only to 

discover that the workplace was not what they were expecting, these graduates 
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would experience „misfit‟ and possibly even transitional difficulties. Consistent 

with this, the current study considered the extent to which pre-service teachers 

could be described as having developed a sense of attachment to their chosen 

careers prior to their graduation, as well as the extent to which they were making 

assumptions about the workplace supplies likely to be available to them in 

justifying their career choices.  

The results of this study suggested that graduate teachers may indeed be 

developing a sense of commitment to their chosen careers prior to entering the 

workplace. The majority of participants in this study could be described as having 

developed some attachment to their future teaching roles, albeit to varying 

extents, with a proportion of participants even indicating that this attachment may 

have developed since early childhood. These results are consistent with the work 

of Goodwin and O‟Connor (2003) and the suggestion that career commitment 

may be relevant to graduate preparedness for the transition to the workplace (Herr, 

1999; Swanson & Fouad, 1999; Weinstein, 1988). Therefore, the consideration of 

graduate career choice was extended to include an examination of the role of 

career commitment, and the subsequent studies in this thesis will test the 

relationship between career commitment and the development of transitional 

difficulties.   

This study also examined the assumptions that seemed to underpin the 

participants‟ career choices and considered the extent to which these assumptions 

reflected the pre-service teachers‟ expectations about workplace supplies. 

Consistent with predictions, the results of this study indicated that the 

participants‟ expectations regarding the likely benefits or supplies available to 

them in a teaching career factored into their occupational choices. Furthermore, 
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for the majority of responses, these assumptions were quite explicit, and the 

participants spoke directly about the intrinsic or extrinsic rewards they expected to 

receive as the reasons behind their decisions to teach. In this way, these results 

suggest that pre-service teachers are making a range of assumptions about the 

available workplace supplies. This finding, in combination with previous research 

suggesting that unrealistic expectations of workplace supplies may contribute to 

the development of transitional difficulties (Early & Winton, 2001; Goddard & 

O'Brien, 2003b; Goodwin & O'Connor, 2003; Perrone & Vickers, 2003; 

Weinstein, 1988), may have significant implications for these pre-service teachers 

and may suggest that the assumptions underpinning graduate career choice could 

be an important factor in the transition to teaching. Therefore, subsequent studies 

will examine the relationship between these expectations and the development of 

transitional outcomes.  

Challenge Expectations 

The final analysis in this study examined the difficulties graduate teachers 

expected to face in the workplace. This was argued to be another source of 

unrealistic expectations amongst graduates, and therefore, a potential cause of 

transitional difficulties (see Weinstein, 1988). The participants in this study 

appeared to have developed some understanding of the difficulties inherent to the 

teaching role and listed a range of challenges they expected to face during their 

first year of employment. On the whole, these responses seemed to capture the 

most significant difficulties faced by teachers, as described by Cowley (2003) and 

Cains and Brown (1996, 1998), and indicated that the participants in this study 

were aware of what to expect.  
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Conversely however, questions are raised regarding the participants‟ 

understanding of the magnitude of these challenges. That is, the majority of 

participants indicated that the biggest difficulty they would face in the workplace 

would be their workload, while challenges such as adjusting to the work 

environment, managing special needs students, and building effective 

relationships with stakeholders were mentioned by very few participants. 

Although it is likely that the large workload associated with the first year of 

teaching would be the most salient challenge these participants will face, it is also 

possible that issues such as managing special needs students, building 

relationships with parents and adapting to workplace processes, may be of equal 

or greater importance. Indeed, in an examination of the severity and frequency of 

stressors experienced by teachers during their first year of employment, Cains and 

Brown (1998b; see also 1996), found that issues such as dealing with parents, 

managing students with learning difficulties, adjusting to the procedural 

requirements of the school, and coping with the implications of potential 

mistakes, were rated by newly qualified teachers as some of the most severe 

stressors, in addition to issues of workload, mixed-ability teaching and behaviour 

management. In this way, the pre-service teachers in this study may have 

underestimated the importance of the less frequently mentioned challenges and, as 

a result, may have been more prone to the development of transitional difficulties 

during the first year of employment.    

In saying this, however, it should be noted that this study did not assess the 

participants‟ expectations regarding the magnitude of these challenges directly, 

and no firm conclusions can be drawn regarding the degree of difficulty attributed 

to the less frequently mentioned challenges by these participants.  Subsequent 
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studies in this thesis will examine the relationship between these expectations and 

the development of transitional difficulties.  

Conclusions 

 This study was the first step in a systematic examination of the role of 

perceived competency, training pathway, teaching self-efficacy, graduate career 

choice and graduate expectations in the transition to teaching. The study focused 

primarily on final year university students and aimed to establish the extent to 

which pre-service teachers possessed each of these resources prior to their entry to 

the workplace. It was found that final year student teachers may overestimate their 

teaching ability, relative to newly qualified teachers. In addition, no differences 

were found in the competency beliefs of teachers with one or more than one 

university degree, suggesting that perceived competency is unlikely to account for 

the differential adjustment of teachers from different training pathways found in 

previous research. Next, the results of this study suggested that student teachers 

had developed some sense of teaching self-efficacy prior to their graduation, but 

that there may be important differences between primary and secondary teachers 

in the way these beliefs change across the transition to the workplace. In addition, 

the pre-service teachers seemed to have developed a sense of commitment to their 

career choices, and their occupational decisions, at least in part, seemed to have 

been based on assumptions regarding the workplace supplies likely to be available 

to them. Lastly, this study found that the pre-service teachers, as a collective, had 

developed a reasonable understanding of the difficulties inherent in the teaching 

role, but that as individuals, they may have underestimated the importance of 

some of the challenges they were likely to face in the workplace. The subsequent 

studies in this thesis test the relationships between perceived competency, 
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teaching self-efficacy, career commitment, reward expectations, challenge 

expectations, and the development of transitional difficulties during the first year 

of employment. 
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CHAPTER 4 

STUDY 1B: GRADUATE PREPAREDNESS FOR THE TRANSITION TO 

TEACHING: AN EXAMINATION OF PERCEIVED COMPETENCY, 

TRAINING PATHWAY AND TEACHING SELF-EFFICACY ACROSS THE 

TRANSITION TO TEACHING. 

 

Overview of Purpose and Aims 

 As described in Chapter 3, Study 1a utilised a cross-sectional design to 

examine differences in perceived competency and teaching self-efficacy across 

the transition to teaching. Study 1a also examined differences in the competency 

beliefs of pre-service and newly qualified teachers from different training 

pathways. In doing so, inferences were drawn regarding possible changes in 

perceived competency and teaching self-efficacy over time. Similarly, inferences 

were drawn regarding the impact of perceived competency, teaching self-efficacy 

and training pathway on the development of transitional difficulties during the 

first year of employment, without testing for these relationships empirically. The 

current study attempts to build on the findings of Study 1a through a longitudinal 

investigation of these research questions. Changes in perceived competency and 

teaching self-efficacy are examined over time and the relationships between the 

personal resources of perceived competency, training pathway and teaching self-

efficacy, and the transitional outcome variables of burnout and turnover intentions 

are tested.  
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Perceived Competency 

 Chapter 2 argued that graduate teachers may enter the workplace with an 

inflated sense of competency, only to discover that their skills fall short of their 

expectations. In turn, these graduates are expected to doubt their competency, 

perceive a misfit between their abilities and the demands of the work environment 

and experience transitional difficulties. Study 1a examined whether graduate 

teachers overestimate their capabilities prior to entering the workplace, and found 

that, on average, pre-service teachers rated their competency significantly higher 

than newly qualified teachers. These results were consistent with the literature 

reviewed in Chapter 2 and suggested that pre-service teachers may, indeed, enter 

the workplace with an inflated sense of their own abilities (Burke, et al., 1996; 

Friedman, 2000; Graham & McKenzie, 1995; Mulholland & Wallace, 2001; 

Weinstein, 1988). However, the cross-sectional nature of the analyses in Study 1a 

meant that no firm conclusions could be drawn regarding the way graduate 

teachers‟ competency beliefs may change across the transition to the workplace. 

In addition, Study 1a did not attempt to test the relationship between perceived 

competency and the development of transitional difficulties, and it is unclear what 

impact the pre-service teachers‟ competency beliefs were likely to have on their 

transitional outcomes.  

Consequently, Study 1b examines the extent to which perceived 

competency may change across the transition to teaching, and tests the link 

between graduate teachers‟ competency beliefs and the development of burnout 

and turnover intentions during the first year of employment. It is hypothesised that 

the participants will report a stronger degree of confidence in their teaching ability 

prior to graduation than during the first year of employment. In addition, it is 
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hypothesised that high levels of perceived competency prior to graduation are 

likely to reflect overconfidence and will, therefore, be positively related to 

burnout and turnover intentions during the first year of employment. Conversely 

however, it is predicted that low levels of perceived competency during the first 

year of employment are likely to reflect self-doubt in respect of the teachers‟ 

capabilities and that, therefore, perceived competency would be negatively related 

to burnout and turnover intentions at Time 2. 

Training Pathway 

 With respect to training pathway, this study tests the hypothesis that 

perceived competency may account for the differential adjustment of graduate 

teachers from different training pathways as reported in previous research (Cains 

& Brown, 1998b; Goddard & O'Brien, 2003b; Graham & McKenzie, 1995). 

Chapter 2 argued that pre-service teachers who had completed more university 

training may, initially, perceive themselves to be better prepared and, therefore, 

more competent than other teachers with less training. In turn, this was predicted 

to contribute to a greater degree of transitional difficulties amongst the „more 

highly trained‟ graduates. Somewhat surprisingly however, the results of Study 1a 

did not support this hypothesis, and no significant differences were found in the 

competency beliefs of pre-service or newly qualified teachers with one or more 

than one university degree.  It was noted, however, that Study 1a did not attempt 

to link differences in university training pathways explicitly to the development of 

transitional outcomes and it is unclear whether the participants with multiple 

degrees did, in fact, experience greater difficulty with the transition to the 

workplace.  
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Consequently, this chapter assesses the extent to which the competency 

beliefs of graduates with one, versus more than one, university degree may differ 

across the transition to the workplace, and examines the link between university 

training pathways and the transitional outcome variables of burnout and turnover 

intentions. It is anticipated that there will be no differences in the levels of 

perceived competency reported by graduate teachers with multiple, versus single 

degrees, consistent with the findings of Study 1a. Conversely however, it is 

anticipated that these analyses will replicate previous research findings of 

differential adjustment amongst teachers from various training pathways (Cains & 

Brown, 1998b; Goddard & O'Brien, 2003b; Graham & McKenzie, 1995), such 

that graduate teachers with more than one university degree will report 

significantly higher levels of burnout and turnover intentions during the first year 

of employment than graduates with a single degree.  

Teaching Self-Efficacy 

 The final variable considered in this chapter is teaching self-efficacy. 

Changes in teaching self-efficacy across the transition to the workplace were also 

examined by Study 1a and it was found that primary and secondary teachers 

differed significantly on this variable. For the secondary teachers, the first year of 

employment was associated with lower levels of teaching self-efficacy, as 

compared with the pre-service teacher group; while for the primary teachers, 

participants in their first year of employment reported the same or higher levels of 

self-efficacy than the pre-service teachers. It was noted, however, that the cross-

sectional design of Study 1a meant that it could not be decisively concluded that 

the secondary teachers‟ efficacy beliefs did, in fact, diminish over the first year of 

employment. It was also noted that Study 1a did not attempt to link the graduate 
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teachers‟ efficacy beliefs to their transitional outcomes, and the implications of 

these possible changes in efficacy for the development of transitional difficulties 

is, therefore, unknown. 

 Consequently, the current study aims to continue this investigation by 

assessing teaching self-efficacy prior to graduation, and again during the first year 

of employment. Changes in teaching self-efficacy for both primary and secondary 

teachers will be analysed, and the link between teaching self-efficacy and the 

transitional outcome variables of burnout and turnover intentions will be 

examined. It is anticipated that the secondary teachers will report a significant 

reduction in their efficacy beliefs during the first year of employment, consistent 

with the findings of Study 1a. Similarly, it is hypothesised that there will be no 

differences in the efficacy beliefs of primary teachers across this transition. It is 

also predicted that there will be a significant, negative relationship between 

teaching self-efficacy and transitional outcomes, such that, higher levels of self-

efficacy, across both stages of the transition, will be associated with lower burnout 

and turnover intentions, consistent with the previous research reviewed in Chapter 

2 (Brouwers, et al., 2001; Brouwers & Tomic, 2000; Fives, et al., 2007; 

Tsouloupas, et al., 2010).   

Current Analyses 

 In summary then, Study 1b investigates changes in the perceived 

competency and teaching self-efficacy of graduates across the transition to the 

workplace, as well as the implications of differences in university training 

pathways for these graduates. Study 1b is a longitudinal study that allows for 

within-individual comparisons of the variables over time, and includes a 

preliminary assessment of the likely importance of perceived competency, 



93 

 

teaching self-efficacy and different university training pathways in the prediction 

of transitional outcomes. The relationship between Studies 1a and 1b are 

summarised in Table 4.1 and the specific hypotheses to be examined in this study 

are listed below. 

Table 4.1 

Summary of findings from Study 1a and research questions for Study 1b  

 Study 1a Found 

Pre-Service Teachers versus 

Newly Qualified Teachers 

Study 1b Examines 

Time 1 (prior to graduation) versus Time 2 

(first year of employment) 

Perceived Competency 

  Pre-service teachers report 

significantly higher perceived 

competency than newly qualified 
teachers 

 Differences in perceived 

competency: Time 1 versus Time 2 

 Relationship between perceived 

competency (Time 1 & 2), and 
burnout (Time 2) and turnover 

intentions (Time 2) 

Training Pathway 

  No difference in perceived 

competency between pre-service 
teachers with one or more than one 

degree 

 No difference in perceived 

competency between newly qualified 

teachers with one or more than one 
degree 

 Differences in Time 1 perceived 

competency: Single Degree versus 
Multiple Degree 

 Differences in Time 2 perceived 

competency: Single Degree versus 

Multiple degree 

 Differences in Time 2 burnout: 

Single Degree versus Multiple 
degree 

 Differences in Time 2 turnover 

intentions: Single Degree versus 

Multiple degree 

Teaching Self-efficacy 

  Pre-service secondary teachers 

report higher teaching self-efficacy 

than newly qualified secondary 

teachers 

 Pre-service primary teachers report 

the same or lower teaching self-

efficacy than newly qualified 

primary teachers  

 Differences in teaching self-efficacy 

for secondary teachers: Time 1 

versus Time 2  

 Differences in teaching self-efficacy 
for primary teachers: Time 1 versus 

Time 2 

 Relationship between teaching self-

efficacy (Time 1 & 2) and burnout 

(Time 2) and turnover intentions 
(Time 2) 
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Hypotheses 

 (H1a): graduate teachers will report significantly higher levels of 

perceived competency prior to graduation than during the first year of 

employment. 

 (H1b): there will be a significant, positive relationship between perceived 

competency prior to graduation and burnout and turnover intentions during the 

first year of employment. 

 (H1c): there will be a significant negative relationship between perceived 

competency during the first year of employment and burnout and turnover 

intentions during the first year of employment. 

 (H2a): there will be no difference in the competency beliefs of teachers 

with one, versus more than one, university degree at either stage of this transition. 

 (H2b): graduate teachers with more than one university degree will report 

significantly higher burnout and turnover intentions during the first year of 

employment than teachers with a single degree.  

(H3a): secondary teachers will report significantly lower levels of teaching 

self-efficacy during the first year of employment than they did prior to graduation. 

 (H3b): there will be no change in the teaching self-efficacy reported by 

primary teachers across the transition to the workplace. 

 (H3c): there will be a significant negative relationship between teaching 

self-efficacy at both stages of this transition and burnout and turnover intentions 

during the first year of employment. 
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Method 

Participants 

Participants were 40 pre-service teachers from Study 1a, who agreed to be 

contacted during their first year of employment and who, subsequently, elected to 

complete the newly qualified teacher survey (see Appendix E for an explanation 

of the relationships between the datasets used across the studies in this thesis). 

Four participants were excluded from the final analyses because they did not 

complete more than three-quarters of the Time 2 questionnaire. This was due to 

the website “crashing” when these participants were completing the online version 

of the survey, and this problem went undetected until a participant contacted the 

researcher to report the issue after a few days (final N = 36).  

Table 4.2 

Participant demographic information regarding university training  

 Frequency 

University Attended  

University of Queensland 31 (86.1%) 

Griffith University  5 (13.9%) 

Training Pathway  

Undergraduate Qualified (B.Ed only) 24 (66.7%) 

Dual Degree (B.Sc/B.Ed, B.A./B.Ed, etc)  1 (2.8%) 

Graduate Entry (Bachelor degree plus a B.Ed Grad.Entry)  5 (13.9%) 

Unstated  6 (16.7%) 

Of the remaining participants, 20 were primary school teachers and 11 

were secondary teachers (unstated N = 5). They worked an average of 43.59 hours 

per week including preparation and marking time at home (SD = 14.02), and the 
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majority of participants were employed on a full-time basis (N = 25, part-time N = 

10, unstated N = 1). They had been teaching for approximately eight months (M = 

7.21 months, SD = 3.41, Mode = 8 months) and the majority worked in 

metropolitan schools (N = 23, regional N = 10, unstated N = 3). The mean age 

was 25.86 years (SD = 6.62) and 78% of participants were female. Information 

regarding the university training undertaken by the participants is presented in 

Table 4.2. 

Materials 

Pre-service Teacher Survey 

 This survey consisted of 16 sections examining demographic 

characteristics, predictors of Demands-Abilities Fit (e.g. perceived competency 

and teaching self-efficacy), predictors of Supplies-Values Fit (e.g. career 

commitment, reward expectations and challenge expectations), and measures of 

transitional outcome variables. A copy of the Pre-Service Teacher Survey is 

included in Appendix A and only scales relevant to the current study will be 

described here. 

Demographics (Time 1): Participants were asked to provide a range of 

demographic information including their age, gender, whether they were studying 

to become a primary or secondary teacher, and details of their qualifications 

including the name of the awarding institution. In addition, participants were 

asked to provide an ID Code so that the Time 1 responses could be matched with 

the participants responses to the Newly Qualified Teacher Survey described 

below. In order to maintain the confidentiality of responses, participants were 

instructed to provide an ID Code which consisted of the first three letters of the 
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participants‟ mothers‟ maiden names, followed by the first two numbers 

indicating the day of the month in which the participants were born.  

Perceived Competency (Time 1): the participants‟ perceptions of their own 

teaching competency were measured using the Self-Reported Competency Scale, 

as described in Study 1a. The Professional Standards for Teachers as described by 

Education Queensland (2002), were listed and participants were asked to rate on a 

seven-point Likert scale to what extent they felt prepared to address each standard 

(1 = „not at all prepared‟ and 7 = „extremely well prepared‟). Example items 

included “create learning environments that are safe and supportive” and “assess 

and report on student learning”. Consistent with the factor analysis reported in 

Study 1a, a scale total across all ten items was used here and Cronbach‟s Alpha 

indicated strong reliability (α = 0.91). 

Teaching Self-Efficacy (Time 1): Teaching Self-Efficacy was measured 

using the Teaching Self-Efficacy Scale - Short Form (Tschannen-Moran & Hoy, 

2001), as described in Study 1a. This scale consisted of twelve items describing 

various tasks related to teaching and the participants were asked to indicate to 

what extent they felt confident that they could accomplish each task on a seven-

point Likert scale (1 = not at all, 7 = a great deal). Example items included “To 

what extent can you use a variety of assessment strategies?” and “How much can 

you do to get children to follow classroom rules?” The scale consisted of three 

subscales and Cronbach‟s Alpha demonstrated good reliability for this measure 

(Total Teaching Self-Efficacy = 0.84, Student Engagement = 0.80, Classroom 

Management = 0.86, Instructional Strategies = 0.69). 
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Newly Qualified Teacher Survey 

This survey consisted of 16 sections examining demographic 

characteristics, predictors of Demands-Abilities Fit (e.g. perceived competency 

and teaching self-efficacy), predictors of Supplies-Values Fit (e.g. career 

commitment, reward expectations and challenge expectations), and measures of 

transitional outcome variables. A copy of the Newly Qualified Teacher Survey 

can be found in Appendix B and only scales relevant to the current study will be 

described here. 

Demographics (Time 2): Participants were asked a series of questions 

regarding their current employment, such as whether they were working as a 

primary or secondary teacher, whether they were employed on a full-time or part-

time basis, whether they were working in a regional or metropolitan school, and 

how many hours they worked each week including preparation time at home. 

Participants were also asked to indicate how long they had been working as a 

teacher and to provide details of their age, gender and any qualifications they had 

completed. Participants were also asked to provide their ID Codes from the Pre-

Service Teacher Survey and were reminded that these ID Codes consisted of the 

first three letters of the participants‟ mothers‟ maiden names, followed by the first 

two numbers indicating the day of the month in which the participants were born. 

Perceived Competency (Time 2): The Self-Reported Competency Scale, as 

described above, was presented to the participants a second time and they were 

asked to rate on a seven-point Likert scale to what extent they felt prepared to 

address each teaching standard (1 = not at all prepared, 7 = extremely well 

prepared). Cronbach‟s Alpha, again, indicated strong reliability for this scale (α = 

0.88). 



99 

 

 Teaching Self-Efficacy (Time 2): Teaching Self-Efficacy was measured at 

Time 2 using the Teaching Self-Efficacy Scale - Short Form (Tschannen-Moran & 

Hoy, 2001). Participants were asked to indicate to what extent they felt confident 

that they could accomplish various tasks associated with teaching on a seven-

point Likert scale (1 = not at all, 7 = a great deal). Reliability analyses suggested 

the use of a single scale total rather than subscale scores (Total Teaching Self-

Efficacy = 0.91, Student Engagement = 0.84, Classroom Management = 0.91, 

Instructional Strategies = 0.57). 

 Burnout (Time 2): The General Form of the Maslach Burnout Inventory 

3
rd

 Edition (Maslach, Jackson, & Leiter, 1996) was used to measure Burnout. This 

scale consisted of 15 items measuring Emotional Exhaustion, Professional 

Efficacy and Cynicism on a seven-point Likert scale (0 = never, 6 = every day). 

Example items included: “I feel used up at the end of the day”, “I can effectively 

solve problems that arise”, and “I have become more cynical about whether I am 

contributing anything”.  Cronbach‟s Alpha indicated strong reliability for each 

subscale (Emotional Exhaustion = 0.93, Professional Efficacy = 0.71, Cynicism = 

0.92). 

Turnover Intentions: Three items were used to measure turnover 

intentions. Participants were asked to indicate to what extent they agreed or 

disagreed with the statement “For some time now I have been seriously 

considering leaving my school/Education Queensland/teaching” (1 = strongly 

disagree, 7 = strongly agree). Each item was considered separately in the 

following analyses. 
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Procedure 

Participants for this study were recruited over a period of five years, as 

part of the data collection procedures for Studies 1a and 2. Pre-service Teachers 

were first contacted in semester two of the final year of their degrees and were 

invited to complete the Pre-Service Teacher Survey, as part of Study 1a. The 

researcher attended a series of tutorials to explain the research study and to 

distribute the questionnaires. Participation was voluntary and envelopes were 

provided for the return of the surveys. Included with the consent package, was a 

form explaining that Study 1a was part of a larger research program, consisting of 

a second stage to be conducted in the following year. This form also invited the 

participants to be a part of this second stage by providing their contact details and 

indicating their consent to be sent the Newly Qualified Teacher Survey. 

Approximately 12 months after the administration of the Pre-Service Teacher 

Survey, those individuals who had consented to participate in the second stage of 

this study were contacted again. These participants were sent a letter to remind 

them of the study, and to request their participation in the second round of data 

collection. Included with the letters was a copy of the Newly Qualified Teacher 

Survey, a reply paid envelope for its return, and a URL that could be used to 

complete the survey online should the participants wish to do so. Two reminder 

emails and/or letters were sent to the participants at roughly two-week intervals. 

In total, 225 individuals completed the Pre-Service Teacher Survey, and of 

those, 145 (64%) agreed to be contacted at Time 2. Unfortunately, a large number 

of these participants (N = 44) provided inaccurate or incomplete contact 

information and, as a result, were not able to be contacted at Time 2. Examples of 

these problems included participants who provided their student email addresses 



101 

 

as the only contact detail; those who provided only incorrect email addresses; 

those who had relocated since completing the Pre-Service Teacher Survey and did 

not provide a forwarding address or alternative method of contact; and those who 

consented to participate in the second stage of this study but did not provide any 

contact details. Further to this, it is not known how many of the 101 participants 

who were invited to participate in the second round of data collection actually 

received the Newly Qualified Teacher Survey. In this way, although the response 

rate in this study of 40% (from those contacted or 18% from the total number of 

participants recruited) is considerably lower than hoped for, it is noted that the 

actual degree of participation in this study is difficult to determine. Overall, 30 

participants elected to complete at least one of the surveys online and Independent 

Samples t-Tests revealed no differences on any variable in this study between 

participants who had completed the online or paper and pencil version of the 

questionnaires. Therefore, the data were collapsed across these groups. 

Results 

Data Screening 

Scale scores were calculated by averaging responses across relevant items 

where participants were missing data for less than 25% of the scale. In cases 

where 25% or more of the items in a scale were missing for a given participant, a 

scale score was not calculated and the participant was treated as having missing 

data for that variable. Perceived competency (time 1 & 2), teaching self-efficacy 

(time 1 & 2), emotional exhaustion (time 2), professional efficacy (time 2), 

cynicism (time 2) and turnover intentions (time 2) were then examined for 

accuracy of data entry, for missing values, and for violations of the assumptions 

of univariate analyses. None of these variables had missing values on more than 
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5% of cases. Consistent with the suggestion of Tabachnick and Fidell (2011), that 

most procedures for handling missing data will yield similar results in instances 

where less than 5% of cases are missing, pairwise deletion of missing data was 

used in this study. An examination of the variables‟ distributions revealed that 

perceived competency (time 1) and professional efficacy (time 2) were negatively 

skewed; while emotional exhaustion (time 2) and cynicism (time 2) were 

positively skewed. In instances where the data were skewed, hypotheses were 

tested using both parametric and non-parametric analyses. In all cases there was 

little difference in the results of the parametric versus non-parametric analyses. 

Given this, along with the robustness of the analyses to violations of the 

assumption of normality (Howell, 1997; Zimmerman, Zumbo, & Williams, 2003), 

and the normal distributions of the time 2 data for perceived competency, the 

planned parametric analyses were retained and are reported below.  

It is also noted that the distribution of responses regarding the participants‟ 

turnover intentions deviated quite substantially from normal. For each item, the 

majority of responses fell at the lowest extreme, indicating that most participants 

were not considering leaving their schools, Education Queensland or the teaching 

profession. Therefore, these items were converted into dichotomous variables by 

grouping participants into those who reported no turnover intentions and those 

who indicated that they had considered leaving their schools / Education 

Queensland / the profession to some degree. 

Tests of Hypotheses 

Perceived Competency 

 Participants reported a moderate degree of confidence in their teaching 

ability; both prior to their graduation (M = 4.69, SD = 1.07) and during the first 
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year of employment (M = 4.38, SD = 0.96). The degree of change in the 

participants‟ perceived competency across the transition to teaching was assessed 

using a Paired Samples t-Test. No significant difference was found between the 

Time 1 and Time 2 competency ratings t(35) = 1.68, p = .10. 

 Next, the relationship between perceived competency and burnout was 

considered across both stages of the transition. Due to the smaller than expected 

sample size, correlation analyses were used and Pearson‟s r was calculated. The 

results of these analyses are summarised in Table 4.3. Contrary to expectations, 

the participants‟ ratings on the perceived competency scale at Time 1 (prior to 

graduation) were not related to emotional exhaustion, professional efficacy or 

cynicism at Time 2 (during the first year of employment). With respect to 

perceived competency at Time 2, there were moderate negative relationships 

between the participants‟ competency beliefs and the development of both Time 2 

emotional exhaustion (r = -0.34, p = .05) and cynicism (r = -0.38, p = .03), but no 

relationship was found between competency (time 2) and professional efficacy 

(time 2). That is, those participants who reported a strong sense of confidence in 

their teaching ability during the first year of employment were, also, more likely 

to report lower levels of both emotional exhaustion and cynicism. 

Lastly, Biserial Correlations were calculated to examine the relationship 

between perceived competency and turnover intentions across the transition to 

teaching. These correlations are summarised in Table 4.3. No significant 

relationships were found between perceived competency at Time 1 or Time 2 and 

turnover intentions during the first year of employment (time 2). It is noted, 

however, that the point-biserial correlation between perceived competency at 
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Time 2 and the intention to leave Education Queensland approached significance 

(rpb = -0.27, p = .06). 

Table 4.3 

Tests of strength of association between perceived competency, burnout and 

turnover intentions across the transition to teaching. 

 Perceived Competency 

 Time 1  Time 2  

Burnout (Time 2)  r  r  

 Emotional Exhaustion  -0.17 -0.34* 

 Professional Efficacy  0.23 0.07 

 Cynicism  -0.20 -0.38* 

  Time 1  Time 2  

Turnover Intentions (Time 2) rb
# rpb rb

# rpb 

 Intention to leave the school -0.07 -0.06 -0.25 -0.20 

 Intention to leave Education Queensland -0.02 -0.02 -0.34 -0.27 

 Intention to leave the profession -0.03 -0.03 -0.11 -0.09 
*  

Indicates significance at p < .05;   
#  Significance tested using critical values reported by Terrell (1982) 

Training Pathway 

 Training pathway was considered next and a series of analyses was 

conducted to examine whether graduates with one, versus more than one, 

university degree differed in terms of their perceptions of competency or their 

transitional outcomes. Descriptive statistics for perceived competency and 

burnout across the two training pathways are presented in Table 4.4 and were 

further examined using Independent Samples t-Tests. The results of these analyses 

are also summarised in Table 4.4. As expected, there were no significant 

differences in the competency beliefs of graduate teachers who had completed 

one, or more than one, university degree. Contrary to expectations, however, there 

were also no significant differences in the burnout symptoms reported by graduate 
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teachers from different training pathways. Nonetheless, it is noted that the 

participants who had completed more than one university degree reported higher 

levels of emotional exhaustion at Time 2 than those with only one degree and this 

difference approached significance t(11.08) = -1.84, p = .09.  

Table 4.4 

Descriptive statistics and Independent Samples t-Tests examining differences in 

perceived competency and burnout across training pathways 

  Single Degree Multiple Degree t-Tests 

  Mean SD Mean SD t df p 

Perceived Competency        

 Time 1 4.72 1.03 4.56 1.28 0.39 33 .70 

 Time 2 4.42 0.95 4.27 1.07 0.40 33 .70 

Burnout (Time 2)        

 Emotional Exhaustion  3.40 1.33 4.64 1.86 -1.84 11.08+ .09 

 Professional Efficacy  5.41 0.97 5.32 0.90 0.24 33 .81 

 Cynicism  2.41 0.94 3.92 2.44 -1.90 10.14+ .09 

 + Equality of variances not assumed 

 Chi-Square Tests were then conducted to examine differences in the 

turnover intentions of participants from different training pathways. Frequency 

data and Chi-Square Test statistics are displayed in Table 4.5. Contrary to 

expectations, no significant association between training pathway and turnover 

intentions was found in this sample. It is noted, however, that the Chi-Square Test 

statistic approached significance for the analyses in respect of the intention to 

leave the profession, and the calculation of an odds-ratio suggested that 

participants with more than one university degree were 5.13 times more likely to 

report having considered leaving the profession than those with a single degree.  
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Table 4.5 

Frequency data and Chi-Square Tests examining differences in perceived 

competency, and turnover intentions across training pathways 

   Single Degree 
Multiple 

Degree 
Chi-Square Tests 

   Freq. %age Freq. %age Χ
2 

df p 

Turnover Intentions         

 Intention to leave the 
school 

Yes 10 40% 6 60% 1.15 1 .28 

 No 15 60% 4 40%    

 Intention to leave 

Education Queensland 

Yes 8 32% 6 60% 2.33 1 .13 

 No 17 68% 4 40%    

 Intention to leave the 

profession 

Yes 7 28% 6 60% 3.13 1 .08 

 No 18 72% 4 40%    

Teaching Self-Efficacy 

 The final set of analyses examined changes in teaching self-efficacy across 

the transition to the workplace for primary and secondary teachers, as well as the 

link between teaching self-efficacy and the transitional outcome variables of 

burnout and turnover intentions. Overall, the participants reported a moderate 

sense of self-efficacy prior to their graduation (M = 5.17, SD = 0.59), and again 

during the first year of employment (M = 4.46, SD = 0.94). Paired Samples t-

Tests were then conducted separately for primary and secondary teachers to 

examine the extent to which teaching self-efficacy changed across the transition to 

teaching for these two groups. As expected, the primary teachers‟ sense of self-

efficacy did not change significantly across the transition to the workplace; 

although it is noted that the mean level of self-efficacy was lower during the first 

year of employment (M = 4.81, SD = 0.90) than it was prior to graduation (M = 

5.24, SD = 0.50) and that this difference approached significance, t(19) = 1.93, p = 

.07. Also as expected, the change in self-efficacy across the transition to the 
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workplace was more significant for the secondary teachers, t(10) = 4.67, p < .01, 

with this group reporting lower levels of teaching self-efficacy during the first 

year of employment (M = 3.88, SD = 0.89) than they did prior to their graduation 

(M = 4.96, SD = 0.72). 

 Next, the relationships between teaching self-efficacy and burnout were 

considered across both stages of the transition. Correlation analyses were 

conducted for the total sample (primary and secondary teachers combined) to 

avoid the issue of insufficient power as a result of the smaller than anticipated 

sample sizes. The results of these analyses are summarised in Table 4.6. As 

expected, there was a moderate positive relationship between teaching self-

efficacy and the burnout symptom of professional efficacy across both stages of 

this transition. That is, graduate teachers who had developed a strong sense of 

efficacy prior to their graduation, or who were able to develop and maintain a 

strong sense of efficacy during the first year of employment, were found to 

experience fewer transitional difficulties once in the workplace in terms of one 

burnout symptom (i.e. a reduced sense of personal accomplishment). Contrary to 

expectations, however, there were no associations between teaching self-efficacy 

at either stage of this transition, and the burnout symptoms of emotional 

exhaustion and cynicism.  

Lastly, Biserial Correlations were calculated to examine the relationship 

between teaching self-efficacy and turnover intentions across the transition to 

teaching. These analyses were, again, conducted across the total sample, and are 

summarised in Table 4.6. No significant relationships were found between 

teaching self-efficacy across the transition to the workplace and the intention to 

leave the school, Education Queensland or the profession. It is noted however that 
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the point-biserial correlation between teaching self-efficacy at Time 2 and the 

intention to leave the school approached significance (rpb = -0.25, p = .07). 

Table 4.6 

Tests of the strength of association between teaching self-efficacy, burnout and 

turnover intentions across the transition to teaching 

 Teaching Self-Efficacy 

 Time 1  Time 2  

Burnout (Time 2)  r r 

 Emotional Exhaustion  -0.09 -0.22 

 Professional Efficacy  0.45** 0.53** 

 Cynicism  -0.10 -0.24 

Turnover Intentions (Time 2)  rb
# 

 rpb  rb
#  rpb  

 Intention to leave the school -0.13 -0.10 -0.32 -0.25 

 Intention to leave Education Queensland 0.04 0.03 -0.24 -0.19 

 Intention to leave the profession -0.03 -0.02 -0.03 -0.02 
**  

Indicates significance at p < .01; 
#  Significance tested using critical values reported by Terrell (1982) 

Discussion 

As described above, the purpose of this chapter was to supplement the 

work of Study 1a in three key ways. First, this chapter aimed to provide additional 

information regarding the extent to which perceived competency and teaching 

self-efficacy can be assumed to change over the course of the transition to the 

workplace. Second, this chapter set out to further examine the hypothesis that 

differences in the adjustment of graduates from various training pathways may be 

accounted for by differences in their competency beliefs. Third, this chapter aimed 

to provide some preliminary evidence of the importance of perceived competency, 

university training pathways, and teaching self-efficacy in the prediction of 

graduate adjustment to the workplace.  
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Perceived Competency 

 This thesis hypothesised that graduate teachers may enter the workplace 

with an inflated sense of competency, only to discover that their skills fall short of 

their expectations, and to subsequently experience self-doubt and the development 

of transitional difficulties. Consistent with this, the current chapter examined 

whether graduate teachers‟ sense of competency diminished across the transition 

to the workplace. Somewhat unexpectedly, no change was found in perceived 

competency across the transition to teaching. In turn, this may imply that graduate 

teachers do not overestimate their likely competency to the extent reported by 

previous research (Friedman, 2000; Graham & McKenzie, 1995; Mulholland & 

Wallace, 2001; Weinstein, 1988); or that the Time 2 data collection occurred too 

early in the adjustment process and that while some graduates may have started to 

reassess their competency beliefs, others continued to strive for unrealistic 

standards of performance. Alternatively, it is noted that the small number of 

participants in these analyses may have resulted in insufficient power to detect a 

small or medium effect size. Furthermore, the significant differences in the 

competency beliefs of pre-service and newly qualified teachers reported by Study 

1a, in combination with the findings in previous research of unrealistic 

competency beliefs amongst university graduates (Friedman, 2000; Graham & 

McKenzie, 1995; Mulholland & Wallace, 2001; Weinstein, 1988), seem to imply 

that inadequate power may, indeed, be a credible explanation of these non-

significant results.  

The current study also examined the relationship between graduate 

teachers‟ competency beliefs and the transitional outcome variables of burnout 

and turnover intentions. As expected, low levels of perceived competency during 
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the first year of employment was significantly related to higher levels of 

emotional exhaustion and cynicism; while the relationship between lower levels 

of perceived competency during the first year of employment and stronger 

intentions to leave Education Queensland approached significance. These findings 

are consistent with the hypothesis that low levels of perceived competency during 

the first year of employment may contribute to the development of transitional 

difficulties (Hypothesis 1c) and support the research findings of Burke et al 

(1996) that a strong sense of competency may ameliorate the development of 

burnout over time. Furthermore, these findings highlight the importance of 

research efforts attempting to understand the role of perceived competency in the 

transition to the workplace for graduate teachers.   

Contrary to expectations, no relationships were found between the 

participants‟ sense of competency at Time 1 and the outcome variables of 

turnover intentions (in respect of the school, Education Queensland and the 

profession) emotional exhaustion, professional efficacy, or cynicism. 

Notwithstanding the above discussion regarding the likely insufficient power of 

these analyses to detect a small or medium effect size, these results do not support 

the hypothesis that a strong sense of competency prior to graduation is likely to 

reflect overconfidence and, therefore, predict the development of transitional 

difficulties (Hypothesis 1b). That said, it is also noted that the above findings in 

respect of the changes in perceived competency across the transition to teaching 

could suggest that the relationship between graduate teachers‟ competency beliefs 

prior to graduation and adjustment to the workplace may be more complex than is 

allowed for by the design of these analyses. That is, it is possible that perceived 

competency impacts on adjustment to the workplace as a function of the 
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discrepancy between the graduates‟ expected and actual capabilities, and that 

should the accuracy of the graduates‟ expectations vary widely, as suggested 

above, a simple examination of the relationship between baseline levels of 

competency and transitional outcome variables may not reveal this trend. In this 

way, further research is needed before it can be concluded that the graduates‟ 

degree of competency prior to graduation has no bearing on the development of 

burnout or turnover intentions during the first year of employment.  

Training Pathway 

 Next, this study examined the hypothesis that graduates‟ competency 

beliefs may account for the differential adjustment of teachers from various 

training pathways reported in previous research (Cains & Brown, 1998b; Goddard 

& O'Brien, 2003b). More specifically, the competency beliefs and transitional 

outcomes of graduates with one versus more than one university degree were 

compared. As expected, no differences were found in the competency beliefs of 

graduates from different training pathways, either prior to graduation or during the 

first year of employment. These findings are consistent with Hypothesis 2a, as 

well as with the results of Study 1a, and seem to provide further evidence that 

differences in perceived competency are unlikely to explain the differential 

adjustment of graduates from various training pathways.  

Surprisingly, however, the analyses in this chapter did not find any 

significant differences in the transitional outcomes of graduate teachers with one 

or more than one university degree. These findings do not support Hypothesis 2b 

and are contrary to the research findings presented by Goddard and O‟Brien 

(2003b) and Cains and Brown (1998b) of greater transitional difficulties amongst 

graduates with more than one degree. In addition, these findings reduce the 
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certainty with which it can be concluded that perceived competency should be 

discounted as a possible explanation of the differential adjustment of graduates 

from various training pathways. That is, it is possible that differences in both 

perceived competency and transitional outcomes between graduates with one or 

more than one degree do exist within the population but were not detected 

amongst the current, reasonably small sample.  

 It is noted, however, that while the difference in the average ratings of 

perceived competency between the „single degree‟ and „multiple degree‟ groups 

were very small, the differences in the average ratings of emotional exhaustion 

between these two groups was considerably larger, and approached significance 

within this sample. Further to this, the association between training pathway and 

turnover intentions also approached significance in respect of the intention to 

leave the profession. This pattern of results, in combination with the findings of 

no differences in perceived competency across training pathways reported in 

Study 1a, as well as the findings of greater transitional difficulties amongst the 

„multiple degree‟ group reported in previous research (Cains & Brown, 1998b; 

Goddard & O'Brien, 2003b), may suggest that differences in the transitional 

outcomes of graduates from different training pathways are more likely to be 

replicated in a larger sample than differences in perceived competency. In this 

way, it is argued that further research examining the transitional outcomes of 

graduates from different training pathways is likely to be worthwhile, and may 

benefit from a consideration of other explanations of these differences, in addition 

to a consideration of the role of perceived competency.   
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Teaching Self-Efficacy 

 Lastly, the current study examined the extent to which teaching self-

efficacy may change over the course of the transition to the workplace, including 

the extent to which these changes may differ between primary and secondary 

teachers. In addition, this chapter considered the likely importance of this variable 

in predicting graduate adjustment to the workplace by testing the relationships 

between teaching self-efficacy and the transitional outcome variables of burnout 

and turnover intentions. As expected, this study provided evidence to suggest that 

there may be important differences in the experiences of primary and secondary 

teachers as they transition into the workplace. Consistent with hypotheses 3a and 

3b, secondary teachers were found to experience a significant reduction in their 

efficacy beliefs across this transition, while the efficacy beliefs of the primary 

teachers remained the same. These results are consistent with the findings in 

Study 1a of significantly lower levels of teaching self-efficacy amongst newly 

qualified secondary teachers (as compared with pre-service secondary teachers), 

but the same or higher levels of self-efficacy amongst newly qualified primary 

teachers. Thus, it is argued that, collectively, Studies 1a and 1b imply that 

secondary teachers may be more likely to experience a reduction in their sense of 

efficacy during the first year of employment, as compared with primary teachers. 

The subsequent studies in this thesis will further explore the differences between 

primary and secondary teachers; both in terms of teaching self-efficacy and other 

variables thought to contribute to person-environment fit, as well as in terms of 

the implications of these differences for facilitating graduate adjustment to the 

workplace.   
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Next, this study examined the relationships between teaching self-efficacy 

and the development of transitional outcomes; prior to graduation and, again, 

during the first year of employment. As predicted, a strong sense of efficacy at 

Time 1 and at Time 2 was associated with lower levels of one burnout symptom 

(i.e. a reduced sense of accomplishment); while the association between a strong 

sense of efficacy at Time 2 and the intention to leave the school approached 

significance. Contrary to expectations, however, there were no associations 

between teaching self-efficacy at either stage of this transition and the transitional 

outcome measures of emotional exhaustion, cynicism, the intention to leave the 

profession or the intention to leave Education Queensland. As with the other 

analyses reported in this chapter, it is possible that these non-significant findings 

could be explained by the smaller than expected sample size and it is important 

that further attempts be made to examine the relationship between teaching self-

efficacy and the development of transitional difficulties.  

Overall, the analyses presented in this chapter have provided preliminary 

evidence to suggest that teaching self-efficacy may be an important variable in the 

prediction of burnout and turnover intentions during the first year of employment. 

These results are consistent with Hypothesis 3c and with previous research 

findings of a significant negative relationship between teaching self-efficacy and 

the development of burnout symptoms (Brouwers, et al., 2001; Brouwers & 

Tomic, 2000; Fives, et al., 2007; Tsouloupas, et al., 2010). In addition, these 

findings further underscore the importance of research examining possible 

changes in the self-efficacy beliefs of primary and secondary teachers as they 

transition into the workplace, and imply that the possible reductions in self-
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efficacy experienced by secondary teachers may, indeed, have significant 

implications for their transitional outcomes.  

Conclusions 

 In summary, this study provided evidence to suggest that the skills and 

personal resources thought to assist graduate teachers to meet the range of 

demands they are likely to encounter in the workplace and to, therefore, achieve 

Demands-Abilities Fit, may change over the course of this transition. More 

specifically, the self-efficacy of secondary teachers was found to diminish across 

the transition to the workplace. These findings highlight the importance of 

research efforts aimed at understanding if and how the experiences of primary and 

secondary teachers may differ across this transition.  

Next, this chapter provided further evidence to suggest that differences in 

the adjustment of graduates from various training pathways are not likely to be 

accounted for by differences in their competency beliefs; although the current 

attempt to replicate this differential adjustment across various training pathways 

was met with mixed results. In turn, it was suggested that further research 

examining the transitional outcomes of graduates from different training pathways 

is needed, and that such research efforts are likely to benefit from a consideration 

of other explanations of these differences, in addition to a consideration of the role 

of perceived competency.   

Lastly, this chapter provided evidence to suggest that teaching self-

efficacy, perceived competency and university training may be important in 

understanding the development of transitional difficulties, such as burnout and 

turnover intentions. In particular, perceived competency and teaching self-efficacy 

were both found to be significantly related to various symptoms of burnout across 
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the transition to teaching, implying that these variables are likely to be important 

in the development of interventions aimed at facilitating graduate adjustment to 

the workplace. The subsequent studies in this thesis will continue this 

investigation and will examine the role of perceived competency, teaching self-

efficacy, and university training pathways in the prediction of transitional 

difficulties during the first year of employment. In addition, differences between 

primary and secondary teachers as they adjust to the workplace will be considered 

and alternative explanations of the differential adjustment of graduates from 

various training pathways will be explored.    
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CHAPTER 5  

STUDY 2: PREDICTING NEWLY QUALIFIED TEACHERS‟ ADJUSTMENT 

TO THE WORKPLACE: AN EXAMINATION OF THE ROLE OF 

PERCIEVED COMPETENCY, TEACHING SELF-EFFICACY, CAREER 

COMMITMENT AND EXPECTATIONS IN THE DEVELOPMENT OF 

BURNOUT AND TURNOVER INTENTIONS. 

 

This thesis aims to explore the notion of graduate preparedness for the 

transition to teaching, and to identify a set of skills and personal resources that 

may prevent the development of transitional difficulties during the first year of 

employment. The literature review, presented in Chapter 2, identified a number of 

skills and personal resources that may facilitate graduate teachers‟ adjustment to 

the work environment, and the first study, presented in two parts across Chapters 

3 and 4, explored the extent to which pre-service teachers could be assumed to 

possess these personal resources prior to graduation. Studies 1a and 1b also 

considered the extent to which these resources may change across the transition to 

the workplace. The current study aims to continue this investigation by further 

examining the role of perceived competency, teaching self-efficacy, career 

commitment and graduate expectations regarding the rewards and challenges 

associated with teaching in adjustment to the first year of employment. Newly 

qualified teachers are considered and the utility of these variables in predicting the 

development of transitional difficulties is examined. The current discussion begins 
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by briefly revisiting each of the variables identified in the literature review, and 

explored in Studies 1a and 1b, before describing the current study in more detail. 

Perceived Competency 

 Perceived competency was identified as the first variable of interest in this 

research thesis. It was argued that a teaching graduate‟s confidence in his/her 

ability to meet the specific requirements of the teaching role was likely to 

contribute to Demands-Abilities Fit and, therefore, to adjustment to the 

workplace. Conversely, a lack of confidence in respect of teaching ability was 

argued to contribute to misfit and the development of transitional difficulties. 

Further to this, the literature reviewed in Chapter 2 suggested that, prior to 

entering the workplace, graduate teachers may be likely to overestimate their 

competency, and that this overconfidence may exacerbate the graduates‟ tendency 

to doubt their capabilities during the first year of employment, thus contributing to 

the development of transitional difficulties (Friedman, 2000; Graham & 

McKenzie, 1995; Mulholland & Wallace, 2001; Weinstein, 1988). Consistent 

with this, Study 1a found that pre-service teachers reported significantly higher 

levels of perceived competency than newly qualified teachers. Although the 

results of Study 1b did not support this hypothesis, and no change in the 

competency beliefs of graduate teachers was found across the transition to the 

workplace, it was argued that the reasonably small sample size may have 

contributed to this non-significant result. Therefore it was concluded that 

perceived competency may play an important role in the transition to teaching and 

is worthy of further investigation.   

Study 1b then reported a significant relationship between a reduced sense 

of competency during the first year of employment and the development of both 
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emotional exhaustion and cynicism, consistent with the hypothesis that a strong 

sense of competency may be important in preventing the development of 

transitional difficulties. Importantly however, the small number of participants in 

Study 1b, along with the purely correlational nature of the analyses, suggests that 

these findings should be interpreted with caution and are in need of replication. 

Consequently, the current study aims to further investigate the role of perceived 

competency in this transition by examining the relationships between graduates‟ 

competency beliefs and the transitional outcome variables of burnout and turnover 

intentions, amongst a larger sample of newly qualified teachers. In addition, these 

relationships will be examined in the presence of the other skills and personal 

resources thought to contribute to graduate preparedness, thus facilitating an 

assessment of the relative importance of perceived competency as a predictor of 

transitional outcomes. It is expected that perceived competency will be negatively 

related to emotional exhaustion, cynicism and turnover intentions, and positively 

related to professional efficacy, consistent with the research findings of Study 1b, 

and with the work of Burke et al. (1996) and Friedman (2000).  

Teaching Self-Efficacy 

 Next, Chapter 2 identified teaching self-efficacy as a personal resource 

that may assist graduates to meet demands of the school environment that extend 

beyond specific role requirements, and thus, prevent the onset of transitional 

difficulties (Gordon & Debus, 2002; Shachar & Shmuelevitz, 1997; Tschannen-

Moran & Hoy, 2001). Indeed, it was noted that several researchers have linked 

teaching self-efficacy to the amelioration of burnout (Brouwers, et al., 2001; 

Brouwers & Tomic, 2000; Fives, et al., 2007; Tsouloupas, et al., 2010). The first 

study in this thesis explored the self-efficacy beliefs of pre-service teachers prior 
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to their graduation and considered how this variable may change across the 

transition to teaching. It was found that primary and secondary teachers differed 

significantly, both in terms of the amount of self-efficacy reported, and in terms of 

the differences in self-efficacy between the pre-service and newly qualified 

teacher groups. For the secondary teachers, the first year of employment was 

associated with lower levels of teaching self-efficacy, as compared with the pre-

service teacher group; while for the primary teachers, participants in their first 

year of employment reported the same or higher levels of self-efficacy than the 

pre-service teachers. These findings were interpreted as suggesting that there may 

be important differences in the way primary and secondary teachers experience 

the transition to the workplace and that these differences may have significant 

implications for the way in which graduate adjustment to the teaching role should 

be facilitated. Study 1b then replicated the above differences in the self-efficacy 

beliefs of primary and secondary teachers, such that, the reduction in teaching 

self-efficacy across the first year of employment was greater for the secondary 

teachers, and reached significance; while the change in self-efficacy for the 

primary teachers was notably smaller and only approached significance. In doing 

so, Study 1b provided further evidence of the importance of future investigations 

of the differences between primary and secondary teachers.  

Study 1b also found a number of significant relationships between 

teaching self-efficacy and various transitional outcome variables. For instance, a 

strong sense of efficacy prior to graduation, and once in the workplace, predicted 

higher professional efficacy during the first year of employment. Similarly, the 

relationship between self-efficacy at Time 2 and the intention to leave the school 

approached significance. In this way, these results provided evidence of the likely 
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importance of teaching self-efficacy in the prediction of transitional difficulties 

and implied that the possible reductions in self-efficacy experienced by secondary 

teachers may have significant implications for their transitional outcomes. 

 Consequently, the current study aims to investigate the role of teaching 

self-efficacy in adjustment to the workplace by exploring the extent to which this 

variable may predict transitional difficulties, as well as by examining whether this 

variable may differ in the way it impacts on the adjustment of primary and 

secondary teachers. First, this study attempts to replicate the above differences in 

teaching self-efficacy between newly qualified primary and secondary teachers. 

Next, this study tests the relationship between teaching self-efficacy and the 

outcome variables of burnout and turnover intentions in the presence of the other 

variables thought to contribute to graduate preparedness. It is expected that the 

primary teachers, on average, will report higher levels of teaching self-efficacy 

than the secondary teachers. In addition, it is anticipated that teaching self-

efficacy will be negatively related to emotional exhaustion, cynicism and turnover 

intentions, and positively related to professional efficacy. 

Career Choice: Reward Expectations 

 Chapter 2 also considered variables that are likely to contribute to a 

graduate‟s ability to select an appropriate workplace environment and, thus, 

achieve Supplies-Values Fit. In the first instance, this led to a consideration of the 

assumptions that are likely to underpin a graduate‟s career choice, and the impact 

of these assumptions on the individual‟s ability to adjust to the workplace. That is, 

the reviewed literature suggested that the expectations graduates form about the 

benefits of their future careers may not always be accurate and that this 

discrepancy between the expected and actual workplace supplies may be an 
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important source of transitional difficulties (Early & Winton, 2001; Goddard & 

O'Brien, 2003b; Goodwin & O'Connor, 2003; Graham & McKenzie, 1995; 

Perrone & Vickers, 2003; Weinstein, 1988).  

 Study 1a examined the assumptions that seemed to underpin pre-service 

teachers‟ career choices in terms of likely workplace supplies. As expected, the 

majority of participants explicitly described the intrinsic and extrinsic rewards 

they hoped to receive as the reasons behind their decisions to teach; suggesting 

that assumptions regarding workplace supplies may, indeed, be an important 

factor in this transition. A wide variety of rewards were listed, such as, the fun and 

enjoyable nature of the work, the opportunity to work with children, being able to 

remain in the school environment, working with subject matter of particular 

interest to the individual, the sense of satisfaction associated with helping 

someone, job security, flexible working hours, good money and a belief that it 

will be easy to find employment. Although none of these supplies could be 

described as exceedingly difficult to obtain in a teaching career, it is noted that 

Study 1a did not allow for a direct assessment of how realistic the graduates‟ 

expectations were and if those expectations did, in fact, impact on the transitional 

outcomes of the participants.  

 As a result, Study 2 examines the impact of the aforementioned 

assumptions regarding workplace supplies on transitional outcomes. A measure of 

graduate reward expectations is designed, based on the findings from Study 1a, 

and used to assess the extent to which newly qualified teachers‟ experiences of 

workplace supplies differed from their expectations. In turn, this study examines 

the utility of this anticipated discrepancy between expected and actual teaching 

rewards in predicting transitional outcomes in the first year of employment. It is 
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predicted that this discrepancy between expected and actual workplace supplies 

will be significantly related to transitional outcomes such that, graduates who 

experience fewer rewards than they had expected will also experience higher 

levels of emotional exhaustion, cynicism and turnover intentions, and lower levels 

of professional efficacy.  

Career Choice: Career Commitment 

Chapter 2 then considered the impact of graduates‟ sense of attachment to 

their chosen careers on their ability to achieve Supplies-Values Fit and, thus, 

adjust to the workplace. It was argued that some graduates may attribute a certain 

amount of importance to their career choices given that they have spent around 

four years at university in pursuit of those careers (Goodwin & O'Connor, 2003). 

Consequently, it was suggested that graduates may be strongly invested in their 

own success during first year of employment and as a result, may find the 

consequences of an inappropriate career choice to be more distressing. Chapter 2 

then presented some preliminary evidence to suggest that the amount of 

importance graduates attach to their chosen careers, as well as the amount of 

effort they expend seeking those careers, may impact on their ability to make the 

transition to full-time employment. Goodwin and O‟Connor (2003) for instance, 

discussed data collected by Elias in the early 1960s and argued that individuals 

who attached little importance to their careers experienced very few transitional 

difficulties and would simply move on if a job became unsatisfactory in any way. 

Conversely, those individuals who attached a strong degree of importance to their 

careers were described as being less able to change jobs if they found their roles 

to be less than satisfying and, in this way, would be more likely to be distressed 
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by a workplace that failed to live up to expectations, and, thus, more prone to the 

development of transitional problems (Goodwin & O'Connor, 2003).  

Based on the literature described above, Chapter 3 presented a qualitative 

analysis of the career choices of a sample of pre-service teachers, including a 

consideration of the extent to which the participants had developed a sense of 

commitment to teaching prior to graduation. Although there was a considerable 

degree of variation in the participants‟ responses, the majority of pre-service 

teachers in Study 1a could be described as having developed some sense of 

attachment to their future roles and it was argued that career commitment may be 

relevant to graduate preparedness for the transition to teaching. Consistent with 

this, career commitment was included as a variable of interest in this research 

thesis and the current study aims to examine the extent to which a strong sense of 

career commitment may predict the development of transitional outcomes during 

the first year of employment.  

In considering the operationalisation of career commitment in this study, it 

is noted that Study 1a found three key components of the participants‟ attachment 

to teaching. Firstly, for the strongly committed participants, teaching seemed to 

reflect their sense of who they were as individuals, or who they aspired to be. 

Secondly, teaching seemed to be a long-term goal and they indicated that they had 

been planning for their careers for quite some time. Lastly, these strongly 

committed participants seemed to be prepared to persist in their efforts to become 

teachers, even in the face of significant obstacles. In this way, a clear personal 

identification with the teaching role, well-established goal-directed behaviour in 

relation to teaching, and a tendency to persist in the achievement of a teaching 

career, may indicate a strong degree of career commitment amongst pre-service 
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teachers. Interestingly, a subsequent review of career commitment literature, 

based on these findings, revealed important similarities between the results of 

Study 1a and the dimensions of London‟s (1983) Theory of Career Motivation.   

London‟s (1983) Theory of Career Motivation identified three individual-

level dimensions thought to contribute to career commitment. The first, Career 

Identity, is defined as “how central one‟s career is to one‟s identity” (p. 621), and 

is consistent with the finding from Study 1a that strongly committed participants 

chose a career in teaching because it reflected something about who they were as 

individuals, or who they aspired to be. The second dimension, Career Insight, 

refers to the individual‟s goal-setting behaviour as it relates to their career 

progression, and seems to overlap with the second indicator of career commitment 

identified in Study 1a: the notion that teaching was a long-term goal for the 

strongly committed participants. Lastly, the third dimension identified by London 

(1983) was Career Resilience. Defined as “a person‟s resistance to career 

disruption in a less than optimal environment” (p. 621), Career Resilience again 

seems to be conceptually consistent with the results of Study 1a and reflects the 

finding that the strongly committed participants were prepared to be quite 

persistent in the achievement of their career goals.  

Of further relevance to the current discussion, then, is Carson and 

Bedeian‟s (1994) three-factor Career Commitment Measure, based on London‟s 

(1983) Theory of Career Motivation. These researchers developed and tested a 12-

item measure of career commitment, designed to capture the above three 

dimensions of Career Identity, Career Insight (called Career Planning in this 

measure) and Career Resilience. Factor analysis supported the three-factor 

structure of this measure and the researchers were able to provide some 
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preliminary evidence of the measure‟s reliability, discriminant validity and 

construct validity. Consequently, this measure was selected for use in this study 

and is argued to allow further investigation of the role of each dimension of career 

commitment, as identified in Study 1a, in the transition to teaching. More 

specifically, this study aims to examine the relationship between career identity, 

career planning and career resilience, and the transitional outcomes of burnout and 

turnover intentions. Consistent with the work of Goodwin and O‟Connor (2003), 

it is anticipated that that high levels of career identity, career planning and career 

resilience will be associated with higher levels of emotional exhaustion, cynicism 

and turnover intentions, and lower levels of professional efficacy.  

Challenge Expectations 

 The final variable to be considered by the current discussion relates to 

graduate teachers‟ expectations of the challenges they are likely to face in the 

workplace. As described in Chapter 2, graduates tend to form unrealistically 

optimistic expectations and these expectations may lead to the development of 

transitional difficulties as the graduates adjust to the (often disappointing) reality 

of their work environments (Early & Winton, 2001; Friedman, 2000; Goddard & 

O'Brien, 2003b; Goodwin & O'Connor, 2003; Graham & McKenzie, 1995; 

Mulholland & Wallace, 2001; Perrone & Vickers, 2003; Weinstein, 1988). In 

particular, previous research has suggested that pre-service teachers may be 

underestimating the degree of difficulty they are likely to experience during the 

first year of employment, despite having spent time in the workplace as part of the 

practicum component of their education degrees (Weinstein, 1988).  

 Consequently, Study 1a examined pre-service teachers‟ expectations of the 

difficulties they were likely to face in the workplace. The participants listed a 
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range of challenges they expected to experience during the first year of 

employment, including managing an immense workload, creating positive and 

engaging learning environments, demonstrating their competence, and managing 

„normal‟ negative student behaviour. On the whole, the range of responses 

provided by the participants seemed to capture the most significant difficulties 

faced by teachers (see Cains & Brown, 1996, 1998; Cowley, 2003), and indicated 

that the pre-service teachers had developed some understanding of the challenges 

they were likely to experience. Conversely, very few participants commented on 

their ability to manage “non-normal” student issues, adapt to the workplace 

environment, and build effective relationships with stakeholders. It was noted that 

previous research found these challenges to be among the most severe stressors 

reported by newly qualified teachers (Cains & Brown, 1996, 1998), and it was 

suggested that some of the pre-service teachers in Study 1a may have 

underestimated the importance of these challenges and, as a result, may have been 

more prone to the development of transitional difficulties. Because Study 1a did 

not directly assess the participants‟ beliefs regarding the importance of these 

challenges, nor did it examine the relationship between these expectations and 

transitional outcomes, further research is needed to understand the role of 

graduate expectations in the transition to teaching.  

  As a result, the current study continues this investigation. A measure of 

graduate challenge expectations is designed, based on the results of Study 1a, and 

used to assess the extent to which newly qualified teachers find the teaching role 

to be more or less challenging than expected. This study then examines the utility 

of the discrepancy between the expected and actual difficulty of the teaching role 

in predicting transitional outcomes during the first year of employment. It is 



128 

 

expected that, overall, the participants will find the first year of teaching to be 

more challenging than expected, consistent with previous research (Weinstein, 

1988). In addition, it is anticipated that this discrepancy between expected and 

actual role difficulty will be significantly related to transitional outcomes such 

that, those graduates who indicate that teaching was more challenging than 

expected will report higher levels of emotional exhaustion, cynicism and turnover 

intentions, and lower levels of professional efficacy. 

 Current Study  

In summary, the current study focuses on newly qualified teachers, and 

aims to examine the relationships between perceived competency, teaching self-

efficacy, career commitment, reward expectations, challenge expectations and the 

development of transitional difficulties during the first year of employment. In 

addition, this study will examine the relative utility of each of these personal 

resources in predicting transitional outcomes by testing the two hypothetical 

models indicated below (Figures 5.1 and 5.2). Using structural equation 

modelling, this study will also examine possible differences in the prediction of 

transitional outcomes between primary and secondary teachers, and will test 

whether the same model of transitional difficulties can be applied to both of these 

groups. The experience of greater-than-expected challenges in the workplace and 

a strong sense of career commitment are hypothesised to predict higher levels of 

burnout and turnover intentions; while the experience of greater-than-expected 

rewards in the workplace, a strong sense of competency and high teaching self-

efficacy are hypothesised to predict lower levels of burnout and turnover 

intentions. 
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Hypothetical Models 
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Figure 5.1  

Hypothetical model predicting burnout during the first year of employment 
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Figure 5.2 

Hypothetical model predicting turnover intentions during the first year of 

employment 
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Method 

Participants 

Participants were 313 newly qualified primary and secondary teachers 

working in public schools across Queensland (see Appendix E for an explanation 

of the relationships between the datasets used across the studies in this thesis). 

Twenty eight participants were excluded from the final analyses because they did 

not provide information about their teaching specialisation (primary or secondary) 

or because they were not from the population of interest (LOTE, Special 

Education or Early Childhood Teachers). One additional participant had been 

teaching for longer than two years and was also excluded from the analyses (final 

N = 284).  

Of the remaining participants, 147 were primary school teachers and 137 

were secondary school teachers. They worked an average of 48.06 hours per week 

including preparation and marking time (SD = 9.47) and the majority of 

participants were employed on a full-time basis (N = 272, part-time N = 11, 

unstated N = 1). They had been teaching for approximately one year (M = 11.16 

months, SD = 8.05, Mode = 8 months) and the majority worked in regional 

schools (N = 142, metropolitan N = 128, unstated N = 14). The mean age was 

26.96 years (SD = 6.78) and 81% of participants were female (N = 231, male N = 

50, unstated N = 3). Information regarding the university training undertaken by 

the participants is presented in Table 5.1. 

Materials 

Newly Qualified Teacher Survey  

This survey consisted of 16 sections examining various demographic 

characteristics, predictors of Demands-Abilities Fit, predictors of Supplies-Values 
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Fit and transitional outcome variables. A copy of this survey can be found in 

Appendix B and only those scales relevant to the current study will be described 

here.  

Table 5.1 

Participant demographic information regarding university training  

 Frequency 

University Attended  

University of Queensland 33 (11.6%) 

Griffith University 50 (17.6%) 

Queensland University of Technology 115 (40.5%) 

Regional Queensland Universities (USQ, JCU, CQU) 73 (25.7%) 

Interstate Universities (Monash, Uni of Newcastle, UWS, 

ACU, UNE, CDU, CSU) 

13 (4.6%) 

Training Pathway  

Undergraduate Qualified (B.Ed only) 145 (51.1%) 

Dual Degree (B.Sc/B.Ed, B.A./B.Ed, etc) 56 (19.7%) 

Graduate Entry (Bachelor degree plus a B.Ed Graduate Entry) 71 (25%) 

Postgraduate Qualified (B.Ed plus Hons Ed, Masters Ed or 

PhD Ed) 

12 (4.2%) 

Demographics: Participants were asked a series of questions regarding 

their current employment, including whether they were working as a primary or 

secondary teacher, whether they were employed on a full-time or part-time basis, 

whether they were working in a regional or metropolitan school, how many hours 

they worked each week, including preparation time at home, and the type of 

orientation or induction program provided by their schools. Participants were also 

asked to indicate how long they had been working as a teacher and to provide 

details of their age, gender and any qualifications they had completed. 
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Predictors of Demands-Abilities Fit 

Perceived Competency: The 10 items from the Self-Reported Competency 

Scale, as described in Study 1a, were presented and the participants were asked to 

rate on a seven-point Likert scale to what extent they felt prepared to address each 

standard (1 = not at all prepared, 7 = extremely well prepared). Principal 

Components Analysis revealed a single-factor solution, accounting for 56% of the 

variance in participant responses, with an eigenvalue of 5.56. Factor loadings 

ranged between 0.65 and 0.83 for all 12 items, and Cronbach‟s Alpha indicated 

strong reliability for this scale (α = 0.91). 

 Teaching Self-Efficacy: Teaching Self-Efficacy was again measured using 

the Teaching Self-Efficacy Scale - Short Form (Tschannen-Moran & Hoy, 2001). 

Participants were asked to indicate to what extent they felt confident that they 

could accomplish various tasks associated with Instructional Strategies, 

Classroom Management and Student Engagement on a seven-point Likert scale (1 

= not at all, 7 = a great deal). Cronbach‟s Alpha indicated strong reliability for 

each of the three subscales (Student Engagement = 0.87, Classroom Management 

= 0.92, Instructional Strategies = 0.76). 

Predictors of Supplies-Values Fit 

 Challenge Expectations: The participants‟ expectations regarding the 

challenges associated with the teaching role were assessed using the Self-Reported 

Challenge Expectations Scale. Nine challenges common to teaching were taken 

from the results of the qualitative analyses in Study 1a and from the literature (for 

example, Cains & Brown, 1996, 1998b; Cowley, 2003; Education Queensland, 

2002; Mackel, 2002). The participants were asked to indicate on a seven-point 

Likert scale whether they had found each issue to be more or less challenging than 
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they were expecting and to what extent (1 = much less challenging, 4 = about the 

same, 7 = much more challenging). Items were designed to capture the most 

frequently mentioned challenges from Study 1a (for example “create fun and 

enjoyable lessons”, “deal with problem behaviour effectively”, “present subject 

matter that connects with the students‟ lives and interests”, “change lessons in 

response to students‟ needs”, “write a lesson plan” and “manage classroom 

behaviour in general”) as well as the least frequently mentioned, but potentially 

important, challenges such as “assist students with special needs”, “build working 

relationships with other school staff” and “build working relationships with 

parents”.  

A Principal Components Analysis, with varimax rotation, revealed a three-

factor solution and accounted for 68% of the variance in participant responses. 

The factor structure of this model was somewhat indistinct, however, with two 

items loading moderately on all three factors (“present subject matter that 

connects with the students‟ lives and interests” and “change lessons in response to 

student needs”). Direct Oblimin rotation improved the factor structure somewhat 

but still resulted in an indistinct model (both items now loaded moderately on two 

factors). Following this, the analysis was performed again, with the solution 

restricted to a single factor. This solution accounted for 39% of the variance in 

participant responses and had an eigenvalue of 3.54.  All items loaded highly on 

this factor (factor loadings ranged between 0.52 and 0.73) with the exception of 

“write a lesson plan” which had a factor loading of 0.39. In addition, Cronbach‟s 

Alpha indicated strong reliability (α = 0.80), and therefore the single-factor 

solution was retained. 
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 Career Commitment: The Career Commitment Measure (CCM) as 

developed by Carson and Bedeian (1994) was used to assess the participants‟ 

commitment to their careers. This scale consists of 12 items describing the 

personal significance of an individual‟s career and asks the participants to rate on 

a seven-point Likert scale the extent to which they agree or disagree with each 

statement (1 = strongly disagree, 7 = strongly agree). The items were modified 

slightly to refer specifically to teaching. The words “my line of work/career” were 

substituted with “teaching” in all 12 items. Examples of modified items include 

“teaching is an important part of who I am” and “the costs associated with 

teaching sometimes seem too great”. Cronbach‟s Alpha indicated strong reliability 

for each subscale (Career Identity = 0.86, Career Resilience = 0.88, Career 

Planning = 0.79). 

Rewards: the Teaching Rewards Scale was developed to provide a 

measure of how the participant‟s experiences of the rewards associated with 

teaching had compared with their expectations. The scale consists of 10 

statements reflecting the possible intrinsic and extrinsic rewards one might expect 

to receive as a teacher, which were taken from the results of the qualitative 

analysis in Study 1a. The participants were asked to indicate whether their 

experience as a teacher had been more or less rewarding than they were expecting 

(1 = much less rewarding, 4 = much the same and 7 = much more rewarding). 

Example items included “working with children”, “job security” and “being able 

to work with a particular subject or topic you find interesting”.  

A Principal Components Analysis, with varimax rotation, revealed a three-

factor solution and accounted for 64% of the variance in participant responses. 

The factor structure of this model was somewhat indistinct however with four 
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items loading moderately on two factors (“salary”, “being able to work with a 

particular subject or topic you find interesting”, “dynamic and challenging nature 

of the teaching profession – not an office job” and “familiarity of the school 

environment”). Direct Oblimin rotation improved the factor structure somewhat 

but still resulted in an indistinct model (the four items now loaded weakly to 

moderately on two factors). Inspection of the scree plot suggested that a two-

factor solution may be appropriate and this was confirmed by the low eigenvalue 

of the third factor (1.07). Therefore, the analysis was performed again, with the 

solution restricted to two factors.  

This two-factor solution accounted for 53% of the variance in participant 

responses. Six items describing intrinsic rewards loaded substantially on the first 

factor (item loadings ranged between 0.58 and 0.81), while three items describing 

extrinsic rewards loaded substantially on the second factor (item loadings ranged 

between 0.56 and 0.81). One item, “hours of employment”, did not load 

substantially on either of the factors and was subsequently excluded from further 

analysis. Following this, “working with children”, “having a noticeable impact on 

the learning and development of students”, “making a difference in the lives of 

disadvantaged children”, “being able to work with a particular subject or topic 

you find interesting”, “the dynamic and challenging nature of the teaching 

profession” and “the familiarity of the school environment” were combined to 

form the intrinsic rewards scale, while “easy to find employment”, “job security”, 

and “salary” were combined to form the extrinsic rewards scale. Cronbach‟s 

Alpha was within acceptable limits for both of these scales, albeit only marginally 

for the extrinsic rewards expectations scale (Intrinsic Rewards α = 0.86, Extrinsic 

Rewards α = 0.57). 
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Transitional Outcomes 

 Burnout: The General Form of the Maslach Burnout Inventory 3
rd

 Edition 

(Maslach, et al., 1996) was used to measure Burnout. This scale consists of 15 

items measuring Emotional Exhaustion, Professional Efficacy and Cynicism on a 

seven-point Likert scale (0 = never, 6 = every day). Example items include: “I feel 

used up at the end of the day”, “I can effectively solve problems that arise”, and “I 

have become more cynical about whether I am contributing anything”. 

Cronbach‟s Alpha indicated strong reliability for each subscale (Emotional 

Exhaustion = 0.91, Professional Efficacy = 0.89, Cynicism = 0.88). 

Turnover Intentions: Three items were used to measure Turnover 

Intentions. Participants were asked to indicate to what extent they agreed or 

disagreed with the statement “For some time now I have been seriously 

considering leaving my school/Education Queensland/teaching” (1 = strongly 

disagree, 7 = strongly agree). Each item was considered separately. 

Procedure 

Data for this study were collected over a period of two years. In 2005 and 

2006 Education Queensland was approached for assistance in contacting newly 

qualified teachers. To protect the privacy of the participants, the researchers were 

supplied with a list of schools in Queensland that had employed newly qualified 

teachers in those years but no information about the teachers themselves. The 

Newly Qualified Teacher Surveys were posted to the Principals of these schools 

with a letter explaining the study, a copy of Education Queensland‟s ethical 

approval and a request for the surveys to be distributed to first year out teachers. 

Included with the surveys were reply paid envelopes for their return, and a URL 

that could be used to complete the survey online should the participants wish to do 
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so. Only 18 participants across the two years elected to complete the survey 

online. Importantly, Independent Samples t-Tests revealed no significant 

differences on any of the variables measured in this study between participants 

from 2005 or 2006, nor between participants who had completed the paper and 

pencil and online versions of the questionnaires and therefore, the data were 

collapsed across these groups.  

 In 2005, 1408 surveys were sent to a total of 580 schools. Two hundred 

and one completed surveys were returned, which represents a response rate of 

14.3%. This could be considered quite poor; however the administration of the 

surveys (mailed to Principals who could choose to forward them on to the newly 

qualified teachers) makes it difficult to ascertain how many of the surveys were 

received by newly qualified teachers. Also, the researchers were contacted by a 

number of Principals and were told that there were no newly qualified teachers at 

the school. There were many reasons for this: in some instances the records 

provided by Education Queensland were inaccurate, in others the newly qualified 

teacher(s) had left the school during their first year and, in some instances, the 

newly qualified teacher(s) had never taken up the position. Therefore, this 

response rate may not be an accurate reflection of actual participation in this 

study. 

 Nonetheless, in an attempt to improve the response rate, the researcher 

introduced a prize draw in 2006. The questionnaires included a detachable consent 

form that allowed the participants to enter themselves into a draw for an 

accommodation voucher valued at $270. In 2006, 426 surveys were sent to a total 

of 269 schools. One hundred and twelve completed surveys were returned, which 

represents a response rate of 26.3%.  
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Results 

Data Screening 

Scale scores were calculated by averaging responses across relevant items 

where participants were missing data for less than 25% of the scale. In cases 

where 25% or more of the items in a scale were missing for a given participant, a 

scale score was not calculated and the participant was treated as having missing 

data for that variable. Perceived competency, teaching self-efficacy, challenge 

expectations, career commitment, reward expectations, turnover intentions, and 

burnout were then examined for accuracy of data entry, for missing values and for 

violations of the assumptions of Structural Equation Modelling. A number of 

variables were found to have missing values, but in each instance, the proportion 

of missing data did not exceed five percent of cases (career identity, career 

resilience, career planning, extrinsic rewards, teaching self-efficacy for 

instructional strategies, teaching self-efficacy for student engagement, emotional 

exhaustion, professional efficacy and cynicism). Although maximum likelihood 

estimation with missing values in Amos, is generally regarded as the preferred 

method for handling incomplete datasets in Structural Equation Modelling (see 

Arbuckle, 1995 - 2009; Kline, 2010), it was decided to, instead, impute the 

missing values in this study using regression-based imputation. This was done to 

allow the calculation of residual moments and modification indices, which were 

used to guide model re-specification. This decision is further justified by the 

suggestion that where values are randomly missing from less than five percent of 

cases, most procedures for handling missing data will yield similar results 

(Tabachnick & Fidell, 2011).  
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Next, an examination of the variables‟ distributions revealed that cynicism 

was positively skewed, and this variable was, therefore, logarithmically 

transformed. Conversely, career identity, career planning, intrinsic reward 

expectations, challenge expectations, teaching self-efficacy for student 

engagement, teaching self-efficacy for classroom management and professional 

efficacy were all negatively skewed, and were reverse scored before being 

logarithmically transformed. Importantly, the final models in this study were 

tested a second time using the untransformed data. Although the model fit was 

acceptable using the untransformed data, there were some differences in the 

parameter estimates and, therefore, the analyses based on transformed data will be 

reported here. 

 The distribution of responses on the turnover intentions items deviated 

quite substantially from normal. For each item, the majority of responses fell at 

the lowest extreme, indicating that most participants were not considering leaving 

their schools, Education Queensland or the teaching profession. Therefore, these 

items were converted into dichotomous variables by grouping participants into 

those who reported no turnover intentions and those who indicated that they had 

considered leaving their schools / Education Queensland / the profession to some 

degree. Logistic Regression was then used to test the relationships between each 

of the predictor variables and the turnover intentions of the participants.  

Descriptive Statistics: Total Sample 

Descriptive statistics and correlations among the variables in this study are 

presented in Table 5.2. As can be seen, the newly qualified teachers appeared to 

be experiencing some degree of difficulty with the transition to the workplace. For 

example, as compared with the general population norms defined by Maslach et al  
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Table 5.2  

Descriptive statistics and correlations among predictors of Demands-Abilities Fit, predictors of Supplies-Values Fit and Burnout 

   Mean SD C IS CM SE CE CI CR CP IR ER EE PE 

Predictors of Demands-Abilities 
Fit 

     
         

 Competency (C) 4.22 1.06             

Teaching Self-Efficacy               

 Instructional Strategies (IS) 5.12 0.77 0.36***            

 Classroom Management (CM) 5.17 1.03 0.25*** 0.49***           

 Student Engagement (SE) 4.70 1.01 0.38*** 0.45*** 0.61***          

Predictors of Supplies-Values Fit               

 Challenge Expectations (CE) 4.43 0.82 -0.30*** -0.31*** -0.29*** -0.23***         

Career Commitment               

 Career Identity (CI) 5.78 1.00 0.23*** 0.30*** 0.30*** 0.40*** -0.19**        

 Career Resilience (CR) 4.01 1.60 0.21*** 0.27*** 0.35*** 0.37*** -0.35*** 0.41***       

 Career Planning (CP) 5.24 1.18 0.27*** 0.35*** 0.29*** 0.29*** -0.21*** 0.31*** 0.34***      

 Reward Expectations               

 Intrinsic Rewards (IR) 4.95 1.05 0.33*** 0.34*** 0.35*** 0.49*** -0.30*** 0.52*** 0.48*** 0.34***     

 Extrinsic Rewards (ER) 4.11 1.24 0.15* 0.17** 0.03 0.03 -0.16** 0.14* 0.22*** 0.08 0.23***    

Transitional Outcomes 

Burnout               

 Emotional Exhaustion (EE) 18.92 6.81 -0.12* -0.29*** -0.34*** -0.30*** 0.30*** -0.31*** -0.56*** -0.17** -0.34*** -0.13*   

 Professional Efficacy (PE) 29.47 4.35 0.30*** 0.50*** 0.48*** 0.42*** -0.31*** 0.40*** 0.39*** 0.41*** 0.47*** 0.11 -0.36***  

 Cynicism (Cy) 12.13 6.68 -0.09 -0.31*** -0.38*** -0.34*** 0.28*** -0.36*** -0.65*** -0.34*** -0.47*** -0.16** 0.67*** -0.48*** 

   *  
Indicates significance at p < .05;  **  

Indicates significance at p < .01;  
***  

Indicates significance at p < .001 
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(1996), the participants in this study reported „high‟ levels of emotional 

exhaustion (moderate defined as: 10.05 – 15.95) and cynicism (moderate defined 

as: 5.05 – 10.95), and „moderate‟ levels of professional efficacy (moderate 

defined as: 24.06 – 29.94), indicating that these newly qualified teachers were 

experiencing symptoms of burnout less than 12 months into their careers. In 

addition, inspection of frequency data for turnover intentions revealed a high 

proportion of participants reporting some degree of turnover intention during their 

first year of employment. That is, 44.9% of participants indicated that they had 

considered leaving their schools to some extent, while 41.4% had considered 

leaving Education Queensland and 32.6% had considered leaving the profession. 

Taken together, these results seem to indicate that a range of reasonably serious 

transitional difficulties were being experienced by the newly qualified teachers 

during their first year of employment.    

Next, further inspection of the information presented in Table 5.2 revealed 

evidence of the association between each predictor of person-environment fit and 

symptoms of burnout. For instance, there were weak-to-moderate correlations 

between each predictor of Demands-Abilities Fit and various symptoms of 

burnout. That is, high perceived competency was associated with lower levels of 

emotional exhaustion, and with higher levels professional efficacy; while high 

scores across all three teaching self-efficacy subscales were associated with low 

emotional exhaustion and cynicism, and high professional efficacy. Similarly, 

higher values on the career identity and career planning subscales were weakly-to-

moderately associated with lower levels of burnout (i.e. less emotional exhaustion 

and cynicism and more professional efficacy); while the correlation matrix 

suggested that high career resilience was moderately-to-strongly associated with 
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low emotional exhaustion and cynicism, and moderately associated with high 

professional efficacy. Lastly, consideration of the participants‟ expectations of the 

teaching role revealed that, the experience of greater than expected role challenges 

was moderately associated with higher burnout (higher emotional exhaustion, 

higher cynicism and lower professional efficacy); while the experience of greater 

than expected intrinsic rewards was moderately associated with lower burnout and 

the experience of greater than expected extrinsic rewards was significantly but 

weakly associated with lower emotional exhaustion and cynicism. 

Inspection of the intercorrelations among the independent variables 

revealed weak-to-moderate relationships between each pair of predictors, with the 

exception of extrinsic reward expectations, which was not correlated with 

teaching self-efficacy for classroom management and student engagement, or with 

career planning. In addition, it is noted that the intrinsic rewards scale was 

correlated relatively strongly with career identity, career resilience and teaching 

self-efficacy for student engagement. Further data screening, using the diagnostic 

statistics available in SPSS Regression, revealed evidence of multicollinearity 

between the intrinsic rewards scale and career identity. As a result, the intrinsic 

rewards scale was excluded from further analysis. It is also noted that there were 

moderately high correlations between the teaching self-efficacy for student 

engagement subscale and career identity. No further evidence of multicollinearity 

was found, however, and therefore, these variables were retained for analysis.  

Descriptive Statistics: Primary and Secondary Teachers 

As described above, this study aimed to further explore possible 

differences between the experiences of primary and secondary teachers as they 

adjust to the workplace. As such, the above descriptive statistics were also 
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examined separately for primary and secondary teachers, and Independent 

Samples t-Tests and Chi-Square Tests were used to test for differences between 

these two groups. The results of these analyses are presented in Tables 5.3 and 5.4 

Table 5.3 

Descriptive statistics and t-Tests examining differences between primary and 

secondary teachers. 

  Primary Secondary    

  Mean SD Mean SD t df p 

Predictors of Demands-Abilities 

Fit 
     

  

 Competency  4.19 1.06 4.26 1.05 -0.59 283 .56 

Teaching Self-Efficacy        

 Instructional Strategies  5.10 0.80 5.15 0.75 -0.51 283 .61 

 Classroom Management  5.44 0.96 4.88 1.03 4.76 283 < .01 

 Student Engagement  5.10 0.86 4.27 0.98 7.69 283 < .01 

Predictors of Supplies-Values Fit        

 Challenge Expectations  4.45 0.85 4.41 0.80 0.39 283 .70 

Career Commitment        

 Career Identity  5.99 0.84 5.56 1.11 3.63 252.03 < .01 

 Career Resilience  4.12 1.55 3.90 1.65 1.16 283 .25 

 Career Planning  5.33 1.11 5.14 1.25 1.30 279 .20 

Reward Expectations        

 Intrinsic Rewards  5.19 0.98 4.69 1.07 4.13 283 < .01 

 Extrinsic Rewards  3.94 1.29 4.30 1.16 -2.43 283 .02 

Transitional Outcomes        

Burnout        

 Emotional Exhaustion  3.83 1.32 3.81 1.39 0.11 283 .91 

 Professional Efficacy  6.03 0.79 5.80 0.85 2.34 283 .02 

 Cynicism  2.26 1.25 2.61 1.39 -2.24 283 .03 

As can be seen, the primary teachers reported significantly higher levels of 

self-efficacy for classroom management and student engagement, as well as 

significantly higher levels of career identity, and more intrinsic rewards relative to 
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expectations. Similarly, the primary teachers appeared to experience better 

transitional outcomes, with significantly lower levels of cynicism and higher 

professional efficacy found amongst this group. Further to this, Chi-Square Tests 

revealed a significant association between teaching specialisation and turnover 

intentions, such that, the secondary teachers were 2.09 times more likely to have 

considered leaving their schools, 2.15 times more likely to have considered 

leaving Education Queensland and 2.00 times more likely to have considered 

leaving teaching. Interestingly, however, the secondary teachers reported having 

experienced greater extrinsic rewards relative to their expectations, as compared 

with the primary teachers. The implications of these differences between primary 

and secondary teachers for the prediction of their transitional outcomes was also 

explored through the use of invariance testing in the analyses for burnout and 

through the examination of possible interactions between teaching specialisation 

and the predictor variables in the analyses for turnover intentions. 

Table 5.4 

Frequencies and chi-square tests examining differences between primary and 

secondary teachers 

 Primary Secondary    

Turnover 

Intentions 
Count %age Oddsyes Count %age Oddsyes Χ

2 
df p 

School          

 Yes 53 36.1 0.57 75 54.3 1.19 9.63 1 < .01 

 No 94 63.9  63 45.7     

Ed. QLD          

 Yes  48 32.7 0.48 70 50.7 1.03 9.58 1 < .01 

 No  99 67.3  68 49.3     

Profession          

 Yes  37 25.2 0.34 56 40.6 0.68 7.69 1 .01 

 No  110 74.8  82 59.4     
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Tests of Hypotheses: Burnout 

Structural Regression with Maximum Likelihood Estimation was then 

used to test the relationship between the predictors of person-environment fit and 

burnout. These relationships were tested in two steps, consistent with the process 

outlined by Kline (2010). The measurement model was evaluated first and, where 

necessary, respecified. The structural regression model was tested in the second 

step. Model fit was evaluated using the Chi-Square goodness of fit statistic, as 

well as the Goodness of Fit Index (GFI), the Comparative Fit Index (CFI), the 

Tucker Lewis Index (TLI) and the Root-Mean-Square Error of Approximation 

(RMSEA). The Model Chi-Square statistic tests the exact-fit hypothesis or 

whether the discrepancies between the population covariances and those predicted 

by the model are greater than could be expected by chance (Arbuckle, 1995 - 

2009; Gucciardi, Jalleh, & Donovan, 2010; Kline, 2010). Small, non-significant 

values of the Chi-Square statistic are considered to indicate good model fit. In 

contrast, the GFI is an absolute fit index that estimates the proportion of 

covariance in the data accounted for by the model, with values above 0.95 

considered to indicate good model fit (Arbuckle, 1995 - 2009; Gucciardi, et al., 

2010; Kline, 2010). The CFI and TLI are incremental fit indices that measure the 

improvement in fit when the model of interest is compared with a more restricted 

baseline model. Again, values above 0.95 on these measures are considered to 

indicate good model fit (Arbuckle, 1995 - 2009; Gucciardi, et al., 2010; Kline, 

2010). Lastly, the RMSEA is a parsimony-adjusted index that corrects for model 

complexity. Values below 0.05 are generally considered indicative of good fit. In 

addition, the confidence interval for this statistic is usually inspected with a lower 



146 

 

bound value of zero and an upper bound value of less than 0.10 considered to 

indicate good fit (Arbuckle, 1995 - 2009; Gucciardi, et al., 2010; Kline, 2010).  

As the first step in these analyses, a fully-latent measurement model was 

specified and tested. Scale totals were used as indicators of perceived competency, 

teaching self-efficacy, challenge expectations, reward expectations, career 

commitment, emotional exhaustion, professional efficacy and cynicism, consistent 

with the suggestion that structural equation models employing scale items as the 

measured variables tend to be unstable (Kline, 2010). Importantly, the use of scale 

totals in this model resulted in several instances where a latent variable would 

have only a single indicator, creating potential problems with model 

identification. These problems were addressed by estimating the error variance 

(calculated as the variance of the indicator multiplied by one minus the reliability 

coefficient) and the regression coefficient associating the measured variable with 

the corresponding latent construct (calculated as the standard deviation of the 

indicator multiplied by the square-root of the reliability coefficient). This 

approach is consistent with the recommendations of Williams and Hazer (1986), 

and is argued to be preferable to estimating these parameters in a more arbitrary 

way or specifying a partially-latent model which assumes no measurement error 

associated with each measured variable. The measurement model tested in this 

step is presented in Figure 5.3, along with the parameter estimates calculated for 

each single-indicator latent variable. 

Model fit for the hypothetical measurement model was, initially, 

somewhat poor (see Table 5.5 for fit statistics). Factor loadings were within 

acceptable limits for each latent variable (ranging between 0.67 and 0.95), but the 

factor loadings for career commitment were noted to be comparatively lower 
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(0.48 for career identity, 0.50 for career planning and 0.70 for career resilience). 

Inspection of the standardised residual covariances revealed a number of residuals 

with an absolute value greater than two. These residuals were between the career 

commitment subscales and the burnout measures of professional efficacy and 

emotional exhaustion, as well as between career planning and career identity. In 

addition to this, the largest modification indices suggested the inclusion of paths 

between the career commitment subscales and the burnout measures. Taken 

together, these results were interpreted as suggesting that the use of a single latent 

variable for career commitment was inappropriate.  

 As a result, the measurement model was respecified to include a three-

factor model of career commitment and a two-factor model (career resilience, plus 

career commitment as measured by career identity and career planning) based on 

the strong factor loading for career resilience and the comparatively weaker factor 

loadings for career identity and career planning. The fit statistics for both of these 

models are presented in Table 5.5. The two-factor model of career commitment 

resulted in a significant improvement in model fit (χ
2

D (7)
 
= 94.2, p <.001) as well 

as an improvement in the factor loadings for the career commitment latent 

variable (0.66 for career planning and 0.60 for career identity); while the three-

factor model did not result in a significant improvement in model fit over the two-

factor model (χ
2

D (7)
 
= 6.7, p > .05). Consequently, the two-factor model of career 

commitment was retained. 

 Importantly, the overall fit of the measurement model, while significantly 

improved, could not yet be described as good. Following this, further inspection 

of the standardised residual covariances revealed a single residual approaching 

two in absolute value (1.85) between extrinsic rewards and teaching self-efficacy 



149 

 

for instructional strategy. In addition, the largest modification index suggested 

that teaching self-efficacy for instructional strategy should load on extrinsic 

rewards. This was not considered to be a theoretically defensible modification to 

the model and therefore, other explanations were sought for the insufficient model 

fit. It was noted that Cronbach‟s Alpha for the extrinsic rewards subscale was only 

just within acceptable limits in this study and it is argued that this subscale may 

have introduced a high proportion of measurement error into the model. Given the 

weak correlations between extrinsic rewards and the measures of burnout, it was 

decided to exclude extrinsic rewards from further analysis. This resulted in a 

significant improvement in the overall model fit (χ
2

D (3)
 
= 8.4, p < .05). 

Table 5.5 

Measures of model fit for each re-specification of the measurement model 

 
Χ

2 
df p GFI TLI CFI RMSEA 

Confidence 

Interval 

Hypothetical model 144.5 32 < .000 0.92 0.77 0.89 0.11 0.09 – 0.13 

Two-factor career 

commitment 
50.3 25 .002 0.97 0.94 0.98 0.06 0.04 – 0.08 

Three-factor career 

commitment 
43.6 18 .001 0.98 0.91 0.98 0.07 0.04 – 0.10 

Remove extrinsic 

rewards 
41.9 22 .007 0.97 0.95 0.98 0.06 0.03 – 0.08 

Final model 31.8 21 .06 0.98 0.97 0.99 0.04 0.00 – 0.07 

The final modification to be made to the measurement model in this study 

was to include a disturbance covariance between teaching self-efficacy for 

classroom management and perceived competency. The largest standardised 

residual covariance was found between these two variables and the largest 

modification index suggested the inclusion of this disturbance covariance. 

Furthermore, inspection of the content of these scales revealed some similar items 

targeting the participants‟ ability to manage classroom behaviour, suggesting that 
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these scales may share common sources of error variance. This resulted in a 

significant improvement in model fit (χ
2

D (1)
 
= 10.1, p < .005), as well as a final 

measurement model that demonstrated a strong degree of fit with the data (see 

Table 5.5). 

The final measurement model was then respecified as a structural 

regression model (see Figure 5.4), and the relationships between the predictors of 

person-environment fit and burnout were examined. This model demonstrated a 

strong degree of fit with the data (see Table 5.6), and the only modification 

performed was the removal of a non-significant error covariance between 

professional efficacy and cynicism (χ
2

D (1)
 
= 3.1, p > .05). 

Table 5.6 

Model fit statistics for each structural regression model 

 
Χ

2 
df p GFI TLI CFI RMSEA 

Confidence 

Interval 

Hypothetical model 31.8 21 .06 0.98 0.97 0.99 0.04 0.00 – 0.07 

Remove NS error 

covariance 
34.9 22 .04 0.97 0.97 0.99 0.05 0.01 – 0.07 

Configural invariance  56.6 44 .10 0.97 0.97 0.99 0.03 0.00 – 0.05 

Strictest form of 

invariance  
101.2 75 .02 0.94 0.96 0.98 0.04 0.01 – 0.05 

Next, a series of analyses was conducted, to test the extent to which this 

structural regression model could be assumed to be invariant across the primary 

and secondary teachers. First, the configural invariance hypothesis was tested, 

consistent with the recommendations of Kline (2010). That is, the same model 

was specified across both groups and all parameters were freely estimated. This 

analysis resulted in good model fit (see Table 5.6), thus implying that the 

structural regression model was invariant across the groups to some extent. Next, 

the strictest form of invariance was tested by placing equality constraints on all 
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paths. The fit of this model was not significantly worse than the unconstrained 

model (χ
2

D (31)
 
= 44.6, p > .05), thus implying that the same structural regression 

model could be used for both the primary and secondary teachers. Following this, 

it was concluded that the structural regression model was invariant across the 

groups and the parameter estimates were interpreted. Table 5.7 presents parameter 

estimates for the final model of burnout. 
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Figure 5.4 

Hypothetical structural regression model 

As can be seen in Table 5.7, each measure of person-environment fit was 

found to significantly predict at least one symptom of burnout. The strongest 

predictor of emotional exhaustion was career resilience, with every standard 

deviation increase in career resilience associated with a 0.54 standard deviation 

decrease in emotional exhaustion. There was also a moderate negative relationship 

between teaching self-efficacy and emotional exhaustion; while the experience of 

challenges in excess of expectations was positively, albeit weakly, associated with 
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emotional exhaustion. The final significant predictor of emotional exhaustion was 

perceived competency.  

Table 5.7 

Parameter estimates for final structural regression model 

Parameter Estimate S.E.  
Standardised 

Estimate 

Regression Weights    

Emotional Exhaustion Perceived Competency 0.15 0.08 0.15* 

 Teaching Self-Efficacy -3.17 1.3 -0.34* 

 Challenge Expectations 0.16 0.08 0.14* 

 Career Commitment 1.78 1.29 0.20 

 Career Resilience -0.54 0.08 -0.54*** 

Professional Efficacy Perceived Competency -0.03 0.09 -0.03 

 Teaching Self-Efficacy 0.29 1.68 0.03 

 Challenge Expectations -0.08 0.10 -0.07 

 Career Commitment 8.04 1.99 0.88*** 

 Career Resilience -0.15 0.11 -0.15 

Cynicism Perceived Competency 0.19 0.07 0.20** 

 Teaching Self-Efficacy -0.53 1.05 -0.06 

 Challenge Expectations 0.04 0.07 0.04 

 Career Commitment -2.71 0.91 -0.31** 

 Career Resilience -0.55 0.07 -0.56*** 

Covariances    

Teaching Self-Efficacy Career Commitment 0.01 0.00 0.71*** 

 Perceived Competency 0.06 0.01 0.54*** 

 Career Resilience 0.05 0.01 0.49
***

 

 Challenge Expectations -0.04 0.01 -0.40*** 

Career Commitment Perceived Competency 0.04 0.01 0.38*** 

 Challenge Expectations -0.03 0.01 -0.30** 

 Career Resilience 0.06 0.01 0.53*** 

Perceived Competency Challenge Expectations -0.33 0.06 -0.37*** 

 Career Resilience 0.23 0.07 0.23*** 

Career Resilience Challenge Expectations -0.39 0.07 -0.43*** 

Disturbance Covariances    

Emotional Exhaustion Professional Efficacy -0.10 0.06 -0.25* 

 Cynicism 0.25 0.04 0.56*** 

Perceived Competency 
TSE Classroom 

Management 
0.03 0.01 -0.74** 

   *  
Indicates significance at p < .05;  **  

Indicates significance at p < .01;  
***  

Indicates significance at p < .001 
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  Interestingly, although the relationship between the graduates' 

competency beliefs and their emotional exhaustion was quite weak, the direction 

of this relationship was somewhat unexpected with higher levels of perceived 

competency predicting higher levels of emotional exhaustion. Further to this, it is 

noted that the relationship between perceived competency and emotional 

exhaustion, in the presence of the other exogenous variables, was both opposite in 

direction, and greater in magnitude, than would be expected on the basis of the 

bivariate correlation reported in Table 5.2, potentially indicating the presence of a 

suppressor variable in this model. 

Suppression is a special case of mediation and occurs when a given 

variable(s) suppresses irrelevant variance in another predictor variable(s), thus 

increasing the strength of the relationship between the predictor and the criterion 

(Cheung & Lau, 2008; Kline, 2010; Tabachnick & Fidell, 2011). In structural 

equation modelling, suppression is tested for by comparing the regression weight 

between the predictor and the criterion in isolation (beta y1) against the regression 

weight between the same predictor and criterion in the presence of the suspected 

suppressor variable (beta y1.2). Suppression is indicated if beta y1 - beta y1.2 < 0 

(Cheung & Lau, 2008). Following this then, the structural equation model was 

respecified to include only perceived competency and emotional exhaustion, and 

the resulting regression weight was compared with the regression weight reported 

in Table 5.7. The inclusion of the other predictors in the model was found to 

increase the strength of the relationship between perceived competency and 

emotional exhaustion (as well as to reverse the direction of the relationship), thus 

satisfying the above definition of suppression in structural equation models.  
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Next, a series of analyses was performed to identify which variable in the 

model of emotional exhaustion was suppressing the irrelevant variance in 

perceived competency. Each predictor was removed from the model in turn, and 

the subsequent change in the regression coefficient for perceived competency was 

examined. Removing teaching self-efficacy from the model reduced the 

regression coefficient for perceived competency to near-zero; while the removal 

of the other predictors either strengthened the relationship between perceived 

competency and emotional exhaustion, or had no impact. Consequently, it was 

concluded that teaching self-efficacy suppressed irrelevant variance in perceived 

competency and, therefore, improved the predictive power of the graduate's 

competency beliefs in the model of emotional exhaustion.   

 Also somewhat unexpectedly, only one exogenous variable, career 

commitment, was significantly associated with professional efficacy. In this case, 

there was a strong, positive relationship between the combined scores for career 

planning and career identity and the participants‟ scores on the professional 

efficacy scale; while perceived competency, teaching self-efficacy, challenge 

expectations and career resilience were all found to have no relationship with 

professional efficacy. Further to this, it was noted that the magnitude of the 

relationship between career commitment and professional efficacy was stronger 

than would be expected on the basis of the bivariate correlation reported in Table 

5.2, and the possibility of suppression in the model was, again, considered. This 

time, however, re-specification of the model to include only career commitment 

and professional efficacy resulted in a regression weight that was larger than that 

reported in Table 5.7. In this way, it would seem that the stronger-than-expected 

relationship between career commitment and professional efficacy was the result 
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of the inclusion of the estimates of measurement error in the model, rather than 

the suppression of irrelevant variance by one or more of the remaining predictors.  

Lastly, three variables were identified as significant predictors of 

cynicism. Career resilience was the strongest predictor, followed by career 

commitment and perceived competency, respectively. Both career resilience and 

career commitment were negatively related to cynicism; while perceived 

competency was found to positively predict this symptom of burnout. The 

relationship between perceived competency and cynicism was, again, stronger 

than expected based on the bivariate correlation reported in Table 5.7, prompting 

an investigation of the possibility of suppression in the model (Cheung & Lau, 

2008; Kline, 2010; Tabachnick & Fidell, 2011). Re-specification of the model to 

include only perceived competency and cynicism resulted in a regression weight 

smaller than that reported in Table 5.7 and it was concluded that irrelevant 

variance in perceived competency was being suppressed by one or more of the 

exogenous variables. Consequently, a systematic removal of predictors was 

conducted to identify the suppressor variable. It was found that removing both 

teaching self-efficacy and career commitment from the model predicting cynicism 

reduced the regression coefficient for perceived competency to near-zero, 

indicating that both of these variables suppressed irrelevant variance in the 

graduates' competency beliefs, thus enhancing the prediction of cynicism. The 

significant relationships found in this study are summarised in Figure 5.5.  
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Figure 5.5 

Summary of significant parameters from final structural regression model 
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Tests of Hypotheses: Turnover Intentions 

 A series of Sequential Logistic Regression analyses was then performed to 

examine the relationships between each of the predictors of person-environment 

fit and turnover intentions. Due to the issues of multicollinearity and poor 

reliability associated with the intrinsic and extrinsic rewards scales noted above, 

these variables were excluded from the following analyses. In addition, a total 

score for teaching self-efficacy, along with a total score for career commitment 

(combined score for career identity and career planning) was used, consistent with 

the analyses for burnout. Possible differences between primary and secondary 

teachers were examined by testing the extent to which the interaction terms 

between each independent variable and teaching specialisation contributed to the 

prediction of turnover intentions. Block entry was used in the analyses with 

perceived competency, teaching self-efficacy, career resilience, career 

commitment and challenge expectations entered at the first step, and the 

interaction terms between each independent variable and teaching specialisation 

entered at the second step. One of the three measures of turnover intentions was 

included as the categorical dependent variable in each analysis.   

 Turnover intentions regarding the school were considered first. The 

inclusion of perceived competency, teaching self-efficacy, career resilience, career 

commitment and challenge expectations resulted in a significant improvement in 

model fit as compared with the constant-only model (see Table 5.8), and this 

model accounted for a reasonable proportion of the variance in turnover intentions 

(Nagelkerke R
2 

= 0.29). In addition, the model demonstrated acceptable efficacy 

in discriminating between participants who were likely to have considered leaving 
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their schools and those who were not (Hosmer & Lemeshow χ
2 

= 8.12, df = 8, p = 

.42). That is, 68.8% of participants who reported turnover intentions were 

correctly classified, while 75.8% of participants with no turnover intentions were 

correctly classified, resulting in an overall success rate of 72.6%. Importantly, the 

inclusion of the interaction terms at the second step did not significantly improve 

the overall model fit, although the chi-square statistic approached significance 

(see Table 5.8) and the Wald statistic indicated a significant interaction between 

teaching specialisation and teaching self-efficacy (Wald statistic = 4.24, df = 1, p 

= .04). 

 Further investigation of the main effects revealed that teaching self-

efficacy and career resilience reliably predicted the probability that a given 

participant would consider leaving their schools within the first year of 

employment (see Table 5.8). That is, for every unit increase in teaching self-

efficacy, the odds that the newly qualified teachers would indicate some intention 

of leaving their schools decreased by 36%. Consistent with this, the average 

teaching self-efficacy score amongst participants reporting turnover intentions (M 

= 5.20, SD = 0.75) was lower than that of the participants with no turnover 

intentions (M = 4.76, SD = 0.74). Similarly, each unit increase in career resilience 

was associated with a 44% decrease in odds that the newly qualified teachers 

would report some intention of leaving their schools; while the participants who 

had considered leaving their schools reported, on average, lower levels of career 

resilience (M = 3.21, SD = 1.44) than those who intended to stay (M = 4.66, SD = 

1.42).  
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Table 5.8 

Results of Logistic Regression analysis for turnover intentions regarding the school 

  B SE B Wald CI χ
2
 df p

 

Step 1     68.74 5 < .001 

 Perceived Competency 

Teaching Self-Efficacy 

Career Resilience 
Career Commitment 

Challenge Expectations 

Constant 

0.13 

-0.44 

-0.59 
-0.14 

-0.04 

4.74 

0.15 

0.22 

0.11 
0.18 

0.19 

1.60 

0.75 

4.07
*
 

30.87
***

 

0.64 

0.06 

8.73 

0.85 – 1.53 

0.42 – 0.99 

0.45 – 0.69 
0.61 – 1.23 

0.67 – 1.38 

   

Step 2     10.44 5 .06 

*  
Indicates significance at p < .05; **  

Indicates significance at p < .01; ***  
Indicates significance at p < .00 

 Turnover intentions in respect of Education Queensland were examined 

next. The first step of the analysis, with all predictors entered as a set, 

demonstrated significant improvement in model fit over the constant-only model 

(see Table 5.9), and accounted for a reasonable proportion of the variance in 

turnover intentions (Nagelkerke R
2 

= 0.30). In addition, the model demonstrated 

acceptable efficacy in discriminating between participants who were likely to 

have considered leaving Education Queensland and those who were not (Hosmer 

& Lemeshow χ
2 

= 6.05, df = 8, p = .64). That is, 62.7% of participants who 

reported considering leaving Education Queensland were correctly classified, 

while 79% of participants with no turnover intentions were correctly classified, 

resulting in an overall success rate of 72.3%. Importantly, the inclusion of the 

interaction terms at the second step did not significantly improve the overall 

model fit (see Table 5.9). 

 Further investigation of the main effects revealed that career resilience was 

the only significant predictor of the participants‟ intentions to stay or leave 

Education Queensland within the first year of employment (see Table 5.9). 

Examination of the odds ratio for career resilience indicated that each unit 
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increase in career resilience was associated with a 45% decrease in the odds that 

the newly qualified teacher would report some intention of leaving Education 

Queensland. Consistent with this, participants reporting no turnover intentions 

also reported higher average career resilience (M = 4.63, SD = 1.48) than 

participants who had considered leaving Education Queensland (M = 3.12, SD = 

1.34).  

Table 5.9 

Results of Logistic Regression analysis for turnover intentions regarding Education 

Queensland 

  B SE B Wald CI χ
2
 df p

 

Step 1     72.18 5 < .001 

 Perceived Competency 

Teaching Self-Efficacy 

Career Resilience 
Career Commitment 

Challenge Expectations 

Constant 

-0.02 

-0.29 

-0.59 
-0.23 

0.03 

4.57 

0.15 

0.22 

0.11 
0.18 

0.19 

1.63 

0.02 

1.69 

30.78
***

 

1.65 

0.03 

7.82 

0.73 – 1.32 

0.49 – 1.16 

0.45 – 0.68 
0.56 – 1.13 

0.71 – 1.50 

   

Step 2     8.10 5 .15 

*  
Indicates significance at p < .05; **  

Indicates significance at p < .01; ***  
Indicates significance at p < .00 

 Lastly, a Logistic Regression analysis was conducted to examine the 

relationships between the predictors of person-environment fit and turnover 

intentions regarding the profession. The results of this analysis are presented in 

Table 5.10. First, the inclusion of perceived competency, teaching self-efficacy, 

career resilience, career commitment and challenge expectations resulted in a 

significant improvement in model fit over the constant-only model. In addition, 

this model accounted for a reasonable proportion of the variance in turnover 

intentions (Nagelkerke R
2 

= 0.38). The model also demonstrated acceptable 

efficacy in discriminating between participants who were likely to have 

considered leaving Education Queensland and those who were not (Hosmer & 
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Lemeshow χ
2 

= 6.64, df = 8, p = .58). That is, 54.8% of participants who reported 

considering leaving teaching were correctly classified, while 91.1% of 

participants with no turnover intentions were correctly classified, resulting in an 

overall success rate of 79.3%. Importantly, the inclusion of the interaction terms 

at the second step did not significantly improve the overall model fit. 

Table 5.10 

Results of Logistic Regression analysis for turnover intentions regarding the profession 

  B SE B Wald CI χ
2
 df p

 

Step 1     90.99 5 < .001 

 Perceived Competency 

Teaching Self-Efficacy 
Career Resilience 

Career Commitment 

Challenge Expectations 

Constant 

0.22 

-0.65 
-0.50 

-.072 

0.14 

6.62 

0.17 

0.25 
0.11 

0.20 

0.22 

1.59 

6.65
*
 

19.38
***

 

13.39
***

 

0.42 

0.89 – 1.73 

0.32 – 0.86 
0.48 – 0.76 

0.33 – 0.72 

0.75 – 1.77 

   

Step 2     2.51 5 .78 

*  Indicates significance at p < .05; **  
Indicates significance at p < .01; ***  

Indicates significance at p < .00 

Further investigation of the main effects revealed that teaching self-

efficacy, career resilience and career commitment all significantly predicted the 

participants‟ intentions to stay or leave the profession within the first year of 

employment (see Table 5.10). Examination of the odds ratios indicated that career 

commitment was the strongest predictor of intentions to leave teaching with each 

unit increase in career commitment being associated with a 51% decrease in the 

odds that the newly qualified teacher would report some intention of leaving the 

profession. Teaching self-efficacy was the next strongest predictor, and each unit 

increase in teaching self-efficacy was associated with a 48% decrease in the odds 

that the newly qualified teacher would consider leaving the profession. Lastly, 

each unit increase in career resilience was associated with a 39% decrease in the 

odds of a newly qualified teacher considering leaving teaching. Consistent with 
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this, participants reporting no turnover intentions also reported higher average 

career commitment (MCC = 5.32, SD = .0.82), teaching self-efficacy (MTSE = 5.19, 

SD = 0.74) and career resilience (MCR = 4.51, SD = 1.51) than participants who 

had considered leaving the profession (MCC = 4.26, SD = 0.84, MTSE = 4.60, SD = 

0.69, MCR = 2.97, SD = 1.26).  

Discussion 

 This study continued the investigation of factors likely to contribute to 

graduate preparedness for the workplace. A collection of skills and personal 

resources thought to enhance Demands-Abilities and Supplies-Values Fit were 

examined as possible predictors of transitional outcomes during the first year of 

teaching. In addition, potential differences in the way primary and secondary 

teachers adapt to the workplace were considered, and this study explored whether 

the relationships between the personal resources and transitional outcomes under 

investigation differed between these two groups. Each personal resource 

examined by this study was found to predict at least one transitional outcome 

variable, with career commitment, and in particular, career resilience found to be 

the most important predictor of transitional difficulties, followed by teaching self-

efficacy, perceived competency, and then challenge expectations. Although a 

number of differences were found between the primary and secondary teachers, 

the prediction of transitional outcomes was consistent between these two groups, 

suggesting that the same model of graduate preparedness may apply to both 

primary and secondary teachers. Lastly, while each variable thought to contribute 

to graduate preparedness was found to impact on transitional outcomes in some 

way, the nature of several of these relationships was somewhat unexpected. These 
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findings are further explored by the current discussion, with each predictor of 

transitional outcomes considered in turn. First, however, the discussion begins 

with an exploration of the differences between primary and secondary teachers.  

Teaching Specialisation 

As described above, a key aim of this study was to further explore possible 

differences in the way the transition to the workplace is experienced by primary 

and secondary teachers, and to assess the extent to which the proposed model of 

teacher adjustment may differ between these two groups. In this way, it is 

necessary to address this research question and to determine whether the same 

model of transitional outcomes can be applied to all teachers, regardless of 

specialisation, before the results in respect of the predictors of transitional 

outcomes are discussed.  

The rationale for this examination of teaching specialisation stemmed 

from the findings in Studies 1a and 1b of differences in the way teaching self-

efficacy changed across stages of the transition for these two groups. That is, the 

first year of employment seemed to be associated with lower levels of teaching 

self-efficacy for the secondary teachers only; while the primary teachers reported 

the same or higher levels of self-efficacy during the first year of employment. 

These findings were interpreted as suggesting that the secondary teachers may 

experience greater difficulty with the transition to the workplace and this study 

aimed to further explore what differences, if any, there may be between these two 

groups.  

In the first instance, several significant differences were found between 

primary and secondary teachers in terms of the extent to which they possessed the 
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skills and personal resources thought to be important in preparing graduates for 

the workplace, as well as in terms of the amount of transitional difficulties they 

reported. More specifically, the primary teachers in this study reported higher 

levels of teaching self-efficacy for student engagement, more teaching self-

efficacy for classroom management, a stronger sense of career identity, and the 

experience of greater-than-expected intrinsic rewards during the first year of 

teaching. They also reported higher levels of professional efficacy, less cynicism 

and fewer turnover intentions than the secondary teachers.  

 Interestingly, the subsequent examination of teaching specialisation in the 

prediction of graduate adjustment to the workplace revealed no differences 

between primary and secondary teachers in terms of the association of each 

predictor with the various transitional outcome variables in this study. Thus, 

although primary teachers may possess higher levels of a number of personal 

resources thought to contribute to preparedness for teaching, these personal 

resources are thought to impact on the transitional outcomes of primary teachers 

in the same way as they do for secondary teachers, consistent with the findings of 

more positive transitional outcomes amongst the primary teacher group. These 

results suggest that the same model of graduate preparedness for the workplace 

may be applicable to both primary and secondary teachers, but that the secondary 

teachers may be in greater need of interventions aimed at facilitating adjustment 

to the teaching role. This discussion will now consider the utility of a range of 

factors in the prediction of graduate adjustment to the workplace, independently 

of teaching specialisation. 
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Career Choice: Career Commitment 

 Career commitment and, in particular, career resilience were the most 

important predictors of transitional difficulties of those examined by this thesis 

and, between them, were linked to every transitional outcome variable. In 

addition, career resilience was the strongest predictor of those examined in this 

study of emotional exhaustion, cynicism, the intention to leave the school and the 

intention to leave Education Queensland; while career commitment was the 

strongest predictor of the remaining outcome variables of professional efficacy 

and the intention to leave the profession. In combination, these results may imply 

that career commitment and career resilience are particularly important personal 

resources in the transition to the workplace and that the largest gains in graduate 

adjustment may be achieved by fostering a sense of commitment to teaching.  

Surprisingly, however, the direction of the relationships between career 

commitment and transitional difficulties was somewhat unexpected, with higher 

levels of career commitment consistently predicting fewer transitional difficulties. 

These findings were contrary to expectations, and to the work of Goodwin and 

O‟Connor (2003) who suggested that individuals with a strong attachment to their 

careers may be less able to change jobs if they find their roles to be dissatisfying 

and are, therefore, more prone to the development of transitional problems. These 

findings, however, may be accounted for by research demonstrating a more 

complex relationship between career commitment and burnout. That is, Reilly 

(1994) presented research findings suggesting that although individuals with a 

strong degree of career commitment may experience less burnout overall, their 

reaction to work-related stressors was likely to be greater, resulting in a stronger 

relationship between stress and burnout at higher levels of career commitment. In 
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this way, it is possible that the highly committed teachers in this study were likely 

to react more strongly to the realisation that the workplace was not what they were 

expecting, consistent with the work of Goodwin and O‟Connor (2003), but that, 

overall, they experienced less stress and burnout than participants with a weak 

sense of commitment to teaching. Importantly, because this study did not test for 

an interaction between career commitment and stress in the prediction of burnout, 

it is unclear if such a relationship can, in fact, account for the unexpected results 

of this study.  

 Also somewhat surprisingly, career resilience (a subscale of the career 

commitment measure) did not load substantially on the career commitment latent 

variable and was subsequently found to impact on the transitional outcomes of the 

participants in different ways. That is, career resilience was a stronger predictor 

than career commitment (as measured by career identity and career planning) of 

most transitional outcome variables, with professional efficacy and the intention 

to leave the profession the only exceptions. In fact, it is noted that career 

resilience was the strongest predictor, overall, of emotional exhaustion, cynicism, 

the intention to leave the school and the intention to leave Education Queensland, 

and is arguably the most important personal resource in the transition to teaching 

from those examined by this study.  

The above discussion regarding the direction of these relationships 

notwithstanding, a consideration of the context of this study may explain the 

significance of career resilience in the prediction of transitional difficulties. That 

is, the participants in this study were, on average, eight months into their teaching 

careers and could be described as being in the early stages of the transition to the 

workplace. Importantly, these early stages of adjustment have often been 
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described as being associated with the highest degree of distress, and as occurring 

while the individual learns how to cope with the new workplace environment 

(Friedman, 2000; Graham & McKenzie, 1995; Mackel, 2002). In this way, the 

context of this study could be thought of as a period of extreme difficulty for the 

participants, where they were faced with a range of potentially severe stressors 

and may have lacked the resources required to effectively cope with the situation. 

In such a context, then, it is perhaps not surprising that the strongest predictor of 

positive outcomes was the belief that the benefits of a career in teaching outweigh 

the costs, or the tendency to „hang in there‟ and to persist with teaching in the face 

of considerable difficulty. Further to this, it is noted that the average rating of 

career resilience provided by the participants in this study was relatively low, 

suggesting that career resilience is a personal resource that could usefully be 

bolstered amongst graduate teachers, and that doing so, may be quite beneficial in 

the facilitation of adjustment to the workplace. 

Next, it is argued that a consideration of the context surrounding this study 

may also be useful in understanding the pattern of results with respect to career 

commitment (as defined by career identity and career planning). First, career 

commitment was the only variable to contribute significantly to the prediction of 

professional efficacy and, in doing so, demonstrated quite a strong association 

with this transitional outcome. This was an unexpected result and, in particular, 

the finding of a non-significant relationship between professional efficacy and the 

other independent variables in this study was quite surprising. For example, it 

seems reasonable to expect that there would be a relationship between teaching 

self-efficacy and professional efficacy given the similarity of the constructs. 

Indeed, inspection of the bivariate correlations in this study revealed a moderate, 
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positive association between all three teaching self-efficacy subscales and 

professional efficacy. In this way, it is possible that the inclusion of career 

commitment in the model of burnout has accounted for the influence of the other 

independent variables on professional efficacy. Furthermore, this interpretation 

seems quite plausible when the context of this study is taken into consideration. 

That is, the extreme difficulty thought to be experienced by newly qualified 

teachers during the early stages of this transition may not facilitate the mastery 

experiences needed to develop a strong sense of self-efficacy (Bandura, 1995, 

1997; Mulholland & Wallace, 2001; Tschannen-Moran & Hoy, 2001; Tschannen-

Moran & Hoy, 2007). In the absence of such experiences, then, it is possible that 

the newly qualified teachers with a strong sense of efficacy are more likely to be 

individuals who believe that teaching is a central part of their identity or that 

being a teacher is „who they are‟. This contention is supported by the strong 

positive relationship found between career commitment and teaching self-efficacy 

in this study. In turn, this contention may explain why a strong sense of 

commitment to the teaching role was found to be a stronger predictor of 

professional efficacy than a sense of ability based on specific experiences of 

success or failure. Of course, this interpretation is, at best, speculative and further 

research is needed to understand the role of career commitment in the transition to 

teaching, including how this variable may relate to teaching self-efficacy in the 

prediction of transitional outcomes.    

Lastly, it is noted that career commitment was the strongest predictor of 

the intention to leave teaching but that it did not contribute to the prediction of 

turnover intentions in respect of the school or Education Queensland. This finding 

may be understood in relation to the writings of Steen and Holland (2006) and 
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Hecker and Grimmer (2006). These researchers discuss the changing nature of the 

wider working environment within Australia, including the tendency of today‟s 

employees to be less interested in traditional employment benefits such as job 

security and working conditions, and more interested in skill development and 

increasing their „employability‟. Consistent with this, these employees are argued 

to be loyal to their careers, rather than committed to their jobs or to the company, 

and may progress through a series of roles and organisations in the pursuit of their 

career goals. In such a context, then, it seems reasonable to assume that 

individuals who identify strongly with the teaching role would be less likely to 

consider leaving the profession. In turn, this attachment to teaching may have no 

bearing on the individuals‟ intentions to remain at their schools or with Education 

Queensland, as these participants may believe that being a teacher is more 

important than working for a particular school. 

Teaching Self-Efficacy 

Teaching self-efficacy is, arguably, the second most important predictor of 

transitional difficulties from those examined by this study and is considered next. 

Teaching self-efficacy was argued to assist graduate teachers to cope with the 

challenging, uncontrollable, and occasionally combative nature of the teaching 

role (Cains & Brown, 1998b; Schonfeld, 2001), by encouraging greater use of 

adaptive coping strategies (e.g. a shift in strategy, information seeking, further 

skill development, etc), perseverance in the face of difficulty, and resilience to 

stress (Gordon & Debus, 2002; Shachar & Shmuelevitz, 1997; Tschannen-Moran 

& Hoy, 2001; Tschannen-Moran & Hoy, 2007). In turn, this variable was 

hypothesised to predict lower levels of burnout and turnover intentions during the 
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first year of teaching. Consistent with expectations, a significant, negative 

relationship was found between teaching self-efficacy and emotional exhaustion, 

as well as between teaching self-efficacy and turnover intentions in respect of the 

school and the profession. Furthermore, in terms of the magnitude of these 

relationships, teaching self-efficacy was the second strongest predictor of those 

examined by this study of these three transitional outcomes. Conversely, however, 

no relationship was found between teaching self-efficacy and the outcome 

variables of professional efficacy, cynicism and the intention to leave Education 

Queensland.  

Importantly, the finding of a significant negative relationship between 

teaching self-efficacy and emotional exhaustion, is consistent with previous 

research demonstrating a link between self-efficacy and the amelioration of stress-

related outcomes such as burnout (Brouwers, et al., 2001; Brouwers & Tomic, 

2000; Fives, et al., 2007; Tsouloupas, et al., 2010). Similarly, the finding of a 

significant negative relationship between teaching self-efficacy and two of the 

turnover intentions variables (the intention to leave the school and the intention to 

leave the profession) seems consistent with the suggestion that a strong sense of 

efficacy would encourage persistence in the face of difficulty (Tschannen-Moran 

& Hoy, 2001), or a tendency to take longer than others to withdraw from a 

challenging situation. In this way, these findings seem to provide evidence to 

suggest that teaching self-efficacy may be an important personal resource in 

adjustment to the teaching role and that interventions aimed at enhancing graduate 

efficacy may be useful in the prevention of transitional difficulties.  
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Perceived Competency 

 Next, perceived competency was argued to enhance graduate teachers‟ 

ability to meet specific role requirements during the first year of employment, and  

as such, was predicted to be negatively related to the development of burnout and 

turnover intentions. Somewhat surprisingly, however, the results of this study 

suggested that a high degree of self-assessed teaching ability significantly 

predicted higher levels of emotional exhaustion and cynicism, but was unrelated 

to professional efficacy or turnover intentions. Further to this, the pattern of 

results indicated that teaching self-efficacy suppressed perceived competency in 

the part of the model predicting emotional exhaustion; while teaching self-

efficacy, in combination with career commitment, was found to suppress 

perceived competency in the prediction of cynicism. In this way, the impact of 

graduate teachers' competency beliefs on the development of emotional 

exhaustion and cynicism during the first year of employment must be considered 

in the context of the relationships between perceived competency and these two 

suppressor variables.  

A possible explanation of these findings may be found in the discussion of 

results in Study 1a. That is, it was suggested that although graduate teachers' 

competency and efficacy beliefs are likely to be closely related, teaching self-

efficacy could be argued to encapsulate more than just a sense of the graduate's 

ability in the classroom. Instead, it was suggested that teaching self-efficacy was 

likely to include the graduates' beliefs regarding their capacity for growth and 

development, and thus, their expectations of future success (Gordon & Debus, 

2002; Tschannen-Moran & Hoy, 2001; Tschannen-Moran & Hoy, 2007). In this 

way, perceived competency may be conceptualised as a measure of the graduates' 
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sense of their current capabilities, or their situational competency beliefs, while 

teaching self-efficacy could be thought of as a more general sense of capability 

that is inherent to the individual and more independent of the situation. Further, it 

is likely that perceived competency and teaching self-efficacy would share 

variance related to the underlying level of confidence an individual brings to 

every situation, and that including both of these variables in the model predicting 

transitional outcomes has resulted in the suppression of this common variance 

and, subsequently, a cleaner assessment of the role of both situational (as 

measured by perceived competency) and inherent (measured by teaching self-

efficacy) competency beliefs in the transition to teaching.  

Next, it is noted that career commitment worked in concert with teaching 

self-efficacy to suppress irrelevant variance in perceived competency in the part of 

the model predicting cynicism. This finding may be explained by the suggestion 

that the degree of alignment between the individual‟s sense of self and his/her 

career choice may be an important source of graduate teachers‟ competency 

beliefs. That is, it is possible that graduates who believe that teaching is an 

important part of “who they are”, may be more likely to develop a stronger sense 

of confidence in their ability to teach, and that this increased sense of competency 

may not, necessarily, be based on their actual teaching performance. In turn, these 

competency beliefs may be more resistant to the influence of situational variables, 

and less likely to change over the course of the first year of employment, because 

they are closely aligned with the individuals‟ identity. In this way, it is suggested 

that career commitment may impact on perceived competency in ways similar to 

teaching self-efficacy and that the inclusion of these variables in the model has, 
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again, resulted in the suppression of variance related to competency beliefs 

inherent to the individual.  

Following this then, the results of this study seem to imply that situational 

competency beliefs, measured by the perceived competency scale and controlling 

for the influence of teaching self-efficacy and career commitment, contribute to 

the development of emotional exhaustion and cynicism during the first year of 

employment. This is an interesting, and somewhat unexpected finding, that seems 

contrary to the results of previous research linking self-doubt in respect of an 

individual‟s teaching ability to the development of burnout (Burke, et al., 1996). 

Importantly, however, the conceptualisation of perceived competency as a 

situational variable suggests that these results need to be considered from within 

the context of the transition to teaching and the possible changes in the 

individuals‟ sense of competency during the first year of employment. In this way, 

these results may be explained by the work of other researchers who have 

suggested that graduate teachers overestimate their abilities prior to entering the 

workplace and are, therefore more likely to experience transitional difficulties as 

they realise that they cannot live up to their own performance expectations 

(Friedman, 2000; Graham & McKenzie, 1995; Mulholland & Wallace, 2001; 

Schonfeld, 2001; Weinstein, 1988). In this context then, the positive relationship 

between perceived competency and the two burnout symptoms (emotional 

exhaustion and cynicism) found in this study may reflect the fact that some of the 

participants were continuing to strive for unrealistic standards of performance 

and, as a result, were experiencing greater difficulty in adjusting to the workplace.  

This possibility is further supported by previous research identifying the 

individual‟s realisation that his/her performance expectations were unrealistic, as 
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an important turning point in the transition to teaching (Friedman, 2000; 

Mulholland & Wallace, 2001). That is, both Friedman (2000) and Mulholland and 

Wallace (2001) present qualitative evidence of an improvement in graduate 

teachers‟ adjustment to the workplace following their acceptance of what 

standards of performance can realistically be achieved. In this way, the results of 

the present study may be interpreted as suggesting that the participants with a 

lower rating on the perceived competency scale had experienced a reduction in 

their competency beliefs in light of their early experiences in the workplace but 

that these teachers, rather than experiencing self-doubt, had developed a more 

realistic sense of their competency which, in turn, prevented the development of 

burnout.  

Importantly, however, the cross-sectional design of this study makes it 

difficult to assess the extent to which these teachers‟ sense of competency had 

changed over the course of their first year of employment and the suggestion that 

a high rating on the perceived competency scale was indicative of overconfidence 

can only be considered speculative at this stage. In addition, it is noted that the 

relationships between perceived competency and the transitional outcome 

variables were relatively weak and are, therefore, in need of replication before it 

can be decisively concluded that higher levels of perceived competency predict 

more emotional exhaustion and cynicism during the first year of teaching. 

Furthermore, the role of teaching self-efficacy and career commitment in the 

relationship between perceived competency and transitional outcomes needs 

further investigation and the suggestion that these variables may suppress 

irrelevant variance related to the individual‟s inherent competency beliefs requires 

empirical validation. Nonetheless, the possibility that developing a realistic 
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understanding of one‟s own ability may be an important milestone in adjusting to 

the teaching role is important, and has considerable implications for the way 

graduates are prepared for this transition. Further efforts to understand the role of 

perceived competency in the transition to teaching, and in particular, efforts that 

attempt to understand the influence of this variable over time, are clearly 

warranted.  

Challenge Expectations  

 Arguably, the least important predictor of transitional outcomes found in 

this study was related to the graduates‟ expectations of the difficulty of the 

teaching role. Graduate teachers have been found to underestimate the degree of 

difficulty they are likely to face in the workplace and as a result, have been argued 

to be more likely to experience transitional difficulties (Weinstein, 1988). 

Therefore, the current study tested the extent to which the experience of 

workplace challenges, in excess of expectations, predicted the development of 

burnout and turnover intentions during the first year of employment. As predicted, 

a significant positive relationship was found between higher-than-expected 

challenges and emotional exhaustion. This result is consistent with the work of 

Weinstein (1988) and may provide evidence to suggest that the participants in this 

study were experiencing „reality shock‟ as a result of the realisation that the 

workplace could not live up to their expectations (Early & Winton, 2001; 

Goddard & O'Brien, 2003b; Goodwin & O'Connor, 2003; Graham & McKenzie, 

1995; Perrone & Vickers, 2003; Weinstein, 1988).  

It is noted, however, that challenge expectations was the weakest predictor 

of emotional exhaustion and was found to be unrelated to all other measures of 
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transitional difficulties, suggesting that challenge expectations was the least useful 

predictor of adjustment to the workplace. Furthermore, it is noted that the newly 

qualified teachers‟ average rating of the difficulty of the teaching role, as 

compared with their expectations, was only slightly higher than the midpoint (M = 

4.43), suggesting that their experiences in the first year of teaching had been, in 

general, the same, or only a little more challenging than they were expecting. This 

result does not seem to provide strong evidence of the considerably distorted 

perceptions of university graduates reported by other researchers (Early & 

Winton, 2001; Goddard & O'Brien, 2003b; Goodwin & O'Connor, 2003; Graham 

& McKenzie, 1995; Perrone & Vickers, 2003; Weinstein, 1988), and may explain 

why the participants‟ challenge expectations did not impact on a large number of 

the transitional outcome variables in this study. Importantly, however, it is also 

noted that the measure of challenge expectations asked the participants to make a 

subjective comparison of their expectations against the reality of the work 

environment, and in doing so, may have distorted the results of this study. That is, 

the participants may have had difficulty remembering what their expectations of 

the teaching role had been prior to their graduation, they may not have wanted to 

admit underestimating the difficulty of the teaching role to a large extent, or they 

may not have paid adequate attention to the complex nature of the question being 

asked; all of which could have resulted in inaccurate ratings on the challenge 

expectations scale. In this way, it is important that the results of this study be 

replicated, preferably using a longitudinal design to measure unrealistic 

expectations across the stages of the transition.    
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Career Choice: Reward Expectations 

 The hypotheses in respect of the graduates‟ reward expectations were not 

tested in this study. Chapter 2 argued that the expectations graduates form about 

the benefits of their future careers may not always be accurate and that this 

discrepancy between the expected and actual workplace supplies may be an 

important source of transitional difficulties (Early & Winton, 2001; Goddard & 

O'Brien, 2003b; Goodwin & O'Connor, 2003; Graham & McKenzie, 1995; 

Perrone & Vickers, 2003; Weinstein, 1988). Consistent with this, the current 

study aimed to test the hypothesis that the receipt of workplace rewards in excess 

of expectations would predict less difficulty with the transition to teaching. 

Unfortunately, measurement problems were found with the extrinsic reward 

expectations scale, and a high degree of multicollinearity was found between the 

measure of intrinsic reward expectations and career identity (from the career 

commitment scale). Therefore, the intrinsic and extrinsic reward expectations 

scales were dropped from this study and no conclusions can be drawn regarding 

the impact of reward expectations on transitional difficulties. Nonetheless, it is 

noted that this study did find significant bivariate correlations between intrinsic 

reward expectations and all three symptoms of burnout, as well as between 

extrinsic reward expectations and two of the burnout symptoms (emotional 

exhaustion and cynicism). Furthermore, these correlations were all in the expected 

direction, with the experience of greater-than-expected intrinsic or extrinsic 

rewards associated with lower emotional exhaustion and cynicism, and greater-

than-expected intrinsic rewards associated with higher levels of professional 

efficacy. It would seem that further research examining the role of graduate 
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expectations regarding workplace supplies in the transition to teaching is 

warranted.  

Conclusions 

In summary, then, this study has provided evidence to suggest that factors 

thought to impact on, both, Demands-Abilities and Supplies-Values Fit can 

usefully contribute to the understanding of graduate preparedness for teaching and 

to the prediction of transitional outcomes. Further to this, the current study has 

provided a useful starting point for future research examining Demands-Abilities 

and Supplies-Values Fit in the transition to teaching, and has demonstrated that 

perceived competency, teaching self-efficacy, career commitment, and challenge 

expectations are all variables worthy of further consideration, with the potential to 

influence the transitional outcomes of graduate teachers in meaningful ways. 

More specifically, career resilience was found to be the most important predictor 

of transitional difficulties, followed by career commitment, teaching self-efficacy, 

perceived competency, and then challenge expectations. 

Career resilience was found to contribute to the prediction of every 

transitional outcome variable in this study, and was the strongest predictor of 

emotional exhaustion, cynicism, the intention to leave the school and the intention 

to leave Education Queensland.  Thus it would seem that, in the difficult context 

of the first year of teaching, perhaps the most important determinant of graduate 

adjustment is the tendency to believe that the benefits of being a teacher outweigh 

the costs and to persist with a teaching career despite the difficulties inherent in 

this role. Similarly, career commitment (as defined by career identity and career 

planning) was found to predict high levels of professional efficacy, low cynicism 
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and a reduced probability of having considered leaving the teaching profession. 

These results were interpreted as suggesting that, in the absence of the mastery 

experiences required to build a strong sense of efficacy, graduate teachers' beliefs 

regarding their effectiveness in their profession may be derived from the sense 

that teaching is a central part of their identity, and that although individuals who 

identify strongly with the teaching role may be less likely to leave the profession, 

this attachment to their career choices is likely to have no bearing on their 

intentions to leave their schools or Education Queensland. Next, teaching self-

efficacy was found to predict lower emotional exhaustion and a reduced 

probability of considering leaving the school or the profession. Consistent with 

this, a strong sense of efficacy was argued to encourage resilience to stress, 

persistence in the face of difficulty, and a tendency to take longer than others to 

withdraw from a challenging situation. High ratings on the perceived competency 

scale were found to predict higher levels of emotional exhaustion and cynicism, 

and were interpreted as suggesting that some of the newly qualified teachers in 

this study may have been striving for unrealistic standards of performance. Lastly, 

this study found that the experience of greater-than-expected challenges during 

the first year of teaching resulted in significantly higher levels of emotional 

exhaustion, suggesting that these newly qualified teachers may have 

underestimated the difficulty of the teaching role and, therefore, were 

experiencing some degree of 'reality shock'.  

Further research is needed to understand how perceived competency, 

teaching self-efficacy, career commitment and challenge expectations may 

interact with each other, and with time, in the prediction of transitional 

difficulties. The role of graduate expectations in this transition needs further 
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investigation, including examining whether the graduates' expectations regarding 

workplace supplies influences transitional outcomes and establishing the extent to 

which graduates can be assumed to develop unrealistically high expectations of 

the work environment. Next, further investigation of the context of this transition, 

including an examination of the nature and severity of stressors experienced 

during the first year of employment seems likely to yield information important to 

understanding how these variables may influence transitional outcomes. 

Furthermore, additional research is needed to understand how the experiences of 

primary and secondary teachers may differ as they adjust to the workplace and if 

secondary teachers are, in fact, more prone to the development of burnout and 

turnover intentions. Nonetheless, the findings from this study seem to suggest that 

efforts to bolster graduate teachers' willingness to persist with their careers, even 

in the face of difficulty; to encourage them to adopt the teaching role as an 

important part of their identity; to enhance their sense of self-efficacy; and to 

encourage the development of realistic expectations regarding the difficulty of the 

teaching role and their likely performance, may all be useful strategies in the 

prevention of transitional difficulties amongst this population. In addition, the 

results of this study suggest that although similar interventions will likely be 

useful amongst both primary and secondary teachers, a greater need for assistance 

in adjusting to the work environment may exist for the secondary teachers. In all, 

the results of this study have provided evidence to suggest that factors thought to 

impact on, both, Demands-Abilities and Supplies-Values Fit can usefully 

contribute to the understanding of graduate preparedness for teaching and to the 

prediction of transitional outcomes. The next, and final, study in this thesis further 
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investigates the impact of university training on the development transitional 

outcomes during the first year of employment. 
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CHAPTER 6  

STUDY 3: AN EXAMINATION OF THE DIFFERENTIAL ADJUSTMENT OF 

NEWLY QUALIFIED TEACHERS FROM DIFFERENT TRAINING 

PATHWAYS. 

 

 This thesis has considered the transition from university study to the first 

year of teaching and has attempted to understand how graduates may be better 

prepared for their future roles. A series of skills and personal resources thought to 

enhance Demands-Abilities and Supplies-Values Fit and, thus, facilitate 

adjustment to the workplace have been identified, and their utility in the 

prevention of transitional difficulties has been examined. Thus far, however, the 

role of university training in preparing graduate teachers for this transition has not 

been explored in depth and, therefore, will be the focus of the current chapter. It is 

argued that the influence of university training is a potentially under-researched 

factor in teacher adjustment to the workplace, and that it may be an important 

contributor to graduate preparedness for the work environment. That is, newly 

qualified teachers do not enter the profession with a random collection of 

knowledge, skills, abilities, and other characteristics but, rather, have been 

influenced in some systematic way by their experiences at university. 

Additionally, these experiences should enhance the graduates‟ ability to achieve 

Demands-Abilities Fit and, therefore, adjust to the workplace. Thus, university 

training may be an important tool in our efforts to facilitate this transition. To 

date, however, few researchers have examined the impact of university training on 

adjustment to the teaching role.  
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 As described in Chapter 2, Cains and Brown (1996, 1998b) and more 

recently, Goddard and O‟Brien (2003b, 2006) reported differences in the 

adjustment of newly qualified teachers from different training pathways. Cains 

and Brown (1996, 1998b), examined perceptions of preparedness, skill demands, 

and stress between newly qualified primary teachers with a Bachelor of Education 

only, and those who had completed a Postgraduate Certificate of Education, in 

addition to some other undergraduate qualification. It was found that, in general, 

postgraduate trained teachers experienced more stress, more frequently, than 

undergraduate trained teachers during their first year of employment. Goddard and 

O‟Brien (2003b), examined differences in burnout between newly qualified 

primary and secondary teachers who had completed one, versus more than one 

university degree. It was found that, after eight months of employment, newly 

qualified teachers with more than one degree experienced significantly higher 

levels of burnout than those who had completed a single degree. These findings 

seem to be consistent, and may imply some link between differences in university 

training and the experience of transitional difficulties once in the workplace. 

Goddard and O‟Brien (2006) then conducted a second study to test the 

hypothesis that differential adjustment among graduate teachers from different 

training pathways may be due to the amount of time the individual has spent in 

university training specific to the teaching role. That is, a Bachelor of Education 

offers around four years of training specific to teaching, while a dual degree 

provides approximately three years, and a graduate entry teaching qualification 

generally only provides between one and two years. Following this, Goddard and 

O‟Brien (2006) grouped the participants into those with a Bachelor of Education 

and those with less than four years of teacher training. They then examined 
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whether the number of years spent in education-specific training could predict 

burnout levels amongst a sample of newly qualified primary and secondary 

teachers in Queensland. It was found that the time spent in teacher training was a 

significant predictor of both emotional exhaustion and cynicism. In addition, the 

participants with a Bachelor of Education reported significantly lower levels of 

emotional exhaustion and cynicism than teachers with fewer than four years of 

education-specific training. These findings are interesting and, when combined 

with the results of Cains and Brown (1996, 1998b) and the earlier work of 

Goddard and O‟Brien (2003b), seem to indicate that not all university training 

pathways are equal in terms of their ability to prepare graduate teachers for the 

first year of employment.  

 It is unclear, however, how robust these findings of differential adjustment 

among teachers from different training pathways are, and whether these 

differences could be better accounted for by other factors such as demographic 

variables, school characteristics or area of specialisation. Goddard and O‟Brien 

(2003b, 2006) ruled out some possible alternative explanations of their results by 

controlling gender, marital status, age, tenure, number of hours worked, whether 

the participants had been provided with a mentor, and whether the participants 

worked in regional or metropolitan schools. This study will seek to replicate 

Goddard and O'Brien's (2003b, 2006) work in respect of these demographic 

variables. In addition, it is suggested that this line of enquiry may be usefully 

extended to include a consideration of the supportiveness of the school 

environment. It is noted that Goddard and O‟Brien‟s (2003b, 2006) participants 

worked in a range of schools in Queensland and, therefore, there may have been 

important differences between these participants‟ adjustment as a result of 
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differences in their work environments. For example, the amount of support 

provided to newly qualified teachers by their Principals, colleagues and schools 

has been identified as a key predictor of transitional outcomes (for example 

Brouwers, et al., 2001; Farrell, 2003; Scherff, 2008), and it is argued that support 

may explain a large proportion of the school-related variance in adjustment to 

teaching. Consequently, efforts to replicate the above differences in newly 

qualified teacher adjustment across various training pathways also need to control 

for school support. 

Next, it is noted that a consideration of the impact of teaching 

specialisation was omitted from the research of Cains and Brown (1996, 1998b) 

and Goddard and O‟Brien (2003b). That is, Cains and Brown (1996, 1998b) only 

sampled primary school teachers, while Goddard and O‟Brien (2003b, 2006) 

sampled both primary and secondary teachers, but treated the participants as a 

homogenous group, in their first study, and controlled for the impact of teaching 

specialisation in their second study. The previous chapters in this thesis have 

reported a number of differences between primary and secondary teachers in 

terms of the transition to the workplace and it is possible that these differences 

may be important in understanding the differential adjustment of graduate 

teachers across various training pathways.     

Lastly, it is noted that Cains and Brown (1996, 1998b) and Goddard and 

O‟Brien (2003b, 2006) may not have adequately captured the variance in training 

pathways followed by student teachers. For instance, in comparing graduates with 

one versus more than one university degree, Goddard and O‟Brien (2003b) 

potentially grouped participants from a number of different training pathways. 

That is, it is possible for an individual to qualify as a teacher by completing a dual 
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degree in areas such as science, arts, business, human movement or information 

technology, alongside a simultaneous bachelor degree in education. Alternatively, 

an individual may complete an undergraduate degree, followed by either the 

standard four-year Bachelor of Education, or a one- or two-year graduate entry 

teaching qualification. In these cases, the initial undergraduate degree can be 

somewhat unrelated to the teaching profession (e.g. Bachelor of Engineering, 

Bachelor of Physiotherapy, Bachelor of Nursing), and it seems reasonable to 

question whether there may be meaningful differences in the preparation afforded 

by a two-year versus four-year training program specific to teaching. Further to 

this, it is noted that while Goddard and O‟Brien (2006) acknowledged these 

differences in teacher training pathways, and compared the transitional outcomes 

of teachers with four years of education-specific training to those with fewer than 

four years of teacher training, they again grouped participants from dual degree or 

graduate entry training pathways and may have lost important information 

regarding differences in the transitional outcomes of these two groups.  

 Consequently, the current study aims to obtain a more detailed 

understanding of the difference in adjustment amongst newly qualified teachers 

from different training pathways. Participants are grouped according to their 

university degrees and teaching specialisation, and differences between the groups 

in terms of adjustment to the workplace are explored. It is argued that this will 

allow for a more meaningful examination of the possible link between graduate 

adjustment to the workplace and university training. In addition, the robustness of 

these findings is tested by controlling for demographic variables and school 

characteristics, including a measure of school support. The measure of graduate 

adjustment is also extended to include turnover intentions, consistent with the 
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previous studies in this thesis. Lastly, alternative explanations of the differential 

adjustment amongst graduates from different training pathways are considered. It 

is argued that such an approach will increase the degree of certainty with which 

these differences in graduate adjustment can be attributed to the impact of 

university training.  

Alternative Explanations 

 As described above, the findings of Goddard and O‟Brien (2003a, 2003b, 

2006) and Cains and Brown (Cains & Brown, 1996, 1998b) may suggest that not 

all university training pathways are equal in terms of their ability to prepare 

student teachers for the workplace. As noted in Chapter 2, however, this is not the 

only possible interpretation of Goddard and O‟Brien‟s (2003a, 2003b, 2006) and 

Cains and Brown‟s (Cains & Brown, 1996, 1998b) findings. In fact, there are two 

alternative explanations of the differential adjustment of graduate teachers from 

different training pathways, which will now be considered.  

First, Chapter 2 noted that Goddard and O‟Brien‟s (2003a, 2003b, 2006) 

and Cains and Brown‟s (Cains & Brown, 1996, 1998b) findings may be explained 

by differences in graduate teachers‟ perceptions of competency. The newly 

qualified teachers found to be experiencing the highest degree of transitional 

difficulties, in this previous research, had most often completed more than one 

university degree (Cains & Brown, 1996, 1998b; Goddard & O'Brien, 2003b, 

2006). That is, the postgraduate trained teachers from the work of Cains and 

Brown (1998b, 1996), as well as the participants with a dual degree or graduate 

entry teaching qualification from Goddard and O‟Brien‟s (2006) study, had all 

been awarded an undergraduate degree in addition to their teaching qualification. 
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Similarly, Goddard and O‟Brien‟s (2003b) first study, simply grouped participants 

according to the number of degrees they had completed. Chapter 2 argued that 

graduates with more than one degree, may perceive themselves to be more highly 

trained, and therefore, more competent than graduates with a single degree. In 

turn, these „highly trained‟ graduates were expected to experience larger 

readjustments of their perceived competency once in the workplace and, therefore, 

more transitional difficulties.  

Studies 1a and 1b tested for possible differences in perceived competency 

between graduate teachers from different training pathways, before and after the 

transition to the workplace. Somewhat unexpectedly, the results of these studies 

did not support this hypothesis. That is, there were no differences in the levels of 

perceived competency between pre-service or newly qualified teachers from 

different training pathways, and it was concluded that the poorer transitional 

outcomes of graduates with more university training, as reported by Cains and 

Brown (1998b, 1996) and Goddard and O‟Brien (2003b, 2006), were unlikely to 

be the result of differences in perceived competency between these two groups. It 

is noted, however, that the small sample size reported in Study 1b, combined with 

the fact that Study 1a did not measure transitional outcomes, reduces the certainty 

with which any conclusions can be drawn regarding the link between training 

pathways, perceived competency and transitional outcomes. Further, it is noted 

that Studies 1a and 1b grouped participants according to whether they had 

completed one degree or more than one degree, consistent with the work of 

Goddard and O‟Brien (2003b). Therefore, these studies are subject to the same 

criticisms outlined above and it is suggested that important variance in the way 

these participants were trained may have been lost. Based on the results of these 
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studies, it was argued that differences in the perceived competency of graduate 

teachers from different training pathways cannot be definitively ruled out as an 

alternative explanation of the differences in their transitional outcomes reported 

by previous research (Cains & Brown, 1996, 1998b; Goddard & O'Brien, 2003a, 

2003b, 2006). 

Study 2 then examined the relationships between perceived competency 

and the transitional outcomes of burnout and turnover intentions. No relationships 

were found between perceived competency and professional efficacy, the 

intention to leave the school, the intention to leave Education Queensland, or the 

intention to leave the profession. In turn, these findings suggest that perceived 

competency is unlikely to explain any differences in the turnover intentions or 

professional efficacy of graduate teachers from different training pathways. 

Conversely, perceived competency was found to predict emotional exhaustion and 

cynicism by Study 2 but, in both cases, perceived competency interacted with at 

least one other suppressor variable in the prediction of these burnout dimensions. 

Furthermore, the direction of the relationships between perceived competency and 

emotional exhaustion and cynicism reversed in the presence of the suppressor 

variables. Thus, it is argued that simply examining differences in the levels of 

perceived competency between graduates from different training pathways is 

unlikely to yield results that can be meaningfully compared to differences in the 

teachers‟ transitional outcomes. Similarly, a clearer understanding of the 

relationships between perceived competency and the suppressor variables of 

teaching self-efficacy and career commitment is needed before any conclusions 

can be drawn regarding the role of perceived competency in the development of 

burnout. Therefore, it is argued that further consideration of perceived 
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competency as an alternative explanation of the differential adjustment of 

graduate teachers from different training pathways is beyond the scope of the 

current study. Instead, this study will focus on a second alternative explanation of 

Goddard and O‟Brien‟s (2003a, 2003b, 2006) and Cains and Brown‟s (Cains & 

Brown, 1996, 1998b) findings. 

 This second alternative explanation to be considered by the current 

discussion was found in the work of Goddard and O‟Brien (2003b, 2006) and is 

also based on the observation that the newly qualified teachers who report the 

greatest transitional difficulties have most often completed more than one 

university degree. That is, Goddard and O‟Brien (2003b, 2006) suggested that 

newly qualified teachers who have completed more university training may feel 

that they have worked harder to obtain their qualifications and, therefore, may 

expect to be the recipients of greater workplace rewards during their first year of 

employment. In this way, graduates with more than one qualification, and thus 

higher reward expectations, were argued to be more likely to experience 

disappointment once in the workplace, and therefore, be more prone to the 

development of burnout. This suggestion is consistent with equity theory (Adams, 

1965; Goddard & O'Brien, 2003b, 2006); with previous research regarding 

graduate expectations of the workplace (Early & Winton, 2001; Goodwin & 

O'Connor, 2003; Graham & McKenzie, 1995; Perrone & Vickers, 2003; 

Weinstein, 1988); and with the correlational analyses from Study 2, which found 

an association between the experience of fewer-than-expected intrinsic or 

extrinsic rewards and higher levels of emotional exhaustion and cynicism as well 

as between  fewer-than-expected intrinsic rewards and lower levels of 

professional efficacy. Importantly, however, this hypothesis was not tested by 
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Goddard and O‟Brien (2003b; 2006) and therefore it is unclear whether there 

were, in fact, differences in the reward expectations of graduate teachers from 

different training pathways.  

Current Study 

 In summary, the current study aims to replicate Cains and Brown‟s (1996, 

1998b) and Goddard and O‟Brien‟s (2003b, 2006) findings of differential 

adjustment among graduate teachers from different training pathways, and to 

examine an alternative explanation of these differences. In doing so, this study 

also aims to address limitations of the research described above and to further 

consider the extent to which differences in newly qualified teacher adjustment can 

be attributed to university training.  

The study will test for differences between newly qualified primary and 

secondary teachers from different training pathways in terms of their levels of 

emotional exhaustion, professional efficacy, cynicism, and turnover intentions. In 

doing so, this study will control for the effects of school support, gender, age, 

tenure, number of hours worked, whether the participants had been provided with 

mentors and whether the participants work in regional or metropolitan schools, 

and will, therefore, assess the extent to which university training can be assumed 

to impact on transitional outcomes beyond the effects of sample characteristics 

and school-related variables. It is anticipated that there will be differences in the 

burnout levels and turnover intentions reported by newly qualified teachers from 

different training pathways, after the effects of demographic and school-related 

variables have been taken into account. In addition, it is expected that there will 

be differences between newly qualified primary and secondary teachers, and this 
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study will explore the extent to which these differences may interact with the 

effects of university training in the prediction of transitional outcomes.     

Next, this study will examine the newly qualified teachers‟ reward 

expectations and will test for differences in these expectations between primary 

and secondary teachers from different training pathways. Again, this study will 

control for the effects of the abovementioned demographic and school-related 

variables in these analyses. It is hypothesised that there may be differences in the 

reward expectations of primary and secondary teachers from different training 

pathways, such that teachers with more training may have higher reward 

expectations than those with less training. This study aims to explore the extent to 

which these differences mirror the differences in transitional outcomes reported 

by the participants.  

Method 

Participants 

Participants were 313 newly qualified primary and secondary teachers 

working in public schools in Queensland who participated in Study 2 (see 

Appendix E for an explanation of the relationships between the datasets used 

across the studies in this thesis). Twenty eight participants were excluded from the 

current analyses because they did not provide information about their teaching 

specialisation (primary or secondary) or because they were not from the 

population of interest (LOTE, Special Education or Early Childhood Teachers). 

One additional participant had been teaching for longer than two years and was 

also excluded from the analyses.  
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Of the remaining participants, 147 were primary school teachers and 137 

were secondary school teachers. They worked an average of 48.06 hours per week 

including preparation and marking time (SD = 9.47), and the majority of 

participants were employed on a full-time basis (N = 272, part-time N = 11, 

unstated N = 1). They had been teaching for approximately one year (M = 11.16 

months, SD = 8.05, Mode = 8 months) and the majority worked in regional 

schools (N = 142, metropolitan N = 128, unstated N = 14). The mean age was 

26.96 years (SD = 6.78) and 81% of participants were female (N = 231, male N = 

50, unstated N = 3). Information regarding the university training undertaken by 

the participants is presented in table 6.1. 

Table 6.1 

Participant demographic information regarding university training  

 Frequency 

University Attended  

University of Queensland 33 (11.6%) 

Griffith University 50 (17.6%) 

Queensland University of Technology 115 (40.5%) 

Regional Queensland Universities (USQ, JCU, CQU) 73 (25.7%) 

Interstate Universities (Monash, Uni of Newcastle, UWS, 

ACU, UNE, CDU,    CSU) 

13 (4.6%) 

Training Pathway  

Undergraduate Qualified (B.Ed only) 145 (51.1%) 

Dual Degree (B.Sc/B.Ed, B.A./B.Ed, etc) 56 (19.7%) 

Graduate Entry (Bachelor degree plus a B.Ed Graduate Entry) 71 (25%) 

Postgraduate Qualified (B.Ed plus Hons Ed, Masters Ed or 

PhD Ed) 

12 (4.2%) 
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Materials 

Newly Qualified Teacher Survey  

This survey consisted of 16 sections examining various demographic 

characteristics, school characteristics, predictors of Demands-Abilities Fit, 

predictors of Supplies-Values Fit and transitional outcome variables. The survey 

is described in detail in Chapter 5 and only those scales relevant to the current 

study will be briefly mentioned here. A copy of the full survey can be found in 

Appendix B. 

 Demographics: Participants were asked a series of questions regarding 

their current employment, such as whether they were working as a primary or 

secondary teacher, whether they were employed on a full-time or part-time basis, 

whether they were working in a regional or metropolitan school and the type of 

orientation or induction program provided by their schools, including whether 

they had been provided with a mentor. Participants were also asked to provide 

details of their age, gender, how long they had been working as a teacher and how 

many hours they worked each week including preparation and marking time at 

home.  

 School Support: The overall supportiveness of the school environment was 

assessed using a single item measure of support consistent with the work of 

Scarpello and Campbell (1983) and Wanous, Reichers, and Hudy (1997). 

Participants were asked to rate on a seven-point Likert scale the extent to which 

they felt well supported by their school (1 = not at all supported, 7 = extremely 

well supported).     

 Training Pathway: The participants were asked to list any tertiary 

qualifications that they had completed or were currently completing, the year they 
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completed them and the institutions they had attended. The participants were then 

grouped according to Training Pathway. „Undergraduate Trained‟ participants had 

completed an undergraduate Bachelor degree in education only. The „Dual 

Degree‟ group had completed two concurrent undergraduate Bachelor degrees, 

one of which was in education (for example B.Sc/B.Ed, BA/B.Ed, B.Psych/B.Ed, 

B.HM/B.Ed). The participants in the „Graduate Entry‟ group had completed some 

form of Bachelor degree, most often not related to teaching (for example, 

B.Nursing, B.Eng, B.Com, B.Bus), followed by a graduate entry education 

qualification (most often, this was a Graduate Entry Bachelor of Education). 

Lastly, the „Postgraduate Trained‟ group had completed a postgraduate education 

qualification in addition to their undergraduate education degree.  

Rewards: the Teaching Rewards Scale was developed in Study 2 to 

provide a measure of how the participants' experiences of the rewards associated 

with teaching have compared with their expectations. The scale consists of 10 

statements reflecting the possible rewards one might expect to receive as a teacher 

and the participants were asked to indicate whether their experience as a teacher 

had been more or less rewarding than they were expecting (1 = much less 

rewarding, 4 = much the same and 7 = much more rewarding). Example items 

included “working with children”, “job security” and “being able to work with a 

particular subject or topic you find interesting”. Based on the factor analysis 

reported in Study 2, six items were combined to form the Intrinsic Rewards 

subscale and three items were combined to form the Extrinsic Rewards subscale. 

Cronbach‟s Alpha was within acceptable limits for both of these scales (Intrinsic 

Rewards α = 0.86, Extrinsic Rewards α = 0.57). 
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Burnout: The General Form of the Maslach Burnout Inventory 3
rd

 Edition 

(Maslach, et al., 1996) was used to measure Burnout. This scale consists of 15 

items measuring Emotional Exhaustion, Professional Efficacy and Cynicism on a 

seven-point Likert scale (0 = never, 6 = every day). Cronbach‟s Alpha indicated 

strong reliability for each subscale (Emotional Exhaustion = 0.91, Professional 

Efficacy = 0.89, Cynicism = 0.88). 

Turnover Intentions: Three items were used to measure Turnover 

Intentions. Participants were asked to indicate to what extent they agreed or 

disagreed with the statement “For some time now I have been seriously 

considering leaving my school/Education Queensland/teaching” (1 = strongly 

disagree, 7 = strongly agree). Each item was considered separately. 

Procedure 

 Data for this study were collected in 2005 and 2006, as part of Study 2. 

The procedure used to collect these data has been described in detail in Chapter 4 

and will not be repeated here. Independent Samples t-Tests revealed no significant 

differences between the participants from 2005 and 2006, or between participants 

who had completed online or paper and pencil versions of the questionnaires. 

Therefore, the data were collapsed across these groups. 

Results 

Data Screening 

 Scale scores were calculated by averaging responses across relevant items, 

if the participant was missing data for less than 25% of the scale. In cases were 

25% or more of the items in a scale were missing for a given participant, a scale 

score was not calculated and the participant was treated as having missing data for 



197 

 

that variable. School support, burnout, reward expectations, and turnover 

intentions were then examined for accuracy of data entry, missing values, and for 

violations of the assumptions of multivariate analysis. These variables were 

examined separately for primary and secondary teachers and for each of the 

training pathway groups. None of these variables had missing values on more than 

5% of cases and therefore, pairwise deletion of missing data was used, consistent 

with the suggestion that where less than 5% of cases are missing, most methods 

for handling missing data will yield similar results (Tabachnick & Fidell, 2011). 

Importantly however, only three primary teachers were found to have completed 

postgraduate studies in education and one of these participants had missing 

burnout data, leaving only two participants in this cell. As a result, the 

postgraduate qualified group was excluded from further analysis due to 

insufficient cell numbers  (final N = 272). Cynicism was positively skewed and 

was logarithmically transformed. Professional efficacy, intrinsic rewards and 

school support on the other hand, were negatively skewed and were reverse 

scored before being logarithmically transformed. Any subsequent analyses were 

performed on both the transformed and untransformed data. Where there was little 

or no difference in the results, the untransformed data will be reported as it can be 

more meaningfully interpreted.  

 The distribution of responses on the turnover intentions items deviated 

quite substantially from normal. For each item, the majority of responses fell at 

the lowest extreme, indicating that most participants were not considering leaving 

their schools, Education Queensland or the teaching profession. Therefore, these 

items were converted into dichotomous variables by grouping participants into 

those who reported no turnover intentions and those who indicated that they had 



198 

 

considered leaving their schools / Education Queensland / the profession to some 

degree.   

Selection of Control Variables 

 School support, tenure, age, gender, school location (regional or 

metropolitan), induction (mentor or no mentor) and number of hours worked per 

week were examined as control variables for this study. Chi-Square Tests and 2 x 

3 ANOVA‟s revealed that only age and tenure differed significantly between the 

newly qualified primary and secondary teachers from different training pathways. 

Therefore, only these two variables were retained as covariates in the following 

analyses.   

Tests of Hypotheses 

 As described above, the participants were grouped on the basis of training 

pathway (undergraduate trained, dual degree, and graduate entry), and 

specialisation (primary and secondary). These groups were then examined for 

differences in adjustment to teaching (as measured by emotional exhaustion, 

professional efficacy, cynicism, and turnover intentions), and reward expectations. 

Each of these analyses is described in detail below.    

Adjustment to Teaching 

Means and standard deviations for the continuous transitional outcome 

variables (emotional exhaustion, professional efficacy, and cynicism) across 

primary and secondary teachers from different training pathways are presented in 

Table 6.2. A series of 2 x 3 ANCOVAs were then conducted to test for 

differences between primary and secondary teachers from different training 
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pathways in terms of their transitional outcomes. The results of these analyses are 

described below. 

Three 2 x 3 ANCOVAs were performed with emotional exhaustion, 

professional efficacy and, then, cynicism as the dependent variables. Teaching 

specialisation (primary and secondary) and training pathway (undergraduate 

trained, dual degree, and graduate entry) were the between-subjects factors in each 

analysis, and age and tenure were entered as covariates. The analysis for 

emotional exhaustion revealed no significant differences between the primary and 

secondary teachers with different teaching qualifications. That is, the main effects 

of teaching specialisation and training pathway were not significant, as was the 

interaction between these two variables, although it is noted that this interaction 

approached significance F (2,251) = 2.75, p = .07.  

Table 6.2 

Descriptive statistics for measures of graduate adjustment across training 

pathway and teaching specialisation 

 Undergrad. 

Mean (SD) 

Dual Degree 

Mean (SD) 

Grad. Entry 

Mean (SD) 

Total 

Mean (SD) 

Primary Teachers     

Emotional Exhaustion 3.83 (1.27) 3.46 (1.05) 4.23 (1.75) 3.85 (1.33) 

Professional Efficacy 6.06 (0.79) 6.25 (0.75) 5.77 (0.69) 6.04 (0.77) 

Cynicism 2.21 (1.13) 1.68 (0.97) 3.18 (1.63) 2.30 (1.26) 

Secondary Teachers     

Emotional Exhaustion 3.86 (1.56) 3.94 (1.24) 3.38 (1.42) 3.80 (1.44) 

Professional Efficacy 5.76 (0.78) 5.95 (0.87) 5.86 (0.900) 5.83 (0.83) 

Cynicism 2.72 (1.51) 2.52 (1.30) 2.19 (1.20) 2.57 (1.40) 

Professional efficacy was considered next. It is noted that professional 

efficacy had been logarithmically transformed and that there was a substantial 

difference in the results of this analysis depending on whether the transformed or 



200 

 

untransformed data had been used. Therefore, the analysis using transformed data 

was retained. This analysis revealed a significant main effect of training pathway 

F (2,257) = 3.11, p = .05; while the main effect for specialisation and the training 

pathway by specialisation interaction were not significant. Helmert contrasts were 

then used to further investigate differences in log of professional efficacy between 

teachers from different training pathways. The Helmert contrasts were selected in 

order to replicate Goddard and O‟Brien‟s (2006) analysis of differences in 

adjustment between teachers with a Bachelor of Education and those with less 

than four years of training specific to education. In addition, these contrasts 

allowed investigation of possible differences between teachers with a Dual Degree 

and those from a Graduate Entry training program, consistent with the hypotheses 

of this study. No significant difference was found between the undergraduate 

trained group and the combined mean of the remaining two groups. There was 

however, a significant difference between the dual degree and graduate entry 

groups (Helmert contrast p = .02), such that the participants in the dual degree 

group reported significantly higher levels of professional efficacy. The means of 

log of professional efficacy are presented in Figure 6.1.  
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Figure 6.1 

Mean log of professional efficacy scores for primary and secondary teachers from 

different training pathways.  

With respect to cynicism, it is again noted that this variable had been 

logarithmically transformed. In this instance, the transformation did not impact 

substantially on the results of the analysis and, therefore, the untransformed data 

were retained to enhance the ease of interpretation. A significant main effect of 

training pathway was found, F (2,253) = 3.06, p = .05, along with a significant 

interaction between training pathway and teaching specialisation, F (2,253) = 

6.94, p < .01. This interaction is plotted in Figure 6.2 and was further investigated 

using Tests of Simple Effects. These tests revealed significant differences 

between newly qualified teachers from different training pathways in the case of 

the primary teachers F (2,256) = 6.96, p < .01but not the secondary teachers F 

(2,256) = 1.33, p = .27. Subsequent post hoc analyses revealed that primary 

teachers with a graduate entry teaching qualification reported significantly higher 

levels of cynicism than primary teachers with a dual degree (Bonferroni correction 
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p < .01) and an undergraduate teaching qualification (Bonferroni correction p = 

.01). Post Hoc analyses with Bonferroni corrections were used in this instance, as 

opposed to the Helmert contrasts reported for the analyses of log of professional 

efficacy, because this study did not aim to test specific hypotheses regarding 

differences in the adjustment of primary teachers from different training 

pathways. Instead, this study aimed to examine if the inclusion of teaching 

specialisation in the analyses would impact the results. Having identified such a 

difference, Post Hoc analyses were chosen to allow for an exploration of the 

differences in adjustment between primary teachers from different training 

pathways.      

 

Figure 6.2 

Mean cynicism scores for primary and secondary teachers from different training 

pathways.  

Turnover Intentions 

The participants‟ turnover intentions were considered next. As described 

above, the participants were asked to rate the extent to which they had considered 
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leaving their schools, Education Queensland, and/or the teaching profession. 

Participant responses were clustered into two groups: one representing the 

participants who indicated no intention of leaving their schools, Education 

Queensland and/or the profession and those who had considered leaving to some 

degree. Table 6.3 presents the turnover intentions of the primary and secondary 

teachers from different training pathways in this study.  

Table 6.3 

Frequencies of primary and secondary teachers from different training pathways 

reporting none or some intention to leave their schools, Education Queensland 

and/or the profession 

 Primary Teachers Secondary Teachers 

 
B.Ed 

Dual 

Degree 

Grad 

Entry 
Total B.Ed 

Dual 

Degree 

Grad 

Entry 
Total 

Turnover Intentions: School  

Yes 
37 4 10 51 37 21 11 69 

25.7% 2.8% 6.9% 35.4% 28.9% 16.4% 8.6% 53.9% 

No 
69 12 12 93 25 22 12 59 

47.9% 8.3% 8.3% 64.6% 19.5% 17.2% 9.5% 46.1% 

Turnover Intentions: Education Queensland  

Yes 
34 5 7 46 33 21 12 66 

23.6% 3.5% 4.9% 31.9% 25.8% 16.4% 9.4% 51.6% 

No 
72 11 15 98 29 22 11 62 

50% 7.6% 10.4% 68.1% 22.7% 17.2% 8.6% 48.4% 

Turnover Intentions: Teaching Profession  

Yes 
25 3 8 36 31 16 6 53 

17.4% 2.1% 5.6% 25% 24.2% 12.5% 4.7% 41.1% 

No 
81 13 14 108 31 27 17 75 

56.3% 9% 9.7% 75% 24.2% 21.1% 13.3% 58.6% 

As can be seen, the majority of primary teachers indicated no intention to 

leave their schools, Education Queensland or their professions. In addition, this 
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pattern of results was consistent across the various training pathways, such that a 

higher percentage of primary teachers within each degree-type reported no 

turnover intentions, as compared with the primary teachers who had considered 

leaving their schools, Education Queensland or the profession. Also of note, the 

proportion of primary teachers who were considering leaving their schools was 

higher than the proportion of primary teachers considering leaving Education 

Queensland, and in turn, higher than the proportion of primary teachers 

considering leaving the profession. The pattern of results for the secondary 

teachers was quite different. That is, the majority of secondary teachers indicated 

that they had, in some way, considered leaving their schools and Education 

Queensland, but not the teaching profession.  

Table 6.4 

Results of Log-Linear Analyses examining possible associations between turnover 

intentions, training pathway and teaching specialisation 

    χ
2
 df p 

Turnover Intentions: School    

 Final model 3.37 4 .50 

  Training pathway x specialisation interaction 24.82 2 < .01 

  Specialisation x turnover intentions interaction 10.69 1 < .01 

Turnover Intentions: Education Queensland    

 Final model 0.21 4 1.00 

  Training pathway x specialisation interaction 23.40 2 < .01 

  Specialisation x turnover intentions interaction 10.65 1 < .01 

Turnover Intentions: Education Queensland    

 Final model 6.39 4 .17 

  Training pathway x specialisation interaction 24.70 2 < .01 

  Specialisation x turnover intentions interaction 9.44 1 < .01 
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Following this, a series of Hierarchical Log-Linear Analyses, with 

Backwards Elimination were conducted to further examine any possible 

associations between training pathway (undergraduate, dual degree, graduate 

entry), teaching specialisation (primary, secondary) and turnover intentions (none, 

some). The results of these analyses were remarkably similar and are presented in 

Table 6.4.  

In each case, the best fitting models revealed significant two-way 

interactions between training pathway and teaching specialisation and between 

teaching specialisation and turnover intentions. Next, the teaching specialisation 

by turnover intentions interactions were further investigated and these are plotted 

in Figures 6.3, 6.4 and 6.5. In the case of the participants‟ intentions to leave their 

schools, there was a significant but weak association between teaching 

specialisation and turnover intentions (Cramer‟s V = 0.19, p < .01) such that 

secondary teachers were 2.13 times more likely to have considered leaving their 

schools during the first eight months of employment than the primary teachers. 
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Figure 6.3 

Percentage frequency of turnover intentions regarding the school for primary and 

secondary teachers  

 With respect to the participants‟ intentions to leave Education Queensland, 

although the overall proportion of participants reporting turnover intentions 

decreased, the strength of the association between teaching specialisation and 

turnover intentions was virtually identical (Cramer‟s V = 0.20, p < .01) and the 

secondary teachers were 2.25 times more likely to have considered leaving 

Education Queensland during the first eight months of employment.  
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Figure 6.4 

Percentage frequency of turnover intentions regarding Education Queensland for 

primary and secondary teachers  

 Lastly, inspection of the interaction between teaching specialisation and 

turnover intentions regarding the profession revealed a similar association 

between these two variables (Cramer‟s V = 0.18, p < .01), with the secondary 

teachers being 2.15 times more likely to report turnover intentions after eight 

months of employment, despite the majority of participants indicating no 

intentions to leave the profession. 
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Figure 6.5 

Percentage frequency of turnover intentions regarding teaching for primary and 

secondary teachers  

Alternative Explanation of Differential Adjustment 

 Reward expectations was then considered and differences in this variable 

between the primary and secondary teachers from different training pathways was 

examined using two 2 x 3 ANCOVAs with training pathway (undergraduate 

trained, dual degree and graduate entry) and specialisation (primary and 

secondary) as the between-subjects factors, and age and tenure as covariates. 

Intrinsic reward expectations was the dependent variable in the first analysis and 

extrinsic reward expectations was the dependent variable in the second analysis. 

The results of these analyses are described in detail below. In addition, means and 
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standard deviations for reward expectations across primary and secondary 

teachers from different training pathways are presented in Table 6.5.  

Table 6.5 

Descriptive statistics for reward expectations across training pathway and 

teaching specialisation 

 Undergrad. 

Mean (SD) 

Dual Degree 

Mean (SD) 

Grad. Entry 

Mean (SD) 

Total 

Mean (SD) 

Primary Teachers     

Intrinsic Rewards 5.27 (0.98) 5.35 (0.67) 4.78 (1.06) 5.21 (0.98) 

Extrinsic Rewards 4.01 (1.29) 4.02 (1.39) 3.81 (1.14) 3.98 (1.28) 

Secondary Teachers     

Intrinsic Rewards 4.63 (1.15) 4.82 (1.01) 4.73 (0.93) 4.71 (1.06) 

Extrinsic Rewards 4.21 (1.28) 4.38 (1.13) 4.32 (0.92) 4.28 (1.17) 

Intrinsic reward expectations was examined first. As noted above, this 

variable had been logarithmically transformed but the transformation did not 

impact substantially on the results of the analysis. Therefore, the untransformed 

data were retained to enhance the ease of interpretation. A significant main effect 

of specialisation was found F (1,261) = 5.97, p = .02, while the main effect of 

training pathway and the specialisation by training pathway interaction both failed 

to reach significance. Overall, the primary teachers found the workplace to be 

more intrinsically rewarding than expected, when compared to the secondary 

teachers.  

The analysis of extrinsic reward expectations revealed no significant 

differences between the groups.  

Discussion 

The overarching aim of this study was to examine the impact of university 

training on the transitional outcomes of newly qualified teachers. Previous 
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research has found evidence to suggest that teachers with more than one 

university degree, or with less than four years of education-specific training, may 

experience greater transitional difficulties in the workplace, than graduate teachers 

with a four-year Bachelor of Education (Cains & Brown, 1996, 1998b; Goddard 

& O'Brien, 2003b, 2006). This study aimed to further investigate the extent to 

which these findings can be attributed to differences in university training, by 

controlling for the effects of a number of demographic and school-related 

variables and by testing an alternative explanation of this differential adjustment. 

In addition, this study aimed to link the transitional outcomes of graduate teachers 

more explicitly to differences in their university degrees, by considering the dual 

degree and graduate entry training pathways separately. Lastly, this study 

examined whether the relationship between university training and transitional 

outcomes could be assumed to be consistent across primary and secondary 

teachers.  

Adjustment to Teaching: Burnout 

The results of this study provided evidence consistent with the argument 

that not all university training pathways are equal and that there may be 

differences in the transitional outcomes of graduate teachers from various degree 

types. More specifically, this study found a significant main effect of training 

pathway on two of the transitional outcome variables: professional efficacy and 

cynicism. Furthermore, these differences were found after a range of demographic 

and school-related variables had been controlled for. In this way, it would seem 

that university training may, indeed, impact on the transitional outcomes of 

graduate teachers and that further efforts to understand why graduates from 
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various training pathways may differ in their experiences of transitional 

difficulties are warranted.  

This study did not, however, perfectly replicate the findings from previous 

research, and although differences in the transitional outcomes of graduates from 

different training pathways were found, the pattern of these differences deviated 

considerably from the results of Goddard and O‟Brien (2003b, 2006). For 

instance, this study found no differences between the primary and secondary 

teachers from different training pathways in terms of emotional exhaustion, 

whereas Goddard and O‟Brien (2003b, 2006) reported significantly higher levels 

of emotional exhaustion amongst graduates with more than one degree, or with 

less than four years of education-specific training. Similarly, this study found 

significant differences in professional efficacy across the training pathway groups, 

while Goddard and O‟Brien (2003a, 2006) found none. Lastly, although Goddard 

and O‟Brien (2003b, 2006) and this study both found differences in cynicism 

across the training pathways, this study also found a significant training pathway 

by teaching specialisation interaction, such that, the differences in cynicism across 

the training pathways were applicable to primary teachers only.  

The discrepancies between the results of this study and the previous work 

of Goddard and O‟Brien (2003b, 2006) are interesting, and may suggest that there 

are important differences between teachers from a dual degree or graduate entry 

training pathway in terms of their transitional outcomes. That is, this study 

extended the work of Goddard and O‟Brien (2003b, 2006) by including dual 

degrees and graduate entry teaching qualifications as separate training pathways, 

whereas Goddard and O‟Brien (2003b, 2006) had grouped these degree options 

together. In this way, it is possible that considering these training pathways 
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separately, has contributed to the discrepancy between the results of this study and 

the work of Goddard and O‟Brien (2003b, 2006).  

In the current study, participants from a graduate entry training pathway 

reported significantly lower levels of professional efficacy than those with a dual 

degree; while primary teachers in the graduate entry training group reported 

significantly higher levels of cynicism than primary teachers with a dual degree or 

a Bachelor of Education. In this way, it would seem that there may be important 

differences between the graduate entry and dual degree training pathways, and 

that grouping participants from these degree types together, as was done in 

Goddard and O‟Brien‟s (2003b, 2006) studies, may have resulted in the loss of 

important information. Furthermore, it is noted that when the dual degree and 

graduate entry training pathways were combined in the present study to follow-up 

the significant main effect of professional efficacy, no significant difference was 

found between the mean of these two groups and the level of professional efficacy 

reported by the undergraduate trained participants. That is, operationalising 

training pathway in a way consistent with Goddard and O‟Brien‟s (2003b, 2006) 

studies, produced the same non-significant result for professional efficacy, thus 

providing evidence to suggest that the way training pathway is operationalised 

may impact on the results of the study in important ways.  

In summary, then, this study has provided additional evidence of the 

differential adjustment of graduate teachers from various training pathways, as 

reported by Cains and Brown (1996, 1998b) and Goddard and O‟Brien (2003b, 

2006). More specifically, the results of this study suggest that teachers with a 

graduate entry qualification may be more likely to experience transitional 

difficulties than teachers from other training pathways; a finding that is not 
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inconsistent with Goddard and O‟Brien‟s (2006) suggestion that graduate teachers 

with less than four years of education-specific training, may be more likely to 

experience transitional difficulties, than graduates with a Bachelor of Education. 

That is, a graduate entry teaching qualification has been noted to offer the fewest 

years in training specific to the teaching role (i.e. typically around two years), 

while a dual degree offers more education-specific training than a graduate entry 

degree (i.e. around three years) but less than a four year Bachelor of Education 

(Goddard & O'Brien, 2006). In this way, the findings of significantly lower levels 

of professional efficacy and, in the case of primary teachers, significantly higher 

levels of cynicism amongst graduates with a graduate entry qualification is 

consistent with Goddard and O‟Brien‟s (2006) hypothesis, and may suggest that a 

graduate entry teaching qualification is not necessarily equivalent to other training 

pathways in terms of its ability to prepare graduates for the first year of 

employment. Clearly this is an important possibility and further efforts to 

understand why these graduates may experience greater transitional difficulties 

would be worthwhile. 

Adjustment to Teaching: Turnover Intentions  

Next, this study attempted to extend the work of Goddard and O‟Brien 

(2003b, 2006) and Cains and Brown (1996, 1998b) by examining whether the 

differential adjustment amongst graduates from various training pathways could 

be replicated using the transitional outcome variable of turnover intentions. 

Somewhat unexpectedly, this study found no association between training 

pathway and turnover intentions in a sample of newly qualified teachers. These 

findings are interesting and may suggest that differences in university training do 
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not impact on the development of turnover intentions during the first year of 

employment. Clearly, should this be the case, it will be important to further 

investigate why differences in university training pathways appear to influence 

burnout during the first year of employment, but not turnover intentions. That is, it 

is possible that different processes underlie the development of burnout and 

turnover intentions, and that efforts to further explore these processes will likely 

be important in understanding how graduate adjustment to the teaching role may 

be better facilitated.  

Importantly, however, it should also be noted that there may have been 

differences in the turnover intentions of the newly qualified teachers from various 

training pathways but that these differences were not detected by the current 

study. For example, it is noted that although this study found a high proportion of 

graduate teachers reported some degree of turnover intentions (proportions ranged 

between 25% and 53.9%), the ratings of the strength of these turnover intentions 

was most often very weak. Thus, this study has not replicated the very high 

turnover intentions amongst newly qualified teachers reported elsewhere (Corbell, 

et al., 2011; DeAngelis & Presley, 2011; Fimian & Blanton, 1987; Goddard & 

O'Brien, 2003a; Keeffe, et al., 2005; Mackel, 2002; Stevens, et al., 2007; 

Tsouloupas, et al., 2010). This may be because this study assessed the turnover 

intentions of newly qualified teachers during the first year of employment 

whereas previous research often considered turnover across the first five years of 

teaching. Consequently, it is possible that this study may not have found strong 

turnover intentions because the teachers were assessed too early into their tenure. 

In turn, this may have impacted on the likelihood that this study would detect the 

impact of university training on turnover intentions. In addition, it is suggested 
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that the items used to measure turnover intentions in this study may not have 

clearly differentiated between participants who were considering leaving and 

those who were not. That is, the items in this study asked the participants to rate 

the extent to which they had been seriously considering leaving for some time. In 

this way, it is important that this study be replicated, that turnover intentions be 

assessed at various points across the first five years of employment, and that a less 

ambiguous measure of turnover intentions be used.   

Although this study did not find any differences in the turnover intentions 

of newly qualified teachers from different training pathways, important 

differences were consistently found between the primary and secondary teachers. 

That is, the secondary teachers in this study, were 2.13 times more likely than the 

primary teachers to have considered leaving their schools, 2.25 times more likely 

to have considered leaving Education Queensland, and 2.15 times more likely to 

have considered leaving the profession. These findings are interesting and are 

consistent with previous suggestions in this thesis that there may be important 

differences in the experiences of primary and secondary teachers as they transition 

to the workplace. In addition, these findings are consistent with the results of 

Studies 1a, 1b and 2, implying that secondary teachers may experience more 

difficulty during the first year of employment, and may be more likely to 

experience poorer transitional outcomes. The high degree of consistency in the 

differences between the primary and secondary teachers across all three turnover 

items provides some evidence of the robustness of these findings; while the 

abovementioned significant interaction between teaching specialisation and 

training pathway in the prediction of cynicism, provides further evidence of 

differences between these two groups. Clearly then, future research examining 
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how the experiences of primary and secondary teachers may differ across the 

transition to the workplace is warranted and may have important implications for 

the facilitation of graduate adjustment to the workplace. 

Alternative Explanations: Reward Expectations 

The final aim of this study was to examine reward expectations as a 

possible alternative explanation of the differential adjustment of graduate teachers 

from various university training pathways.  That is, Goddard and O‟Brien 

(2003b, 2006) suggested that newly qualified teachers who have completed more 

university training may expect to be the recipients of greater rewards once in the 

workplace. In turn, these graduates were expected to experience more 

disappointment during their first year of employment and greater transitional 

difficulties. This study aimed to test this hypothesis by examining differences in 

the reward expectations of primary and secondary teachers from various 

university training pathways. Contrary to expectations, no significant differences 

were found between the groups in terms of training pathway. These results do not 

support Goddard and O‟Brien‟s (2003b, 2006) hypothesis and suggest that the 

differential adjustment among teachers from various training pathways is unlikely 

to be explained by differences in their reward expectations.  

 Importantly however, significant differences in the graduates‟ reward 

expectations were found between the primary and secondary teachers in this 

study. Overall, the primary teachers found that the intrinsic rewards associated 

with teaching exceeded their expectations to a greater degree than they did for the 

secondary teachers. This is interesting and is consistent with the pattern of results 

reported for turnover intentions, such that the secondary teachers found teaching 
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to be less rewarding and were more likely to report turnover intentions. 

Consequently, it is argued that these results have provided additional evidence to 

suggest that there may be differences in the experiences of primary and secondary 

teachers as they transition to the workplace, and that secondary teachers seem to 

experience greater difficulty with this transition.  In addition, these findings are 

consistent with the suggestion that the development of turnover intentions and 

burnout during the first year of employment may be driven by different processes.  

         Further to this, it seems reasonable to suggest that an individual‟s degree of 

disappointment with specific aspects of the work environment (i.e., the intrinsic 

rewards supplied to them by their schools) may be more likely to be expressed in 

the development of transitional outcomes related to the school (i.e., the 

development of turnover intentions). That is, it seems likely that the school 

environment and the training offered by universities may impact on graduate 

teachers‟ transitional outcomes in different ways and that these differences may be 

an important starting point in explaining why burnout and turnover intentions 

seem to develop differently across the first year of employment. Accordingly, 

further research is needed to understand why the transitional outcomes of primary 

and secondary teachers seem to differ, and to understand how turnover intentions 

and burnout develop across the first year of employment, including the extent to 

which these outcomes may develop independently of each other. 

Conclusion 

In summary then, this study demonstrated that the transitional outcomes of 

graduate teachers may vary as a function of their university training. More 

specifically, the results of this study suggested that teachers with a graduate entry 

qualification may be more likely to experience burnout in the first year of 
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employment than teachers from other training pathways, and that the two years of 

education-specific training provided by a graduate entry qualification may not be 

equivalent to other degree types in terms of its ability to prepare graduates for the 

first year of employment. In addition, this study has demonstrated that there may 

be important differences in the training provided by a dual degree, as compared 

with a graduate entry teaching qualification, and that further research examining 

the impact of university training on adjustment to the workplace may benefit from 

considering these training pathways separately.  

Next, the examination of reward expectations revealed no differences 

between the training pathway groups and thus implied that graduate teachers‟ 

expectations regarding the intrinsic rewards available to them in the workplace are 

unlikely to account for differences in transitional outcomes across various degree 

types.  

Interestingly, a number of differences were found between primary and 

secondary teachers in terms of cynicism, turnover intentions, and reward 

expectations and it was argued that there may be important differences in the 

experiences of primary and secondary teachers as they adjust to the workplace. 

Lastly, this study found that although university training seemed to impact on the 

development of burnout during the first year of employment, it did not impact on 

the development of turnover intentions, and it was suggested that distinct 

processes may underlie the development of these transitional outcomes. In this 

way, it would seem that university training may, indeed, play an important role in 

graduate adjustment to the workplace. However, extensive further research is 

needed to understand the nature of this link and how university training may 
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interact with other factors such as teaching specialisation and the influence of the 

school environment in the prediction of transitional outcomes. 
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CHAPTER 7  

GENERAL DISCUSSION 

 

Each year increasingly large numbers of Australians graduate from 

university study and begin their new careers. As they move into the workforce 

these graduates are faced with a variety of challenges, such as adapting to a new 

workplace environment, adjusting to the organisational culture, and meeting 

company demands regarding both job performance and organisational citizenship 

behaviour (Department of Education Employment and Workplace Relations, 

2010; Goodwin & O'Connor, 2003; Graham & McKenzie, 1995; Perrone & 

Vickers, 2003; Renn & Jessup-Anger, 2008; Smith & Pilling, 2007). This period 

of change and adjustment is an important life transition with significant 

implications for individuals‟ career trajectory, occupational identity, self-esteem 

and well-being. It also impacts on Australian businesses in terms of graduate 

retention, commitment, training and productivity (Graham & McKenzie, 1995); 

and it has implications for universities in terms of their ability to prepare 

graduates for the workplace. However, this life transition has also been 

characterised as a time of stress, disappointment and disillusionment (Goodwin & 

O'Connor, 2003), and there have been reports that some graduates may experience 

significant negative consequences for their well-being, extreme distress and even 

failure in the transition (Corbell, et al., 2011; DeAngelis & Presley, 2011; Gavish 

& Friedman, 2010; Goddard & O'Brien, 2003a; Graham & McKenzie, 1995; 

Holden & Hamblett, 2007; Smith & Pilling, 2007; Tsouloupas, et al., 2010). 

Clearly then, research examining factors that may ameliorate graduate stress, and 
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thus facilitate the transition to the workplace, is worthwhile and has significant 

implications for a number of stakeholders.  

This research thesis aimed to increase our understanding of the transition 

to the workplace by examining the experiences of graduate teachers. In particular, 

the thesis aimed to explore the notion of graduate preparedness for the transition 

to the workplace, and to identify a set of skills and personal resources that may 

ameliorate transitional difficulties. The thesis focused on the individual, and 

sought to understand how graduates adjust to the workplace, rather than what 

organisations could do to better accommodate these individuals. This was noted to 

be consistent with the adaptation approach to stress (Quick, et al., 2001), and 

invited a consideration of the skills and resources that individuals may possess 

prior to their graduation and the transition to the workplace. Such an approach 

was argued to allow for the design of interventions that are less dependent on 

organisational characteristics and, therefore, not impacted by the vast degree of 

variance in workplace environments. In addition, this approach was argued to 

support the design of interventions that focus on the prevention of transitional 

difficulties, rather than their cure.   

Theories of Person-Environment Fit were used as the conceptual 

framework in this thesis, and both Demands-Abilities Fit and Supplies-Values Fit 

were considered to identify skills and personal resources that graduate teachers 

may possess prior to entering the workforce that are likely to prevent transitional 

difficulties. More specifically, the graduates' perceptions of their own 

competency, the formal preparation they had undergone whilst at university, and 

their efficacy beliefs in respect of the teaching role, were identified as resources 

that could be developed prior to graduation. In turn, these resources were argued 
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to contribute to newly qualified teachers‟ ability to achieve Demands-Abilities Fit 

and, therefore, prevent the onset of transitional difficulties. Similarly, the 

graduates' commitment to their careers, their expectations regarding the rewards 

available to them in the workplace, and their expectations regarding the 

challenges associated with teaching were also argued to be resources that would 

contribute to newly qualified teachers‟ ability to achieve Supplies-Values Fit and, 

therefore, adjust successfully to full-time employment.  

Chapters 3 through 6 presented a series of research studies investigating 

the role of these personal resources in the transition to teaching. Study 1a 

examined the extent to which pre-service teachers possessed a sense of 

competency, teaching self-efficacy, commitment to their career choices, and 

unrealistic expectations prior to graduation. Study 1b utilised longitudinal data to 

consider changes in personal resources across the transition to teaching, to explore 

the implications of differences in training pathways for adjustment to the 

workplace, and to assess the link between personal resources and transitional 

difficulties during the first year of employment. Next, Study 2 presented a more 

in-depth, cross-sectional, analysis of the role of perceived competency, teaching 

self-efficacy, graduate challenge expectations, and career commitment in the 

prediction of transitional outcomes. Study 3 concluded the research series by 

further investigating the role of university training pathways in the transition to 

teaching. Differences in the transitional outcomes of graduates from various 

training pathways were examined and possible explanations of these differences 

were explored. The theoretical framework and key research questions examined 

by this thesis are summarised in Figure 7.1. 
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Figure 7.1 

Theoretical framework and research questions examined by this thesis 

Adaptation 

Change person to suit 

environment = approach 

adopted by this thesis 

Adaptation Approach to Stress 

 

Misfit 

Demands-abilities or supplies-

values misfit = transitional 

difficulties 

Theories of Person-Environment Fit 

Values 

 Career Choice: Reward Expectations 

o realistic expectations of the rewards associated with teaching may 

prevent transitional difficulties 

o graduate teachers may expect greater rewards during the first year of 

employment than is realistic 

 Career Choice: Career Commitment 

o strong career commitment may contribute to transitional difficulties 

o graduate teachers may develop a sense of commitment to their 

careers prior to graduation 

 Challenge Expectations 

o realistic expectations of the difficulty of teaching may prevent 

transitional difficulties 

o graduate teachers may expect fewer challenges during the first year 

of employment than is realistic 

Abilities 

 Perceived Competency 

o a strong sense of competency may prevent transitional difficulties 

o pre-service teachers may overestimate their competency leading to 

diminished competency beliefs during first year of employment 

 Teaching Self-Efficacy 

o high teaching self-efficacy may predict fewer transitional difficulties 

 Training Pathway 

o there may be differences in the transitional outcomes of teachers from 

various training pathways 

Demands-

Abilities Misfit 

 Burnout  

 Turnover 

Intentions 

Supplies-

Values Misfit 

 Burnout  

 Turnover 

Intentions 
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This final chapter in the thesis draws together the findings from the above 

program of research and presents a discussion of the implications of these studies 

for the transition to teaching. The discussion begins with a brief summary of each 

personal resource examined by the thesis, including the role of these resources in 

the prediction of transitional outcomes. Next, the theoretical and practical 

implications of the research findings will be examined, and the methodological 

limitations of the studies will be considered. Finally, the chapter will present 

suggestions for future research and will outline the conclusions derived from these 

studies in relation to the preparation of graduates for the teaching role.  

Summary of Findings 

Enhancing Demands-Abilities Fit: Perceived Competency 

Perceived competency was argued to influence the degree of perceived fit 

between a newly qualified teacher‟s abilities, and the demands of the school 

environment. Chapter 2 also argued that graduate teachers may be developing an 

unrealistic sense of their abilities prior to graduation and that this overconfidence 

may contribute to the onset of transitional difficulties (Friedman, 2000; Graham & 

McKenzie, 1995; Mulholland & Wallace, 2001; Weinstein, 1988). Furthermore, 

obtaining a sense of competency was argued to become an overriding concern of 

novice professionals, with graduate teachers‟ initial overconfidence followed by a 

period of uncertainty and self-doubt in regards to their capabilities (Friedman, 

2000; Schonfeld, 2001; Weinstein, 1988). In turn, it was predicted that this self-

doubt would to lead to Demands-Abilities misfit and poor transitional outcomes 

(Burke, et al., 1996; Friedman, 2000). 
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Studies 1a, 1b and 2 investigated the role of perceived competency in the 

transition to teaching. First, Studies 1a and 1b assessed the extent to which pre-

service teachers may be overconfident in their abilities, while newly qualified 

teachers may be self-doubting. Study 1a utilised a cross-sectional design to 

compare the competency beliefs of pre-service and newly qualified teachers, 

while Study 1b examined changes in competency beliefs over time. First, Study 

1a found significantly lower levels of perceived competency amongst the newly 

qualified teachers, suggesting that pre-service teachers may overestimate their 

abilities prior to entering the workforce. Conversely, Study 1b found no change in 

graduate teachers‟ competency beliefs across the transition to the workplace. It 

was subsequently argued that the small sample size in Study 1b may have resulted 

in insufficient power to detect an actual change in perceived competency, and that 

while the results of this study could not be interpreted as supporting claims of 

overconfidence amongst graduate teachers (Friedman, 2000; Graham & 

McKenzie, 1995; Mulholland & Wallace, 2001; Weinstein, 1988), they also did 

not provide conclusive evidence to discount this possibility.  

Next, the relationships between perceived competency and the 

development of burnout and turnover intentions during the first year of 

employment were examined. Study 1b tested these relationships over time, and 

examined correlations between competency beliefs and transitional difficulties 

prior to graduation and, again, during the first year of employment. Study 2 then 

conducted a larger, cross-sectional, analysis of these relationships in the presence 

of other predictors of graduate adjustment to teaching. These studies consistently 

found links between graduate teachers' competency beliefs and the development 

of both emotional exhaustion and cynicism during the first year of employment, 
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suggesting that perceived competency may, indeed, be a key determinant of 

graduate preparedness for the teaching role.  

Interestingly, however, the direction of the relationships between 

perceived competency and these two symptoms of burnout were not always 

consistent. That is, evidence of two suppressor variables was found in Study 2. 

Furthermore, these suppressor variables were found to reverse the direction of the 

relationships between perceived competency and transitional difficulties. More 

specifically, teaching self-efficacy was found to suppress irrelevant variance in 

perceived competency in the part of the model predicting emotional exhaustion, 

while career commitment, in combination with teaching self-efficacy, suppressed 

perceived competency in the part of the model predicting cynicism. In turn, this 

resulted in findings of stronger, positive relationships between perceived 

competency and the burnout symptoms of emotional exhaustion and cynicism.  

These findings were interpreted as suggesting that the inclusion of 

teaching self-efficacy and career commitment suppressed variance relating to the 

graduates' dispositional sense of competency, and resulted in a clearer assessment 

of the impact of situational competency beliefs on the transitional outcomes of 

newly qualified teachers. It was then argued that the unexpected direction of the 

relationships between perceived competency, and the burnout symptoms of 

cynicism and emotional exhaustion, may have indicated that the newly qualified 

teachers in Study 2 had not yet reassessed their competency beliefs, but rather, 

were continuing to strive for unrealistic standards of performance. In turn, this 

was argued to result in greater transitional difficulties and, therefore, positive 

relationships between perceived competency and both emotional exhaustion and 

cynicism.  
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Enhancing Demands-Abilities Fit: Training Pathway 

In considering factors that may influence a graduate‟s ability to meet the 

demands of the work environment, Chapter 2 argued that formal training for the 

teaching role, including the type of degree undertaken, was likely to contribute to 

adjustment to the workplace. Chapter 2 then presented evidence from previous 

research demonstrating that graduate teachers with more than one degree 

(Goddard & O'Brien, 2003b), as well as those with a Post-Graduate Certificate in 

Education (Cains & Brown, 1998b), were likely to experience more transitional 

difficulties than teachers with a Bachelor of Education only (see also Graham & 

McKenzie, 1995). It was noted that these findings seemed to suggest that 

university training pathways involving the completion of more study than a four-

year Bachelor of Education degree, were likely to be associated with poorer 

transitional outcomes. Studies 1a, 1b, and 3, then investigated this somewhat 

counterintuitive hypothesis.   

 First, Studies 1a and 1b considered the extent to which the differential 

adjustment of graduates with one or more than one university degree could be 

accounted for by differences in their competency beliefs. Contrary to 

expectations, neither of these studies found differences in the perceived 

competency of teachers with single or multiple degrees, and it was argued that 

perceived competency was unlikely to explain the differential adjustment reported 

in previous research (Cains & Brown, 1998b; Goddard & O'Brien, 2003b). 

Importantly, however, Study 1a did not examine differences in the transitional 

outcomes of the participants, and Study 1b failed to replicate the findings of 

significantly greater transitional difficulties amongst graduates with more than 

one university degree. In doing so, these results diminished the certainty with 
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which any conclusions could be drawn regarding the role of the university in this 

transition. Nonetheless, it was noted that the differences in the transitional 

outcomes of graduates from different training pathways approached significance 

in the case of emotional exhaustion and the intention to leave teaching, and it was 

argued that this line of enquiry should not be abandoned.  

Consequently, Study 3 again examined the role of university training in 

the transition to the workplace. This time, training pathway was operationalised in 

terms of the number of years spent in training specific to education, and the 

transitional outcomes of teachers with a Bachelor of Education, a Dual Degree 

and a graduate entry teaching qualification were examined. In addition, the study 

considered possible differences in the adjustment of primary and secondary 

teachers from different training pathways, and examined graduate reward 

expectations as another alternative explanation of the differential adjustment of 

teachers from various training pathways.  

Study 3 replicated the differential adjustment of graduates from different 

training pathways. Significantly lower levels of professional efficacy were found 

amongst teachers with a graduate entry qualification, as compared with those with 

a Dual Degree. In addition, significantly higher levels of cynicism were found 

amongst primary teachers with a graduate entry qualification, as compared with 

primary teachers with either a Dual Degree or a Bachelor of Education. It was 

noted that in both cases, teachers with the fewest number of years in education-

specific training, were found to experience poorer transitional outcomes, and it 

was concluded that not all university training pathways are equal in terms of their 

ability to prepare graduates for the first year of teaching.  
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Next, this study examined whether differences in the reward expectations 

of graduates from a Bachelor of Education, Dual Degree, or graduate entry 

training pathway could account for the differences in their transitional outcomes 

reported above. Contrary to expectations, no differences were found in the reward 

expectations of graduates from different training pathways and it was concluded 

that this variable was unlikely to explain the differential adjustment of graduate 

teachers reported above.  

Enhancing Demands-Abilities Fit: Teaching Self-Efficacy 

The final variable thought to influence a graduate‟s ability to achieve 

Demands-Abilities Fit was teaching self-efficacy. Teaching self-efficacy was 

argued to assist graduates to meet the wider demands of the school environment 

and, thus, contribute to graduate preparedness by enhancing their adaptability, 

coping strategies, persistence, and resilience to stress (Gordon & Debus, 2002; 

Shachar & Shmuelevitz, 1997; Tschannen-Moran & Hoy, 2001). Chapter 2, 

described a number of research papers linking teaching self-efficacy to the 

amelioration of burnout (Brouwers, et al., 2001; Brouwers & Tomic, 2000; Fives, 

et al., 2007; Tsouloupas, et al., 2010), and it was argued that the development of a 

strong sense of teaching self-efficacy, prior to graduation, was likely to enhance 

newly qualified teachers‟ ability to adapt to the first year of employment.   

Studies 1a and 1b explored changes in graduates‟ self-efficacy beliefs 

across the transition to teaching, utilising cross-sectional and longitudinal designs 

respectively. Important differences were found between primary and secondary 

teachers and these groups were considered separately. For the secondary teachers, 

the first year of employment was associated with lower levels of teaching self-



230 

 

efficacy, as compared with the pre-service teacher group. Conversely for the 

primary teachers, participants in their first year of employment reported the same 

or higher levels of self-efficacy than the pre-service teachers. This pattern of 

results was consistent across both studies and was interpreted as suggesting that 

teaching self-efficacy may diminish across the transition to the workplace for 

secondary teachers but not for primary teachers.  

Next, Study 1b found a number of significant relationships between 

teaching self-efficacy and various transitional outcome variables. For instance, a 

strong sense of self-efficacy prior to graduation predicted higher professional 

efficacy during the first year of employment. Similarly, a strong sense of efficacy 

during the first year of employment also predicted higher professional efficacy; 

while the relationship between self-efficacy during the first year of employment 

and the intention to leave the school approached significance. These results 

provided evidence of the likely importance of teaching self-efficacy in the 

prediction of transitional difficulties and implied that possible reductions in 

secondary teachers‟ self-efficacy may, indeed, have significant implications for 

their transitional outcomes.  

Following this, Study 2 used structural equation modelling to conduct a 

more detailed investigation of the relationships between teaching self-efficacy and 

the transitional outcomes of burnout and turnover intentions. Higher levels of 

teaching self-efficacy during the first year of employment were found to predict 

lower levels of emotional exhaustion and fewer turnover intentions in respect of 

the school and the teaching profession. It was argued that this personal resource 

may contribute to an individual's willingness to persist in the face of difficulty, as 
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well as the tendency to take longer than others to withdraw from a challenging 

situation.  

Enhancing Supplies-Values Fit: Reward Expectations 

Chapter 2 revealed evidence to suggest that some graduates may be 

entering the workplace expecting to be the recipients of higher role status, more 

interesting work, greater workplace rewards and faster achievement of career 

goals than is realistic (Early & Winton, 2001; Goddard & O'Brien, 2003b; 

Goodwin & O'Connor, 2003; Graham & McKenzie, 1995; Perrone & Vickers, 

2003; Weinstein, 1988). In turn, this discrepancy between the expected and actual 

workplace supplies was argued to contribute to Supplies-Values misfit and was, 

therefore, investigated as a possible source of transitional difficulties. 

The qualitative analyses presented by Study 1a suggested that pre-service 

teachers‟ expectations of the likely benefits or supplies available to them in a 

teaching career, were important factors in their occupational choices. In most 

cases, these assumptions were quite explicit, and the participants spoke directly 

about the intrinsic or extrinsic rewards they expected to receive as the reasons 

behind their decisions to teach. 

Following this, Study 2 used a measure of graduate reward expectations, 

based on the results of Study 1a, to assess the extent to which newly qualified 

teachers‟ experiences of workplace supplies differed from their expectations. 

Study 2 also aimed to examine the relationships between the graduate teachers‟ 

reward expectations and their transitional outcomes. Unfortunately, the „extrinsic 

reward expectations‟ scale demonstrated poor psychometric properties and was 

excluded from the analyses. In addition, a strong degree of multicollinearity was 



232 

 

found between the „intrinsic reward expectations‟ scale and the career identity 

subscale (from the measure of career commitment). As a result, the intrinsic 

rewards scale was also excluded from the regression and structural equation 

modelling analyses in Study 2 and the hypotheses regarding the role of graduate 

reward expectations in the transition to teaching were not tested.  

It was noted, however, that Study 2 did find significant bivariate 

correlations between intrinsic reward expectations and all three symptoms of 

burnout, as well as between extrinsic reward expectations and emotional 

exhaustion and cynicism. Furthermore, these correlations were all in the expected 

direction, with the experience of greater-than-expected intrinsic or extrinsic 

rewards associated with lower emotional exhaustion and cynicism and greater-

than-expected intrinsic rewards associated with higher levels of professional 

efficacy. In this way, it was argued that this line of research should not be 

abandoned.  

Enhancing Supplies-Values Fit: Career Commitment 

This thesis also investigated the role of career commitment in the 

transition to full-time employment. It was argued that graduate teachers may have 

developed an attachment to their chosen occupations after spending four years at 

university in pursuit of their careers, and that this sense of commitment may 

impact on adjustment to the workplace. Chapter 2 then presented research 

evidence suggesting that graduates with a stronger sense of attachment to their 

chosen occupations, may be more distressed by the realisation that the workplace 

is not what they were expecting and may experience greater difficulties during the 
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first year of employment (Goodwin & O'Connor, 2003; Graham & McKenzie, 

1995). 

Study 1a conducted a qualitative analysis of pre-service teachers‟ career 

choices and examined the extent to which graduate teachers were strongly 

committed to their chosen occupations. Consistent with expectations, the majority 

of participants in Study 1a were found to have developed some sense of 

commitment to their careers prior to graduation, with a considerable proportion of 

participants indicating that this attachment had developed since early childhood. 

For these strongly committed participants, teaching was often described as a life-

long goal or „calling‟, seemed to be closely aligned with their sense of self, and 

carried a strong degree of personal meaning.  

Study 2 then examined the relationships between career commitment and 

transitional difficulties using Structural Equation Modelling. Measurement model 

fit indices, along with factor loadings and standardised residual covariances, 

suggested that the career resilience subscale be considered separately from the two 

remaining measures of career commitment (career identity and career planning). 

Subsequent results of the structural regression analyses indicated that commitment 

to teaching was the most important predictor of transitional outcomes during the 

first year of employment; with every measure of transitional difficulties predicted 

by at least one measure of career commitment. Furthermore, career resilience was 

found to be the strongest predictor of emotional exhaustion, cynicism, the 

intention to leave the school and the intention to leave Education Queensland.  

Interestingly, while Study 2 confirmed the importance of career 

commitment in the transition to teaching, there were also a number of unexpected 

findings relating to how this variable may influence adjustment to the workplace. 



234 

 

For instance, contrary to the above suggestion that strongly committed teachers 

may be more distressed by the realisation that the workplace was not what they 

were expecting, Study 2 consistently found significant, negative, relationships 

between the measures of career commitment and transitional difficulties. It was 

argued that these results may imply that in the difficult context of the first year of 

teaching, the most important determinant of graduate adjustment is the tendency 

to believe that the benefits of being a teacher outweigh the costs and to persist 

with a teaching career despite the difficulties inherent in the role. 

Also contrary to expectations, Study 2 found that career commitment (as 

measured by career identity and career planning) was the only variable to 

contribute significantly to the prediction of professional efficacy. Further, a 

surprisingly strong association was found between these two variables, despite the 

inclusion of teaching self-efficacy in the structural equation model. These results 

were interpreted as suggesting that, in the absence of the mastery experiences 

required to build a strong sense of efficacy, graduate teachers' beliefs regarding 

their effectiveness in the profession may be derived from a sense that teaching is a 

central part of their identity. Similarly, career commitment was found to be the 

strongest negative predictor of the intention to leave the teaching profession, but it 

did not predict the intention to leave the school or Education Queensland. These 

results suggested that while individuals who identify strongly with the teaching 

role may be less likely to leave the profession, career commitment may have no 

bearing on their intentions to leave their schools or Education Queensland. 
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Enhancing Supplies-Values Fit: Challenge Expectations 

 The final personal resource considered by this thesis related to graduate 

teachers‟ expectations of the challenges they were likely to face in the workplace. 

Chapter 2 noted that graduates may form unrealistically high expectations of the 

workplace and that these expectations may, in turn, lead to the development of 

transitional difficulties (Early & Winton, 2001; Friedman, 2000; Goddard & 

O'Brien, 2003b; Goodwin & O'Connor, 2003; Graham & McKenzie, 1995; 

Mulholland & Wallace, 2001; Perrone & Vickers, 2003; Weinstein, 1988). In 

particular, graduates were argued to enter the workplace with an inflated sense of 

confidence in their abilities, to overestimate the availability of workplace rewards, 

and to underestimate the degree of difficulty they were likely to experience during 

the first year of employment. Consequently, in addition to the above consideration 

of graduates‟ perceived competency and reward expectations, this thesis also 

considered the extent to which graduate teachers had developed a realistic 

understanding of the challenges they were likely to face in the workplace.  

Study 1a presented a qualitative analysis of pre-service teachers' challenge 

expectations. The study did not provide compelling evidence to suggest that the 

graduate teachers had underestimated the difficulty of the teaching role. The 

participants listed a range of challenges they expected to experience, including 

managing an immense workload, creating positive and engaging learning 

environments, demonstrating competence, and managing „normal‟ negative 

student behaviour. Further, these responses seemed to capture the most significant 

difficulties faced by teachers (see Cains & Brown, 1996, 1998; Cowley, 2003), 

suggesting that the participants had some understanding of the difficulties they 

would face. It was noted, however, that very few participants commented on their 
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ability to manage “extreme” student issues, adapt to the workplace environment, 

and build effective relationships with stakeholders. Previous research had 

indicated that these challenges were among the most severe stressors reported by 

newly qualified teachers (Cains & Brown, 1996, 1998), and it was argued that the 

participants may have underestimated the importance of these challenges. 

Study 2 developed a measure of graduate challenge expectations, based on 

the results of Study 1a, and assessed the extent to which newly qualified teachers‟ 

found their roles to be more or less challenging than they were expecting. The 

study then examined the relationships between newly qualified teachers‟ 

challenge expectations and the transitional outcomes of burnout and turnover 

intentions. As predicted, a significant positive relationship was found between 

higher-than-expected challenges and emotional exhaustion, suggesting that the 

participants may have been experiencing „reality shock‟ as a result of the 

realisation that the workplace was more challenging than expected.  

Overall, the program of research described above has contributed to the 

understanding of factors that may impact on graduate adjustment to the teaching 

role and has revealed a number of important considerations for the literature 

surrounding this transition. Similarly, the results of these studies have important 

implications for the way in which graduate teachers are prepared for the 

workplace. A summary of the key findings of this thesis are presented in Figure 

7.2. This discussion will now describe the theoretical and practical implications of 

these findings.  
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Figure 7.2 

Summary of key findings  

Theories of Person-Environment Fit 

Values 

 Career Choice: Reward Expectations (RE) 

o Study 1a: pre-service teachers expect a range of intrinsic and extrinsic 

rewards from their teaching careers 

o Study 2: hypotheses not tested due to multicollinearity and 

measurement issues 

 Career Choice: Career Commitment (CC) 

o Study 1a: pre-service teachers develop a sense of CC prior to 

graduation 

o Study 2: each measure of transitional difficulties was negatively 

predicted by at least one measure of CC 

 Challenge Expectations (CE) 

o Study 1a: pre-service teachers expect to face a range of challenges 

during the first year of employment 

o Study 2: the experience of greater-than-expected challenges during 

first year of employment predicts higher emotional exhaustion 

Abilities 

 Perceived Competency (PC) 

o Study 1a: pre-service teachers report higher PC than newly qualified 

teachers 

o Study 1b: no change in PC across transition to the workplace 

o Study 2: PC predicts higher emotional exhaustion and cynicism 

during the first year of employment (in the presence of TSE and 

CC) 

 Teaching Self-Efficacy (TSE) 

o Studies 1a & 1b: TSE diminishes across the transition to the 

workplace for secondary teachers but not for primary teachers 

o Study 2: TSE predicts less emotional exhaustion and fewer 

intentions to leave the school and the profession 

 Training Pathway (TP) 

o Study 3: lower professional efficacy found among teachers with a 

graduate entry qualification than those with a dual degree 

o Study 3: higher cynicism found among primary teachers with a 

graduate entry qualification than primary teachers with a dual 

degree or Bachelor of Education  

o Studies 1a & 1b: no differences found in the PC of graduates from 

different TPs 

o Study 3: no differences found in the RE of graduates from different 

TPs 

o  

 

Demands-

Abilities Misfit 

 Burnout  

 Turnover 

Intentions 

Supplies-

Values Misfit 

 Burnout  

 Turnover 

Intentions 
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Theoretical Implications 

 This thesis developed and tested a preliminary model of burnout and 

turnover intentions during the first year of employment and, in doing so, has 

identified a number of implications for future efforts to further develop models of 

graduate adaptation. These theoretical implications are described, in turn, below.          

Adaptation Approach to Stress 

As stated above, the thesis was guided by the adaptation approach to stress; which 

assumes that well-being stems from an individual‟s adaptability and focuses on 

changing the person to suit the environment, rather than modifying the 

organisation to accommodate the individual (Quick, et al., 2001). It was argued 

that graduate teachers‟ transitional outcomes could be improved by providing 

individuals with a set of skills and personal resources to facilitate their own 

adjustment to the workplace. Consistent with this suggestion, the current program 

of research identified a number of personal resources thought to contribute to 

graduate preparedness, and examined the relationships between these resources 

and the development of transitional difficulties. The results of the thesis 

consistently demonstrated a link between graduate teachers‟ personal resources 

and their transitional outcomes. In doing so, these results have supported the 

utility of the adaptation approach to stress and have suggested that meaningful 

gains in the understanding of this transition may be achieved by focussing on 

factors likely to contribute to graduate preparedness.  

Theories of Person-Environment Fit 

 This thesis also incorporated Theories of Person-Environment Fit as a 

guiding theoretical framework. Theories of Person-Environment Fit are consistent 
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with the adaptation approach to stress and suggest that transitional difficulties 

may be the result of a „misfit‟ between the organisation and the individual. 

„Misfit‟ can be conceptualised in terms of a lack of correspondence between the 

individual‟s abilities and the demands of the work environment, or in terms of the 

mismatch between the person‟s values and the supplies of the organisation 

(Edwards, 1996; Edwards & Van Harrison, 1993; Livingstone, et al., 1997; Shaw 

& Gupta, 2004; Siegrist, 1996). It was noted that while many researchers 

distinguish between Supplies-Values and Demands-Abilities Fit, very few have 

examined whether and how these versions of fit relate to each other in the 

prediction of stress (Livingstone, et al., 1997). Consequently, it was argued that 

research focussing on only one type of fit may risk omitting important 

information, and this thesis considered personal resources likely to contribute to 

both Demands-Abilities and Supplies-Values Fit. 

 The results of the thesis have provided evidence to support the utility of 

Theories of Person-Environment Fit in research examining this transition. Indeed, 

every personal resource considered by the thesis as a possible determinant of 

graduate fit was empirically linked to at least one measure of transitional 

difficulties by these studies. Similarly, the thesis has underscored the importance 

of considering fit from both a Demands-Abilities and Supplies-Values 

perspective, with the two strongest predictors of transitional difficulties identified 

by each of these approaches (career commitment from the Supplies-Values Fit 

perspective and teaching self-efficacy from a consideration of Demands-Abilities 

Fit). In addition, Study 2 revealed evidence of a significant interaction between 

perceived competency, teaching self-efficacy (from the Demands-Abilities 

approach to fit) and career commitment (from the Supplies-Values Fit 
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perspective) in the prediction of burnout. This is consistent with the work of 

previous researchers who have argued that Demands-Abilities and Supplies-

Values Fit may interact in the prediction of stress (Edwards, 1996), and confirms 

the importance of research examining both types of fit and how they may relate to 

each other. In this way, the application of Theories of Person-Environment Fit to 

the transition to teaching may contribute, not only, to the understanding of 

graduate adaptation to the workplace, but also, to the understanding of these types 

of fit and how they may interact in the prediction of stress-related outcomes.  

Developing a Model of Adjustment 

 Next, this thesis identified a number of important differences between 

primary and secondary teachers, and Study 2 examined the extent to which a 

different model of graduate adjustment may be needed for these two groups. The 

results of this analysis suggested that although there were a number of significant 

differences in the levels of personal resources and transitional difficulties reported 

by primary and secondary teachers, the relationships between the predictors of 

graduate adjustment and the transitional outcome variables were consistent across 

these groups. In this way, the results of this thesis have suggested that the same 

model of graduate adjustment is likely to apply to both primary and secondary 

teachers, and that future research could usefully focus on developing a general 

model of adjustment to teaching.  

 Consistent with this, the research program focussed on predicting graduate 

adjustment to the workplace for teachers in general. Perceived competency, 

teaching self-efficacy, career commitment and graduate expectations regarding the 

difficulty of the teaching role were examined as predictors of burnout and 
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turnover intentions during the first year of employment. The findings of the thesis 

provided support for the inclusion of each of these predictors in research 

examining graduate adjustment to the workplace, and have revealed some 

preliminary information regarding the ways in which these predictors may 

combine with each other in the prediction of transitional difficulties. In turn, these 

findings have a number of implications for the further development of a model of 

graduate adjustment to teaching, as well as for the literature surrounding this 

transition. These implications are described in detail below. 

 First, the pattern of results in Study 2 may have implications for the way 

graduate teachers‟ competency beliefs during the first year of employment are 

understood and defined. That is, the suppressor relationship between perceived 

competency, teaching self-efficacy and career commitment in the prediction of 

emotional exhaustion and cynicism, as well as the finding that career commitment 

was the only significant predictor of professional efficacy, may imply that 

graduate teachers‟ competency beliefs need to be understood within the context of 

this transition. The suppression effect was interpreted as suggesting that the 

distinction between graduate teachers‟ dispositional and situational competency 

beliefs may be important, and that these types of competency beliefs may impact 

on the transitional outcomes of graduate teachers in different ways. Similarly, the 

strong significant relationship between career commitment and professional 

efficacy, despite the inclusion of teaching self-efficacy in the model, was 

interpreted as suggesting that in the context of the first year of teaching, the 

graduates‟ sense of efficacy may have more to do with a belief that teaching is 

„who they are as a person‟ than with a sense of confidence developed over time 

and as a result of experiences with success. Taken together, these findings may 
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imply that the perceived competency construct could usefully be redefined to 

capture the graduates‟ situational competency beliefs and that further efforts to 

understand what this construct is, how it differs from dispositional competency 

beliefs and the graduates‟ sense of career identity, and how it impacts on 

transitional outcomes, is clearly warranted.  

 Similarly, the results of Study 2 may have important implications for the 

way the career identity construct is defined and understood. That is, a high degree 

of multicollinearity was found between career identity and the intrinsic reward 

expectations scale. This suggests a strong degree of overlap between the extent to 

which the graduates identify with the teaching role and the extent to which they 

find the first year of teaching to be more intrinsically rewarding than they were 

expecting. This is an interesting finding which may imply that graduates who 

perceive teaching to be an important part of „who they are‟ are more likely to find 

teaching to be intrinsically rewarding, or that the experience of intrinsic rewards 

may strengthen a graduates‟ sense of career identity. Thus, the results of this 

thesis may contribute to literature surrounding career commitment and the 

understanding of how individuals develop a sense of professional identity or how 

this identity may impact on their career outcomes.   

Notwithstanding the above comments regarding the interaction between 

teaching self-efficacy and perceived competency in the prediction of transitional 

outcomes, the results of this research program also have implications for the 

literature surrounding the development and maintenance of self-efficacy beliefs. 

Chapter 2 suggested that teaching students‟ efficacy beliefs may change over the 

course of their university study, as a result of direct experiences with success or 

failure, vicarious experiences of others‟ success or failure, and the receipt of 
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support, encouragement and positive feedback (Bandura, 1995, 1997; Mulholland 

& Wallace, 2001). Based on this, it was argued that graduate teachers‟ efficacy 

beliefs would likely change during the first year of employment but that it was 

unclear how those beliefs might change. The research studies presented in this 

thesis have revealed a clear pattern of results to suggest that the efficacy beliefs of 

newly qualified teachers do change over the course of this transition, with 

secondary teachers likely to experience a decrease in their sense of efficacy. These 

results provide support for literature describing the changeable nature of self-

efficacy and suggest that further investigation of factors that may impact on 

graduate teachers‟ efficacy during the first year of employment will likely 

contribute to the understanding of how self-efficacy beliefs are developed and 

maintained.  

 Next, it is noted that career commitment was, arguably, the least 

researched personal resource in the literature pertaining to this transition with 

Chapter 2 describing only preliminary evidence regarding the role of career 

commitment in predicting graduate adjustment to the workplace. It is somewhat 

surprising, then, that the results of Study 2 indicated that career commitment may 

be the most important personal resource, of those examined by this thesis, in 

predicting transitional outcomes. That is, career commitment predicted the highest 

number of transitional difficulties, with each outcome variable in this thesis 

significantly linked to at least one measure of career commitment. Furthermore, 

career resilience was found to be the strongest predictor, overall, of emotional 

exhaustion, cynicism, the intention to leave the school and the intention to leave 

Education Queensland; while the combined career commitment measures of 

career identity and career planning were the strongest predictors of the remaining 



244 

 

outcome variables (professional efficacy and the intention to leave the 

profession). Consequently, it would seem that greater emphasis on graduate 

teachers‟ career commitment in the literature examining this transition is 

warranted and will likely result in significant gains in the understanding of 

graduate adjustment to the workplace.  

 Conversely, it is noted that graduate expectations regarding the workplace 

were the most frequently cited explanation of transitional difficulties in the 

literature reviewed by Chapter 2. A number of researchers argued that graduates 

were likely to develop unrealistic expectations regarding the workplace and that 

these expectations would lead to „reality shock‟ and the development of 

transitional difficulties (Early & Winton, 2001; Goddard & O'Brien, 2003b; 

Goodwin & O'Connor, 2003; Graham & McKenzie, 1995; Perrone & Vickers, 

2003; Weinstein, 1988). It is somewhat surprising, then, that the results of this 

thesis have suggested that challenge expectations was the least important predictor 

of transitional difficulties, of those examined by this thesis. That is, the graduates‟ 

expectations regarding the difficulty of the teaching role were found to predict 

emotional exhaustion only and, in doing so, was the weakest predictor of this 

transitional outcome variable.  In addition, it is noted that the results of this thesis 

did not provide conclusive evidence to suggest that graduate teachers were 

underestimating the difficulty of the teaching role. The results of Study 1a 

indicated that the graduates‟ had developed some understanding of the challenges 

inherent to teaching and the mean score on the challenge expectations scale in 

Study 2 suggested that the newly qualified teachers had found the teaching role to 

be the same, or only slightly more challenging than they were expecting. 

Similarly, the results of Study 2 suggested that the newly qualified teachers, on 
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average, found the first year of teaching to be the same or slightly more 

intrinsically and extrinsically rewarding than they were expecting, and their 

expectations regarding their teaching ability weakly predicted only two 

transitional outcome variables. Taken together, these results seem to imply that 

the difficulties experienced by university graduates as they adapt to the workplace 

can be attributed to more than just the sudden realisation that the „real world‟ was 

not what the graduate was expecting. In turn, the literature surrounding this 

transition would likely benefit from research examining other factors that may 

impact on graduate adjustment to the workplace.  

 Lastly, it is noted that the pattern of results in Study 3 suggested that the 

transitional outcomes of burnout and turnover intentions may develop along 

different pathways. That is, Study 3 found differences in the symptoms of burnout 

reported by graduate teachers from different training pathways, but no differences 

in their turnover intentions or reward expectations. Conversely, primary and 

secondary teachers were found to differ in terms of their turnover intentions and 

reward expectations but not in terms of their burnout. It was suggested that there 

may be key differences in the way these transitional difficulties developed and 

that an individual‟s degree of disappointment with specific aspects of the work 

environment, such as workplace rewards, were more likely to be expressed in the 

development of transitional outcomes related to the school, such as turnover 

intentions. In this way, the results of this study may imply that Demands-Abilities 

and Supplies-Values misfit can result in a range of different stress-related 

outcomes, and that future efforts to develop a model of graduate adjustment to the 

work environment will need to investigate the antecedents of these and other 

manifestations of misfit. 
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Practical Implications 

 As mentioned above, the results of this thesis also have a number of 

implications for the way graduate teachers are prepared for the transition to the 

workplace and for the ways in which they may be assisted to adapt to the first year 

of employment. That is, the results of this thesis have suggested that low levels of 

transitional difficulties and, therefore, graduate adjustment, may be predicted by a 

strong sense of career resilience and career commitment, a strong sense of 

teaching self-efficacy, realistic situational competency beliefs, more than two 

years in education-specific training, and realistic or inflated expectations 

regarding the difficulty of the teaching role. Consequently, this discussion will 

now examine each of these results for further information regarding the way 

graduate teachers may be better prepared for the transition to the workplace. 

Career Commitment 

 Career commitment and, in particular, career resilience were the most 

important predictors of transitional difficulties of those examined by this thesis 

and, between them, were linked to every transitional outcome variable. Career 

resilience was the strongest predictor of emotional exhaustion, cynicism, the 

intention to leave the school and the intention to leave Education Queensland; 

while career commitment was the strongest predictor of the remaining outcome 

variables of professional efficacy and the intention to leave the profession. In 

addition, the qualitative analysis of pre-service teachers‟ career choices in Study 

1a found that the majority of student teachers had developed a sense of 

commitment to their chosen occupations, with some demonstrating considerable 

resilience in the pursuit of their careers. Taken together, these results may imply 
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that career commitment and career resilience are personal resources that can be 

developed prior to the graduates‟ entry into the workplace, and that the largest 

gains in graduate adjustment may be achieved by fostering a sense of commitment 

to teaching, the belief that the benefits of a teaching career outweigh the costs, and 

the tendency to persist with teaching in the face of considerable difficulty. More 

specifically, strategies aimed at increasing graduates‟ understanding of the costs 

and benefits of a career in teaching, encouraging graduates to make an informed 

commitment to their chosen careers, and providing them with the opportunity to 

increase their tenacity and resilience in the teaching environment, may assist 

graduates to adapt to the first year of employment and may reduce the incidence 

of transitional difficulties. In this regard, facilitating pre-service teachers‟ access 

to experienced teachers who have successfully navigated the transition to the 

workplace, and who can talk honestly about the challenges, costs, benefits and 

strategies for managing a career in teaching, may be useful. Universities could 

make use of the practicum placement component of their programs for this 

purpose and could encourage both teaching students and practicum supervisors to 

enter into an open dialogue about these issues. Similarly, the practicum 

experience could be debriefed in such a way as to encourage honest reflection 

regarding the costs and benefits of teaching, and the importance of this career 

choice in the lives of the teaching students. Likewise, providing pre-service 

teachers with information regarding the transition to teaching, the difficulties 

experienced by newly qualified teachers and the factors that may help manage this 

transition may assist in encouraging teachers to persist with their careers in the 

face of transitional difficulties and to understand that some of these difficulties 

may be temporary. Lastly, an assessment of graduates‟ career commitment and 



248 

 

career resilience as part of selection processes may assist universities and schools 

to identify teachers in need of greater support and assistance to navigate the 

challenges of the first years of employment. 

Teaching Self-Efficacy 

 Teaching self-efficacy is, arguably, the second most important predictor of 

transitional difficulties of those examined by this thesis and will be considered 

next. A strong sense of efficacy was linked to lower levels of emotional 

exhaustion, fewer intentions to leave the school and fewer intentions to leave the 

profession; and in all cases was the second strongest predictor of these transitional 

outcomes. Therefore, it would seem that meaningful gains in the adjustment of 

graduate teachers may be achieved through efforts to foster a stronger sense of 

efficacy prior to graduation. Previous research suggests that this may be 

accomplished by providing graduates with the opportunity to experience personal 

success, to witness the success of others and to receive positive feedback and 

encouragement; and identifies practicum placements as an important vehicle in 

the development of teachers‟ efficacy beliefs (Bandura, 1995, 1997; Brouwers & 

Tomic, 2000; Fives, et al., 2007; Mulholland & Wallace, 2001; Tschannen-Moran 

& Hoy, 2007). Importantly, however, it was also noted that practicum placements 

may diminish an individual‟s sense of efficacy by exposing student teachers to 

first hand and vicarious experiences of failure, insufficient guidance, negative 

feedback and harsh criticism (Mulholland & Wallace, 2001). In this way, it would 

seem that continued efforts to foster the teaching self-efficacy of pre-service 

teachers through the use of practicum placements are important and have the 

potential to improve the transitional outcomes of graduate teachers; but that, in 
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doing so, it is important that these practicum experiences are structured so as to 

maximise their positive impacts and minimise the chance of negative outcomes. 

Possible strategies for achieving this may include training practicum supervisors 

in the importance of self-efficacy and techniques for fostering their own and 

others‟ efficacy beliefs; careful selection of placement schools and supervisors so 

as to maximise the pre-service teachers‟ chances of experiencing some early 

successes; the provision of additional support and contact from university staff to 

ensure that the pre-service teachers have access to support, encouragement and 

positive feedback while on a practicum placement; and structured debriefing of 

the practicum experience so as to encourage pre-service teachers to attribute their 

successes appropriately to their own efforts and to assist them to recover from 

negative experiences more quickly. 

Importantly, however, the results of Studies 1a and 1b suggested that 

although pre-service teachers are developing some sense of efficacy prior to their 

graduation, these efficacy beliefs may diminish across the first year of 

employment for secondary teachers. In turn, these findings may imply that 

secondary teachers are in greater need of interventions aimed at enhancing their 

efficacy beliefs and that simply developing efficacy prior to graduation may not 

be enough. Thus, interventions aimed at maintaining the graduates‟ sense of 

efficacy across the first year of employment may also be needed, particularly in 

the case of secondary teachers. It is suggested that this may be achieved in similar 

ways to those noted above, such as the provision of smaller and more easily 

achieved tasks across the first year of employment to increase graduates‟ initial 

experiences of success; the use of mentoring programs to provide vicarious 

achievements, positive feedback and support; training school leaders in the 
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importance of teaching self-efficacy and how to foster it in themselves and others; 

debriefing newly qualified teachers‟ early experiences of success and failure, and 

helping them to attribute these outcomes to the appropriate causes; and facilitating 

newly qualified teachers‟ access to sources of support and encouragement. 

Perceived Competency 

Perceived competency was also found to predict transitional difficulties in 

this thesis and, therefore, will likely be an important factor in preparing graduates 

for the workplace. It is noted, however, that the pattern of results in respect of 

perceived competency was somewhat mixed and that further research is needed 

before the role of competency beliefs in the development of transitional 

difficulties is fully understood. Nonetheless, a series of tentative suggestions are 

listed below outlining the possible practical implications of the findings in respect 

of perceived competency.  

Overall, the results of Studies 1a and 1b implied that graduate teachers felt 

more confident in their teaching ability prior to their graduation, than they did 

once in the workplace. In addition, a stronger sense of competency during the first 

year of employment was found to predict higher levels of emotional exhaustion 

and cynicism in Study 2. When taken together, these findings suggest that a 

reduction in competency beliefs during the first year of teaching may be adaptive; 

and that the newly qualified teachers who reported a stronger sense of competency 

after eight months of employment may have been striving for unrealistic standards 

of performance and, therefore, were more likely to experience extreme exhaustion 

and a cynical or depersonalised attitude. Should this hypothesis regarding the role 

of perceived competency in the transition to teaching be confirmed by future 
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research, these findings may imply that graduates can be better prepared for 

teaching by assisting them to understand the standards of performance that can 

realistically be achieved in the workplace. More specifically, it may be important 

for universities to ensure that they align their teaching and assessment practices 

with the realities of the classroom, and to make explicit the distinction between 

the standards of teaching that one should aspire to and those that are more likely 

to be achieved. Maintaining strong connections with schools and with experienced 

teachers may assist universities to continually update their understanding of the 

realities of the classroom and may assist in providing pre-service teachers with 

access to information about the standards of performance likely to be achieved 

during the first year of employment. Similarly, it may be important for 

universities to ensure that the assessment tasks utilised as part of their programs 

do not erroneously inflate pre-service teachers‟ sense of their own competency 

and that they mimic as closely as possible the types of activities the pre-service 

teachers will be required to perform in their future roles.  Likewise, schools may 

be able to assist teaching graduates to make the transition to the workplace by 

explicitly and clearly explaining the standard of performance expected of a first 

year teacher, by assisting newly qualified teachers to assess their own 

performance in a realistic manner and by providing regular, specific and 

constructive feedback to teaching graduates as they transition into their new roles.  

Training Pathway 

Next, the results of this thesis have implications for the design of 

university preparation programs and may imply that not all training pathways are 

equal in terms of their ability to prepare graduate teachers for the first year of 
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employment. That is, the pattern of results in Study 3 suggested that the number 

of years spent in training specific to education may impact on adjustment to the 

workplace; with teachers from a graduate entry training pathway found to 

experience poorer transitional outcomes than those with more years in education-

specific training. More specifically, newly qualified teachers from a graduate 

entry training pathway reported lower levels of professional efficacy than teachers 

with a dual degree, and higher cynicism than teachers from either a dual degree or 

a Bachelor of Education. In this way, these results seem to imply that better 

transitional outcomes may be associated with the completion of more than two 

years of training specific to education and that „fast-tracked‟ training pathways, 

such as graduate entry degrees, may not prepare graduate teachers for the 

workplace to the same extent as other degrees. In turn, this may have implications 

for the way in which university preparation programs are designed and may 

suggest that a greater emphasis should be placed on aspects of the curriculum 

dealing with pedagogical principles and techniques, rather than on building the 

students‟ subject matter expertise. More specifically, these findings may suggest 

that a review of the effectiveness and appropriateness of „fast-tracked‟ training 

pathways into teaching is warranted and that the ability of these programs to 

prepare teachers for their new roles needs to be considered and, if necessary, 

enhanced. Similarly, it is possible that further gains in teacher adjustment to the 

workplace may be achieved by building more extensive pedagogical content into 

teacher training programs and by focussing on enhancing teaching students‟ 

understanding of how to teach, rather than what to teach.   
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Challenge Expectations 

Lastly, the results of this thesis have provided evidence of a link between 

the experience of greater-than-expected challenges during the first year of 

teaching and the development of emotional exhaustion. In this way, it is possible 

that the transitional outcomes of graduate teachers could be improved through 

interventions aimed at increasing their awareness of the challenges associated 

with teaching, the provision of „realistic job previews‟, and perhaps even 

encouraging them to overestimate the degree of difficulty they will likely face 

during the first year of employment. It is noted, however, that challenge 

expectations was the weakest predictor of emotional exhaustion and was found to 

be unrelated to all other measures of transitional difficulties. In fact, challenge 

expectations was, arguably, the least important predictor of transitional outcomes 

of those examined by this thesis and it is likely that greater gains in the adjustment 

of graduate teachers would be achieved by, first, enhancing the other personal 

resources  described above.  

Methodological Limitations and Suggestions for Future Research 

 This thesis has utilised a range of methodologies to explore the role of 

perceived competency, teaching self-efficacy, training pathway, career 

commitment, reward expectations and challenge expectations in the transition to 

teaching. Study 1a presented qualitative analyses of pre-service teachers‟ career 

choices and expectations regarding the difficulty of the teaching role and, in doing 

so, obtained a richer and more detailed understanding of the perceptions of these 

graduates. In turn, this information guided the selection of the career commitment 

scale, and facilitated the development of the reward expectations and challenge 
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expectations scales, used in Studies 2 and 3. Study 1b made use of a longitudinal 

design, and examined changes in perceived competency and teaching self-efficacy 

over time; while Study 2 employed quantitative and cross-sectional analyses with 

a larger sample size to construct and test structural equation and logistic 

regression models. In turn, Study 2 provided detailed information regarding the 

role of each personal resource in predicting transitional difficulties amongst newly 

qualified teachers. Study 3 then completed the research program with a 

quantitative examination of group differences and a more in-depth consideration 

of the role of university training pathways in this transition. Nonetheless, there are 

important methodological limitations of the study designs employed by this thesis 

which need to be taken into consideration and these limitations are discussed 

below.  

 Perhaps the most significant limitation of the research program presented 

in this thesis was the small sample size reported by Study 1b. The researcher 

experienced considerable difficulty in recruiting participants to this study and in 

maintaining contact with the participants as they transitioned into the workplace. 

Difficulties were experienced in gaining permission to survey final year teaching 

students, with some Lecturers denying access due to concerns that their classes 

had been over researched. Where access was granted, 35% of pre-service teachers 

did not consent to participate in the second round of data collection, and of those 

who did agree to participate, 30% provided incomplete or inaccurate personal 

information and could not be contacted at Time 2. A number of strategies were 

employed to overcome these difficulties, including conducting numerous rounds 

of data collection, attending tutorials and lectures to recruit the participants „in 

person‟, maintaining contact with the Lecturers who had assisted with the research 



255 

 

and requesting permission to return to their classes the following year, recruiting 

participants from a number of universities, instructing the participants to provide 

contact details that were unlikely to change, requesting a range of contact details, 

and introducing a prize draw. Despite these efforts, the final number of 

participants who completed both surveys was considerably lower than hoped for, 

and the planned statistical analyses examining the utility of perceived competency 

and teaching self-efficacy in predicting transitional difficulties over time were not 

conducted.  

 It is also noted that Study 1b did not include measures of career 

commitment, reward expectations or challenge expectations and, as a result, this 

thesis has not examined the role of these personal resources in the transition to 

teaching over time. Due to the difficulties experienced in recruiting participants 

for this thesis, each round of data collection was used to bolster the number of 

participants across all three studies. In turn, the data for Studies 1a and 1b were 

collected concurrently, before the measures of career commitment, reward 

expectations and challenge expectations had been selected or developed. 

Consequently, Study 1b only examined changes in the predictors of Demands-

Abilities Fit across the transition to teaching and no conclusions can be drawn 

regarding changes in the predictors of Supplies-Values Fit over time. 

 Therefore, it is suggested that Study 1b be replicated with a larger sample 

size and with the addition of career commitment, challenge expectations and 

reward expectations as predictors of burnout and turnover intentions. It is noted 

that the inclusion of a prize draw was a reasonably successful strategy in 

encouraging greater participation in the studies reported by this thesis, and it is 

suggested that this strategy be retained. In addition, it is suggested that 
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modifications to the consent package, such as, requesting a family member‟s 

address, asking for the participant‟s mobile phone number (rather than just a 

phone number), and specifically asking for the participant‟s personal email 

address may assist researchers to maintain contact with participants across this 

transition, and thus increase the sample size. In turn, the use of multivariate 

statistical analyses and possibly structural equation modelling would be possible, 

thereby resulting in a more comprehensive examination of predictors of 

transitional difficulties over time. 

 Next, it is noted that Studies 2 and 3 described measurement problems in 

respect of intrinsic reward expectations, extrinsic reward expectations and 

turnover intentions. Evidence of multicollinearity was found between the intrinsic 

reward expectations scale and career identity; indicating a high degree of 

redundancy between these two measures and resulting in the exclusion of intrinsic 

reward expectations from Study 2. The extrinsic reward expectations scale was 

also excluded from Study 2 due to relatively poor reliability and a high degree of 

residual variance in the structural equation model. As a result, this thesis was not 

able to test the hypotheses regrading the link between newly qualified teachers‟ 

expectations of the rewards available in the workplace and the development of 

transitional difficulties.  

It is therefore suggested that the reward expectation scale be redesigned to 

enhance its psychometric properties and to achieve a clearer distinction between 

the graduates‟ expectations regarding workplace supplies and their career identity. 

In doing so, it is suggested that a greater number of items be included to assess 

extrinsic reward expectations in order to increase the scale‟s reliability; and that 

reference to the graduates‟ career choices be removed from the introduction to the 
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scale, as this may have contributed to its strong correlation with career identity. In 

turn, this would allow the hypotheses regarding the role of reward expectations in 

predicting transitional difficulties to be tested, and for the relationship between 

career commitment and reward expectations to be further explored and 

understood.  

With respect to the turnover intentions scales, Study 3 noted that this 

thesis did not replicate the serious turnover intentions amongst newly qualified 

teachers reported in previous research, with most participants providing relatively 

weak ratings of their turnover intentions (Corbell, et al., 2011; DeAngelis & 

Presley, 2011; Fimian & Blanton, 1987; Goddard & O'Brien, 2003a; Keeffe, et al., 

2005; Mackel, 2002; Stevens, et al., 2007; Tsouloupas, et al., 2010). In turn, it 

was suggested that this may be because the items used to assess turnover 

intentions asked the participants to rate the extent to which they had been 

seriously considering leaving their schools, Education Queensland or the 

profession, and may not have clearly differentiated between participants who 

intended to leave and those who did not. The use of a Likert scale to assess 

turnover intentions in this thesis aimed to provide a continuous measure of this 

transitional outcome and, thus, facilitate the use of structural equation modelling 

to explore the predictors of turnover intentions. The distribution of responses on 

these items, however, prevented such an analysis and the data were collapsed into 

dichotomous response categories despite these efforts to measure turnover 

intentions continuously.  

Consequently, future research would likely benefit from adopting a clearer 

assessment of the graduates‟ intentions to leave their employers and/or the 

profession, and it is noted that a dichotomous measure of these intentions may be 
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the most appropriate approach. In turn, this may facilitate the replication of the 

high degree of strong turnover intentions amongst newly qualified teachers 

reported in previous research (Corbell, et al., 2011; DeAngelis & Presley, 2011; 

Fimian & Blanton, 1987; Goddard & O'Brien, 2003a; Keeffe, et al., 2005; 

Mackel, 2002; Stevens, et al., 2007; Tsouloupas, et al., 2010) and would allow 

further investigation of the factors that contribute to these turnover intentions. 

Next, it is noted that there are a number of unexpected findings in this 

thesis which require further investigation and explanation. For instance, additional 

research is needed to understand how the various personal resources may relate to 

each other in the prediction of transitional outcomes. In particular, the interaction 

between teaching self-efficacy, career commitment and perceived competency 

needs further investigation. It is suggested that a qualitative exploration of 

graduate teachers‟ competency beliefs prior to graduation and, again, during the 

first year of employment, may provide useful information regarding the role of 

perceived competency in this transition, and the distinction between graduates‟ 

situational and dispositional competency beliefs. More specifically, this research 

could usefully explore the extent to which graduates‟ competency beliefs are 

based on a sense that teaching is „who they are‟ as individuals, the extent to which 

high perceived competency during the first year of employment may encourage 

graduates‟ to strive for unrealistic standards of performance, and the extent to 

which competency beliefs may change across the transition to the workplace.   

Similarly, further research is needed to investigate the extent to which the 

experiences of primary and secondary teachers may differ as they transition into 

the workplace. In particular, further research investigating whether this transition 

may be more difficult for secondary teachers, in what ways the transition may be 



259 

 

more difficult, and the implications of these differences for the transitional 

outcomes of, both, primary and secondary teachers is warranted. It is suggested 

that a qualitative investigation of the experiences of primary and secondary 

teachers during the first year of employment, along with further quantitative 

investigations of the changes in the personal resources assessed by this thesis and 

other school-related factors, may reveal information relevant to each of these 

research questions.  

Lastly, a number of suggestions can be made to extend the research 

presented in this thesis in future investigations of the transition from university 

study to the workplace. For instance, subsequent attempts to identify predictors of 

transitional difficulties could also usefully test the hypotheses, posited in Study 3, 

that burnout and turnover intentions may develop along different pathways, and 

that disappointment with specific aspects of the school environment, such as 

workplace rewards, may be more likely to result in school-related transitional 

difficulties and, therefore, turnover intentions. Similarly, it would be worthwhile 

to extend the focus of the research presented in this thesis by testing for further 

changes in perceived competency, teaching self-efficacy, career commitment, 

reward expectations and challenge expectations, and their relationships with 

burnout and turnover intentions, beyond the first year of employment. Likewise, it 

would be worthwhile for future research to examine the development of personal 

resources investigated by this thesis over the course of a teaching degree and to 

identify ways in which universities could bolster the resources of its graduates 

prior to their entry into the workplace. 

Perhaps more importantly though, it should be noted that in examining the 

transition to teaching from within an adaptation approach to stress, this thesis did 
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not consider the impact of school-related factors on teacher adjustment to the 

workplace. It is, therefore, important that future research efforts investigate these 

factors so as to develop a more complete understanding of this transition. For 

instance, this thesis found that teaching self-efficacy was an important personal 

resource in the transition to teaching but that it diminished across the first year of 

employment for secondary teachers. It seems likely that the role requirements, 

workplace environment or some other school-related factor may be important in 

explaining and preventing the reduction in this personal resource, and that further 

research efforts to identify these factors would be worthwhile. Similarly, this 

thesis found that a strong sense of commitment to teaching may be important in 

preventing newly qualified teachers from leaving the profession, but not their 

schools or Education Queensland. Likewise, it seems reasonable to suggest that 

there may be some school or workplace related factors that more strongly predict 

a teaching graduate‟s intention to leave their employing organisation; and that 

identifying and understanding these factors will likely be important in retaining 

newly qualified teachers. Lastly, it is noted that a number of school-related 

factors, such as, teachers‟ relationships with students, peers, parents and other 

school staff; school policies, leadership practices, job demands, job security, 

innovative workplace practices, and access to mentoring or other forms of training  

have been identified by previous research as impacting on the development of 

burnout and turnover intentions among teachers (Brouwers, et al., 2001; Farrell, 

2003; Goddard, O'Brien, & Goddard, 2006; Grayson & Alvarez, 2008; 

Leithwood, Menzies, Jantza, & Leithwood, 1996; Scherff, 2008). In this way, it 

will be important for future research to continue investigating these factors and to 
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understand how they may relate to, combine with, or influence, university-related 

factors in the prediction of transitional outcomes.    

Conclusion 

 This research thesis aimed to contribute to the understanding of the 

transition from university study to the workplace through a consideration of the 

experiences of graduate teachers as they adapt to full-time employment. In 

particular, the thesis aimed to explore the notion of graduate preparedness for the 

transition to the workplace, and to identify a set of skills and personal resources 

that may ameliorate graduate stress and transitional difficulties. A number of 

personal resources that graduate teachers may possess prior to graduation were 

identified, and were subsequently linked to burnout and turnover intentions during 

the first year of employment.   

The results of this thesis have suggested that low levels of transitional 

difficulties and, therefore, graduate adjustment, may be predicted by a strong 

sense of career resilience and career commitment, a strong sense of teaching self-

efficacy, realistic situational competency beliefs, more than two years in 

education-specific training, and realistic or inflated expectations regarding the 

difficulty of the teaching role. In addition, this thesis has provided evidence to 

suggest that although there may be a number of differences in the personal 

resources and transitional outcomes of primary and secondary teachers, the same 

model of adjustment to the workplace will likely apply to both of these groups. 

 In this way, this thesis has provided support for the utility of, both, the 

adaptation approach to stress and Theories of Person-Environment Fit in guiding 

investigations of graduate preparedness for teaching, and has contributed to the 
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research literature surrounding the transition to the workplace and to literature 

surrounding each of the personal resources considered by this thesis. In addition, 

the thesis has contributed to the understanding of the ways in which graduates can 

be prepared for the transition to teaching, and the practical and theoretical 

implications of the findings of this thesis have been discussed, along with 

suggestions for future research. In all, this thesis has enhanced understanding of 

factors that may contribute to graduate preparedness for the transition to teaching 

and, therefore, prevent the development of transitional difficulties.   
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Teaching: The transition from University Education to Work  

QUESTIONNAIRE COVERSHEET 
 

 Researcher: Kelley Turner                Supervisor: Dr Liz Jones 

                       Doctoral Student   School of Applied Psychology 

                                   Phone: 0408 545 300   Phone: (07) 3735 3365 

                                   Email: turner-clan@bigpond.com Email: L.Jones@griffith.edu.au  

 

Background 

I am a postgraduate student at Griffith University, studying Organisational Psychology and I am 

interested in the transition from university study to the workplace for teaching graduates. This is 

an important and sometimes difficult transition and I hope to obtain some information about the 

support available for teaching graduates as they move into the workplace as well as the adequacy 

and appropriateness of their preparation for this transition. It is anticipated that this research may 

benefit future education graduates and universities as well as university students in general and 

perhaps even schools and school students 

 

Project Description 

If you decide to participate in this project you will be asked to complete a questionnaire now (at 
the beginning of the second semester of your final year of study) and again at the same time next 

year (August during your first year as a teacher). You will be asked questions about your 

experiences at university, your expectations about teaching and about some of your personal 

beliefs and feelings of well being. It is anticipated that each questionnaire will take you about 25 

minutes to complete. 

 

Prize Draw 

All participants who complete the questionnaire will be entered into a draw for an accommodation 

package valued at around $250. The draw will remain open until completion of the study next year 

and should you choose to complete both questionnaires you will be entered in the draw twice, 

doubling your chances. More information regarding the prize will be provided on the second 
questionnaire. For more information regarding the draw see the terms and conditions of entry at 

the end of this document. 

 

Voluntary 

Your participation in this study is entirely voluntary and you are under no obligation to consent to 

participate in this research. Non-participation will not involve a penalty or affect any current or 

future university results or job prospects. If you choose to participate you may withdraw from the 

study at any time without penalty and without providing an explanation.  

 

Confidentiality 

The questionnaires do not ask you to disclose your name or any other information that could be 

used to identify you personally. Data from the questionnaires will be analysed and reported across 
the group. We will also request contact information from you so that we can enter you in the draw 

and send you questionnaire 2. Your contact details will only be used with your permission and 

only for these purposes. You are under no obligation to provide us with contact information should 

you not wish to do so. If we lose touch with you we may request your contact details from 

Education Queensland only where we have your prior consent to do so. You will be asked to 

return your contact information separately from your questionnaire to ensure the confidentiality of 

mailto:turner-clan@bigpond.com
mailto:L.Jones@griffith.edu.au


277 

 

your responses. All information collected from you will be kept in a locked filing cabinet at the 

School of Psychology at Griffith University for a period of 5 years before being destroyed. 

 

Further Questions 

If you have any questions or concerns at any time you may contact either Kelley Turner or Dr Liz 

Jones using the contact details above. If you would like to speak to an independent party however, 
you may also contact the Manager, Research Ethics: Office for Research, Bray Centre, Griffith 

University, Kessels Road, Nathan, QLD 4111, phone (07) 3875 5585 or email research-

ethics@griffith.edu.au  

 

Terms and Conditions of Entry for Prize Draw 

When you enter the competition, you accept these terms and conditions of entry.  

1. Employees of Griffith University ("the University") and their immediate families are 

ineligible to enter.  

2. Entry into the competition is by returning a completed consent to undertake research form 

to Kelley Turner using the reply paid envelope.  

3. The first random drawn entry will receive an accommodation package valued at around 

$250, more details will be provided on the second questionnaire 
4. The decision of the University is final and no correspondence will be entered into.  

5. The prize is not transferable and cannot be redeemed for cash. The prize is not 

refundable.  

6. The winner releases the University from any and all causes of action, losses, liability, 

damage, expense (including legal expenses) cost or charge suffered, sustained or in any 

way incurred by the winner as a result of any loss or damage to any physical property of 

the winner, or any injury to or death of any person arising out of, or related to or in any 

way connected with the University or the prize.  

7. Any winner drawn for the prize who is unable to fulfill all of these terms and conditions 

will forfeit the prize and another winner will be drawn.  

8. The winner will be notified by phone by no later than 19th December 2006  
9. The competition opens to entries at 9:00am Monday 8th August and the competition 

closes at 5:00pm 30th November 2005. The competition will reopen next year for the 

second round of entries (dates to be advised next year). The competition is drawn at 12:00 

noon on 5th December 2006 at Griffith University. You do not have to be present at the 

draw to win.  

10. The prize will be available for collection by the winner at Griffith University immediately 

after the draw or can be posted to the winner by registered mail at their request.  

 

 

Privacy Statement 

The conduct of this research involves the collection, access and / or use of your identified personal 

information. The information collected is confidential and will not be disclosed to third parties 
without your consent, except to meet government, legal or other regulatory authority requirements. 

A de-identified copy of this data may be used for other research purposes. However, your 

anonymity at all times will be safeguarded. For further information consult the university‟s privacy 

plan at www.gu.edu.au/ua/aa/vc/pp or telephone (07) 3875 5585 

 

 

Griffith University thanks you for your consent and participation in this research 

mailto:research-ethics@griffith.edu.au
mailto:research-ethics@griffith.edu.au
http://www.gu.edu.au/ua/aa/vc/pp
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Teaching: The transition from University Education to Work 

CONSENT FORM & CONTACT INFORMATION 

 

 Researcher: Kelley Turner                Supervisor: Dr Liz Jones 

           Doctoral Student   School of Applied Psychology 

                       Phone: 0408 545 300   Phone: (07) 3875 3365 

                       Email: turner-clan@bigpond.com Email: L.Jones@griffith.edu.au  

 

If you wish to provide us with contact details please detach this form from the questionnaire and 
complete it. It is important that this form is returned separately to the questionnaire. Once again 

your participation is appreciated. 

 

Please note that you are not required to provide any of the information below and to do so is 

entirely voluntary. 

 

 

First Name         ______________  Mailing Address _____________________________ 

 

 

Phone Number   ______________  Email Address    _____________________________  

 
 

Please indicate for what purposes you consent to being contacted by the researchers 

 

 

To send me questionnaire 2 [  ]         To request my participation in a discussion group [  ] 

 

To provide feedback about the results of the study [  ] 

 

 

Do you consent to the researchers requesting contact information from Education Queensland in 

2006 should they lose touch with you and only for the purposes of your participation in this study? 
 

Yes  /  No 

 

I have read, understood and kept a copy of the information sheet. I agree to participate in this study 

and give my consent freely. I realize that whether or not I decide to participate is my decision and 

will not affect my results or job prospects. I also realize that I can withdraw from the study at any 

time and without giving a reason. I have had all questions answered to my satisfaction. 

 

 

 

_________________________________   _______________________ 

 Name and Signature (participant)              Date 

 

 

 

_________________________________   _______________________ 

 Name and Signature (Investigator)              Date 

mailto:turner-clan@bigpond.com
mailto:L.Jones@griffith.edu.au
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Teaching: The transition from University Education to Work 

Pre-Service Teacher Survey 
 

Thank you for taking the time to complete this survey. Your participation is appreciated.  

 

Listed below is a request for an ID code. We will use this code to match this survey with 
the survey you will be asked to complete next year. At no time will this code be used to 

identify who you are. It is however, important that you remember what your code is so we 

ask that your code consist of the first three letters of your mother’s maiden name followed 
by two numbers indicating the day of the month in which you were born. So if my 

Mother’s maiden name is Woods and I was born on the 28
th
 of January my ID code would 

be woo28. 
 

List the first three letters of your mother‟s maiden name followed by the day of month 

that you were born. Example: Mother‟s maiden name is Woods, Birthday is 28/01/81 so 

Id code is woo28 
 

ID Code__________________ 

 

Demographics 

Listed below are some questions about yourself and your desire to become a teacher. 

 
What is your age in years?____________                Gender:  Male     Female  

 

What are your qualifications? 

 Degree Institution Year Completed 

Current    

Previous    

    

 

When did you decide to become a teacher and why? 
________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

________________________________________________________________________

________________________________________________________________________ 

 
Was teaching your first career preference?  Yes          No 

 

 
If no, what was your first preference? 

 

____________________________________________________________________ 
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Teaching Practice 

The following questions examine some of your beliefs and expectations about teaching 
and what characterizes good teaching practice.  

 

 

How many hours a week do you expect to work as a teacher including lesson preparation 
and marking time at home?    

 

 _________________ 
 

 

What do you expect will be the biggest challenge for you as a teacher? 

________________________________________________________________________

________________________________________________________________________ 

_______________________________________________________________________ 

 
 

What do you believe makes a good teacher? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

_______________________________________________________________________ 

 

 
Do you see yourself as a teacher in the next 1-3 years?       Yes      No      Don‟t Know      

 

Do you see yourself as a teacher in the next 5-10 years?     Yes      No      Don‟t Know 

 
Do you see yourself as a teacher in the next 20-50 years?   Yes      No      Don‟t Know 
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Competencies 

Listed below are the teaching competencies as identified by Education Queensland. 
Using the scale provided, indicate to what extent you feel prepared to: 

 

Structure learning experiences that; 

not at all                                       extremely  

prepared                                  well prepared 

 
Foster the development of literacy and 

numeracy skills 

 

  1       2       3       4       5       6        7 

Are intellectually challenging, flexible, 

adaptable and suited to individual needs 

 

  1       2       3       4       5       6        7 

Build on prior learning and experiences and 
that connect with future learning 

experiences and the outside world 

  1       2       3       4       5       6        7 

Create learning environments that; 

not at all                                       extremely  

prepared                                  well prepared 

 
Are safe and supportive 

 

  1       2       3       4       5       6        7 

Integrate information and communication 
technologies to enhance student learning 

 

  1       2       3       4       5       6        7 

Support the social development and 
participation of young people 

  1       2       3       4       5       6        7 

Contribute to the teaching profession by; 

not at all                                       extremely  

prepared                                  well prepared 

 

Building relationships with the wider 
community 

 

  1       2       3       4       5       6        7 

Contributing and participating in 
professional teams, communities and the 

governance of the school 

 

  1       2       3       4       5       6        7 

Meet ethical accountability and 
professional requirements 

 

  1       2       3       4       5       6        7 

Assess and report on student learning   1       2       3       4       5       6        7 
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Job functions 
This next section explores certain aspects of the teaching role. Please indicate to what 

extent you feel confident you can accomplish the following.  

 

   not          very        quite       a great  

at all         little         a bit          deal 

To what extent can you use a variety of assessment 

strategies? 

 

  1      2      3     4      5      6      7         

To what extent can you provide an alternative 

explanation or example when students are confused? 

 

  1      2      3     4      5      6      7         

To what extent can you craft good questions for your 
students? 

 

  1      2      3     4      5      6      7         

How well can you implement alternative strategies in 
your classroom? 

 

  1      2      3     4      5      6      7         

How much can you do to control disruptive 
behaviour in the classroom? 

 

  1      2      3     4      5      6      7         

How much can you do to get children to follow 

classroom rules? 
 

  1      2      3     4      5      6      7         

How much can you do to calm a student who is 

disruptive or noisy? 
 

  1      2      3     4      5      6      7         

How well can you establish a classroom management 

system with each group of students? 

 

  1      2      3     4      5      6      7         

How much can you do to get students to believe they 

can do well in schoolwork? 

 

  1      2      3     4      5      6      7         

How much can you do to help your students value 

learning? 

 

  1      2      3     4      5      6      7         

How much can you do to motivate students who 

show low interest in schoolwork? 

 

  1      2      3     4      5      6      7         

How much can you assist families in helping their 
children do well in school? 

  1      2      3     4      5      6      7         
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Teaching: The transition from University Education to Work  

QUESTIONNAIRE COVERSHEET 

 

Researcher: Kelley Turner               Supervisor: Dr Liz Jones 

                PhD Candidate                       School of Applied Psychology 

                             Phone: (07) 3735 3331         Phone: (07) 3735 3365 

                                   Email: Kelley.turner@griffith.edu.au             Email: L.Jones@griffith.edu.au  

 

Background 

I am a postgraduate student at Griffith University, studying Organisational Psychology and I am 

interested in the transition from university study to the workplace for teaching graduates. This is 

an important and sometimes difficult transition and I hope to obtain some information about the 
support available for teaching graduates as they move into the workplace as well as the adequacy 

and appropriateness of their preparation for this transition. It is anticipated that this research may 

benefit future education graduates and universities as well as university students in general and 

perhaps even schools and school students 

 

Project Description 

If you decide to participate in this project you will be asked to complete a short questionnaire. You 

will be asked questions about your perceptions of the adequacy of university training, your early 

experiences as a teacher, your choice to become a teacher and some of your personal beliefs and 

feelings of well being.  It is anticipated that the questionnaire will take about 25 minutes to 

complete. 

 

Prize Draw 

All participants who complete the questionnaire will be entered into a draw for a Rydges Deluxe 

Accommodation package valued at $270. The voucher will entitle you to overnight 

accommodation for two people at any Rydges resort, a two course a-la-carte dinner with a bottle of 

wine in the hotel restaurant and a full buffet breakfast for two people. For more information visit 

the Rydges website; www.rydges.com and for information regarding the accommodation package 

visit www.experiencethis.com.au. The terms and conditions of entry are listed at the end of this 

document.  

 

Confidentiality 

The questionnaire does not ask you to disclose your name or any other information that could be 
used to identify you personally. Data from the questionnaires will be analysed and reported across 

the group. We will also request contact information from you so that we can offer you the 

opportunity to receive feedback regarding the results of the study and to enter you into the prize 

draw. Your contact details will only be used with your permission and only for this purpose. You 

are under no obligation to provide us with contact information should you not wish to do so. You 

will be asked to return your contact information separately from your questionnaire to ensure the 

confidentiality of your responses.  All information collected from you will be kept in a locked 

filing cabinet at the School of Psychology at Griffith University for a period of 5 years before 

being destroyed. 

 

Voluntary 
Your participation in this study is entirely voluntary and you are under no obligation to consent to 

participate in this research. Non-participation will not involve a penalty or affect any current or 

mailto:Kelley.turner@griffith.edu.au
mailto:L.Jones@griffith.edu.au
http://www.rydges.com/
http://www.experiencethis.com.au/
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future job prospects. If you choose to participate you may withdraw from the study at any time 

without penalty and without providing an explanation. 

 

Important Information for Griffith University Graduates 

This project forms part of a larger study that began in 2004. Pre-Service Teachers from Griffith 

University were contacted in their last semester of study and were invited to complete the Pre-
Service Teacher Survey. Some of those participants requested that they not be contacted again this 

year. Due to privacy constraints Education Queensland was unable to release the names of 

teaching graduates working in their schools. Similarly the research team was unable to release the 

names of last year‟s participants to Education Queensland. As such the research team could not 

guarantee that Griffith graduates who had elected not to participate in this study would not be 

contacted through Education Queensland. I would like to apologise to all participants who are 

contacted in error. Please note that you are under no obligation to complete this survey and I am 

sincerely apologetic for contacting you unnecessarily.   

 

Further Questions 

If you have any questions or concerns at any time you may contact either Kelley Turner or Dr Liz 

Jones using the contact details above. If you would like to speak to an independent party however, 
you may also contact the Manager, Research Ethics: Office for Research, Bray Centre, Griffith 

University, Kessels Road, Nathan, QLD 4111, phone (07) 3735 5585 or email research-

ethics@griffith.edu.au  

 

Privacy Statement 

The conduct of this research involves the collection, access and / or use of your identified personal 

information. The information collected is confidential and will not be disclosed to third parties 

without your consent, except to meet government, legal or other regulatory authority requirements. 

A de-identified copy of this data may be used for other research purposes. However, your 

anonymity at all times will be safeguarded. For further information consult the university‟s privacy 

plan at www.gu.edu.au/ua/aa/vc/pp or telephone (07) 3735 5585 

 

Terms and Conditions of Entry for Prize Draw 

When you enter the competition, you accept these terms and conditions of entry.  
1. Employees of Griffith University ("the University") and their immediate families are ineligible to 

enter.  
2. Entry into the competition is by returning a completed consent to undertake research form to Kelley 

Turner using the reply paid envelope or by competing the online entry form. 
3. The first random drawn entry will receive a $270 Hotel Deluxe Gift Voucher valid at any Rydges 

hotel and resort. The gift voucher can be used at any Rydges hotel or resort in Australia and New 
Zealand excluding Rydges Jamison Sydney and Thredbo Alpine Resort and entitles the winner to 
overnight accommodation for two, a two course a-la-carte dinner including a bottle of wine and a 
full buffet breakfast. Vouchers must be redeemed within 12 months from the date of purchase. 
Vouchers can only be redeemed by making an advance booking through Rydges Central 
Reservations. Redemption is subject to room availability at the desired hotel or resort and some 

blockout dates will apply. Not transferable for cash. Valid for double or twin share occupancy only. 
Airline Frequent Flyer points will not be accrued when purchased or redeemed 

4. The decision of the University is final and no correspondence will be entered into.  
5. The prize is not transferable and cannot be redeemed for cash. The prize is not refundable.  
6. The winner releases the University from any and all causes of action, losses, liability, damage, 

expense (including legal expenses) cost or charge suffered, sustained or in any way incurred by the 
winner as a result of any loss or damage to any physical property of the winner, or any injury to or 
death of any person arising out of, or related to or in any way connected with the University or the 

prize.  
7. Any winner drawn for the prize who is unable to fulfill all of these terms and conditions will forfeit 

the prize and another winner will be drawn.  
8. The winner will be notified by phone by no later than 19th December 2006  
9. The competition opens to entries at 9:00am Monday 19th June and the competition closes at 5:00pm 

Thursday 30th November 2006. The competition is drawn at 12:00 noon on Tuesday 5th December 
2006 at Griffith University. You do not have to be present at the draw to win.  

10. The prize will be available for collection by the winner at Griffith University immediately after the 
draw or can be posted to the winner by registered mail at their request.  

 

Griffith University thanks you for your consent and participation in this research 

mailto:research-ethics@griffith.edu.au
mailto:research-ethics@griffith.edu.au
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Teaching: The transition from University Education to Work 

CONSENT FORM & CONTACT INFORMATION 

 

Researcher: Kelley Turner               Supervisor: Dr Liz Jones 

                PhD Candidate                       School of Applied Psychology 

                             Phone: (07) 3735 3331         Phone: (07) 3735 3365 

                                   Email: Kelley.turner@griffith.edu.au             Email: L.Jones@griffith.edu.au 

 

If you wish to provide us with contact details please detach this form from the questionnaire and 

complete it. It is important that this form is returned separately to the questionnaire. Once again 
your participation is appreciated. 

 

Please note that you are not required to provide any of the information below and to do so is 

entirely voluntary. 

 

Name                   ___________________                       Phone Number   ______________ 

 

 

Mailing Address _________________________________________________________ 

 

 

Email Address    _________________________________  
 

 

Please indicate for what purposes you consent to being contacted by the researchers 

 

To enter me into the prize draw [  ] 

 

To provide feedback about the results of the study [  ] 

 

 

I have read, understood and kept a copy of the information sheet. I agree to participate in this study 

and give my consent freely. I realize that whether or not I decide to participate is my decision and 
will not affect my job prospects. I also realize that I can withdraw from the study at any time and 

without giving a reason. I have had all questions answered to my satisfaction. 

 

 

 

 

_________________________________   _______________________ 

 Name and Signature (participant)              Date 

 

 

 

_________________________________   _______________________ 
 Name and Signature (Investigator)              Date 

mailto:Kelley.turner@griffith.edu.au
mailto:L.Jones@griffith.edu.au


287 

 

 

 

 

 

 

 

 

 

 

 

 

 

Teaching: The transition from University Education to Work 

Newly Qualified Teacher Survey 

 

 

Also available at 

http://www.surveymaker.com.au/sm/survey.cfm?survey=1506 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Important Information for Griffith University Graduates 

This project forms part of a larger study that began last year. Pre-Service Teachers from Griffith 

University were contacted in their last semester of study and were invited to complete the Pre-

Service Teacher Survey. Some of those participants requested that they not be contacted again this 

year. Due to privacy constraints Education Queensland was unable to release the names of 

teaching graduates working in their schools. Similarly the research team was unable to release the 

names of last year‟s participants to Education Queensland. As such the research team could not 

guarantee that Griffith graduates who had elected not to participate in this study would not be 

contacted through Education Queensland. I would like to apologise to all participants who are 

contacted in error. Please note that you are under no obligation to complete this survey and I am 

sincerely apologetic for contacting you unnecessarily.   

 

http://www.surveymaker.com.au/sm/survey.cfm?survey=1506
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TEACHING: THE TRANSITION FROM UNIVERSITY EDUCATION TO 

WORK 

NEWLY QUALIFIED TEACHER SURVEY 

 

 

Thank you for taking the time to complete this survey. Your participation is appreciated.  

 

 

DEMOGRAPHICS 

 

Listed below are some statements about who you are and where you are working. Please 
circle the option that best completes each statement.  

 

 

I am currently employed 
as a 

Primary 
Teacher 

 

Secondary 
Teacher 

 

Other 
_________ 

 

 

 

My employment is best 

described as 

Permanent 

Full Time 
 

Permanent 

Part Time 
 

Casual Full 

Time 
 

Casual Part 

Time 
 

The school I work for is 

best described as 

 

Regional Metropolitan   

The school I work for 

provided me with  

(circle as many as 
appropriate) 

A Mentor 
A Pre-service 

Training 

Program 

A 

Comprehensi

ve Induction 
Program 

A Brief 

Orientation 

 

 

 

How long have you been working as a teacher?   

Please write your answer here 
 

 

 

 
 

 

How many hours a week do you work as a teacher including lesson preparation and 

marking time at home? 

Please write your answer here 
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COMMITMENT TO TEACHING 

 

Listed below are some statements about your desire to be a teacher. Please indicate to 

what extent you agree or disagree with each of the following statements 
 

 

To what extent do you agree or disagree 

with the following; 

 

Strongly                                             Strongly 

Disagree                                                Agree 

Teaching is an important part of who I am 

 

  1        2        3        4        5        6         7 

Teaching has a great deal of personal 

meaning to me 

  1        2        3        4        5        6         7 

I do not feel „emotionally attached‟ to 

teaching 

  1        2        3        4        5        6         7 

 

I strongly identify with teaching 
 

  1        2        3        4        5        6         7 

I do not have a strategy for achieving my 

goals as a teacher 

  1        2        3        4        5        6         7 

I have created a plan for my development 
as a teacher 

  1        2        3        4        5        6         7 

I do not identify specific goals for my 

development as a teacher 

  1        2        3        4        5        6         7 

I do not often think about my personal 
development as a teacher 

  1        2        3        4        5        6         7 

The costs associated with teaching 

sometimes seem too great 

  1        2        3        4        5        6         7 

Given the problems I encounter as a teacher 
I sometimes wonder if I get enough out of it 

  1        2        3        4        5        6         7 

Given the problems in teaching I sometimes 

wonder if the personal burden is worth it 

  1        2        3        4        5        6         7 

The discomfort associated with teaching 
sometimes seems too great 

  1        2        3        4        5        6         7 

For some time now I have been seriously 

considering leaving my school 

  1        2        3        4        5        6         7 

For some time now I have been seriously 
considering leaving Education Queensland 

  1        2        3        4        5        6         7 

For some time now I have been seriously 

considering leaving teaching 

  1        2        3        4        5        6         7 
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TEACHING REWARDS 

 
An individual’s career choice is often based on many different expectations regarding the 

rewards associated with that career. Listed below are several rewards that you might 

expect to receive as a teacher. Using the scale provided, please indicate how your 
experience as a teacher has compared with your expectations.   

 

 

In your experience as a teacher, has each of 

the following been more or less rewarding 

than you were expecting? 

Much                                                Much 

Less                    Same                      More 

Working with children  

 

  1       2      3       4      5       6        7 

Easy to find employment 

 

  1       2      3       4      5       6        7 

Having a noticeable impact on the learning 

and development of students 

  1       2      3       4      5       6        7 

Job security 

 

  1       2      3       4      5       6        7 

Salary 

 

  1       2      3       4      5       6        7 

Ability to make a difference in the lives of 

disadvantaged children 

  1       2      3       4      5       6        7 

Hours of employment 

 

  1       2      3       4      5       6        7 

Being able to work with a particular subject or 

topic that you find interesting 

  1       2      3       4      5       6        7 

Dynamic and challenging nature of the 

teaching profession- not an office job 

  1       2      3       4      5       6        7 

Familiarity of the school environment 

 

  1       2      3       4      5       6        7 

Other (please describe) _________________ 

____________________________________ 

  1       2      3       4      5       6        7 

All things considered, has your overall 

experience as a teacher been more or less 

rewarding than you were expecting? 

  1       2      3       4      5       6        7 

 

 

 

 

All things considered, to what extent do you feel well supported by your school? 

Not at all                                                 Extremely 

Supported                                               Supported 

1        2        3        4        5        6         7 
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COMPETENCIES 
 

Listed below are the teaching competencies as identified by Education Queensland. 

Using the scale provided, indicate to what extent you feel prepared to: 

 
 

Structure learning experiences that; 
Not at all                                     Extremely  

Prepared                                  Well Prepared 

 

Foster the development of literacy and 

numeracy skills 

  1       2       3       4       5       6       7 

Are intellectually challenging, flexible, 
adaptable and suited to individual needs 

  1       2       3       4       5       6       7 

Build on prior learning and experiences and 

that connect with future learning 
experiences and the outside world 

  1       2       3       4       5       6       7 

Create learning environments that; 
Not at all                                     Extremely  

Prepared                                  Well Prepared 

 

Are safe and supportive 

 

  1       2       3       4       5       6       7 

Integrate information and communication 
technologies to enhance student learning 

  1       2       3       4       5       6       7 

Support the social development and 

participation of young people 

  1       2       3       4       5       6       7 

Contribute to the teaching profession by; 
Not at all                                     Extremely  

Prepared                                  Well Prepared 

 

Build relationships with the wider 

community 

 

  1       2       3       4       5       6       7 

Contribute and participate in professional 
teams, communities and the governance of 

the school 

  1       2       3       4       5       6       7 

Meet ethical accountability and 
professional requirements 

  1       2       3       4       5       6       7 

Assess and report on student learning   1       2       3       4       5       6       7 
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CHALLENGES 

 

Listed below are some of the challenges faced by teachers. Please indicate whether you 

have found each issue to be more or less challenging than you were expecting. 

 
 

Is this issue more or less challenging than 

you were expecting? 

Much                                              Much  

 Less                    Same                  More 

Write a lesson plan 
 

  1       2       3       4       5       6       7 

Create fun and enjoyable lessons 

 

  1       2       3       4       5       6       7 

Deal with problem behaviour effectively 
 

  1       2       3       4       5       6       7 

Manage classroom behaviour in general 

 

  1       2       3       4       5       6       7 

Assist students with special needs 
 

  1       2       3       4       5       6       7 

Present subject matter that connects with the 

students lives and interests 

  1       2       3       4       5       6       7 

Build relationships with other school staff 
 

  1       2       3       4       5       6       7 

Build working relationships with parents 

 

  1       2       3       4       5       6       7 

Change lessons in response to student needs 
 

  1       2       3       4       5       6       7 
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JOB FUNCTIONS 

 

This next section explores certain aspects of the teaching role. Please indicate to what 

extent you feel confident you can accomplish the following.  
 

 

To what extent can you accomplish the 

following; 
  not             very              quite            a great  

at all            little              a bit               deal 

To what extent can you use a variety of 
assessment strategies? 

  1       2      3       4       5       6       7         

To what extent can you provide an alternative 

explanation or example when students are 
confused? 

  1       2      3       4       5       6       7         

To what extent can you craft good questions for 

your students? 

  1       2      3       4       5       6       7         

How well can you implement alternative 
strategies in your classroom? 

  1       2      3       4       5       6       7         

How much can you do to control disruptive 

behaviour in the classroom? 

  1       2      3       4       5       6       7         

How much can you do to get children to follow 
classroom rules? 

  1       2      3       4       5       6       7         

How much can you do to calm a student who is 

disruptive or noisy? 

  1       2      3       4       5       6       7         

How well can you establish a classroom 
management system with each group of 

students? 

  1       2      3       4       5       6       7         

How much can you do to get students to believe 

they can do well in schoolwork? 

  1       2      3       4       5       6       7         

How much can you do to help your students 

value learning? 

  1       2      3       4       5       6       7    

      

How much can you do to motivate students who 

show low interest in schoolwork? 

  1       2      3       4       5       6       7         

How much can you assist families in helping 

their children do well in school? 

  1       2      3       4       5       6       7         
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WELL BEING 

 
The following questions examine some of your feelings in general. 

 

 

 

Never 

 

A few 

times a 

year or 

less 

 

Twice a 

month 

or less 

 

A few 

times a 

month 

 

Once 

a 

week 

 

A few 

times 

a 

week 

 

Every 

day 

 

I feel emotionally drained. 

 

1 2 3 4 5 6 7 

I feel used up at the end of the 

day 
 

1 2 3 4 5 6 7 

I feel tired when I get up in the  

morning and have to face 

another day 

1 2 3 4 5 6 7 

Daily life is really a strain for 

me. 

 

1 2 3 4 5 6 7 

I can effectively solve 
problems that arise. 

 

1 2 3 4 5 6 7 

I feel burned out 
 

1 2 3 4 5 6 7 

I feel I am making an effective 

contribution in my daily life 

1 2 3 4 5 6 7 

I have become less interested 
in my life 

 

1 2 3 4 5 6 7 

I have become less 

enthusiastic about my daily 
life 

1 2 3 4 5 6 7 

In my opinion I am good at 

what I do 

 

1 2 3 4 5 6 7 

I feel exhilarated when I 

accomplish something 

1 2 3 4 5 6 7 

I just want to do my daily life 
and not be bothered 

1 2 3 4 5 6 7 

I have become more cynical 

about whether I am 

contributing anything 

1 2 3 4 5 6 7 

I doubt the significance of my 

daily life 

 

1 2 3 4 5 6 7 

I feel confident that I am 
effective at getting things done 

1 2 3 4 5 6 7 
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PARTICIPANTS 

 
This project forms part of a larger study that began last year. Pre-Service Teachers from 

Griffith University were contacted in their last semester of study and were invited to 

complete the Pre-Service Teacher Survey. If you completed the Pre-Service Teacher 

Survey, it is important that you follow the instructions below asking for and ID code. 
 

Did you complete the Pre-Service Teacher Survey? 

 
  Yes – if „yes‟ please complete the “ID Code” Section 

 

  No – if „no‟ please complete the “Demographics” Section 
 

ID Code - only complete this section if you did complete the Pre-Service Teacher 

Survey 

You may remember that last year we asked you for an ID code. We asked that your code 
consist of the first three letters of your mother’s maiden name followed by two numbers 

indicating the day of the month in which you were born. Listed below is a request for 

your ID code again. The code is to be used to match this survey with the survey you 
completed last year and it is important that you write the same code that you wrote last 

year. At no time will this code be used to identify who you are.  

 
List the first three letters of your mother‟s maiden name followed by the day of month 

that you were born. Example: Mother‟s maiden name is Woods, Birthday is 28/01/81 Id 

code would be woo28 

ID Code__________________ 
 

Demographics – only complete this section if you did not complete the Pre-Service 

Teacher Survey 
 

What is your age in years? ___________  

 

What is your Gender?  Male  Female  
 

What are your qualifications? 

Degree Institution Year 
Completed 

   

   

   

 
When did you decide to become a teacher and why? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 
 

Thank you for your participation! 
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EDUCATION QUEENSLAND TEACHING COMPETENCIES 

The teaching standards as outlined by Education Queensland (2002) 

purport to describe the vast array of knowledge, skills and abilities needed to 

teach. The standards are grouped in ten clusters of interrelated competencies and 

focus on all aspects of the teaching role. Each standard is then broken down into 

supporting statements and indicators of competency. For the purposes of the 

current discussion only the ten broad standards will be considered here and these 

are listed below.  

 

Structure learning experiences that; 

 

 Foster the development of literacy and numeracy skills 

 

 Are intellectually challenging, flexible, adaptable and suited to individual needs 

 

 Build on prior learning and experiences and that connect with future learning 

experiences and the outside world 

 

Create learning environments that; 

 

 Are safe and supportive 

 

 Integrate information and communication technologies to enhance student learning 

 

 Support the social development and participation of young people 

 

Contribute to the teaching profession by; 

 

 Building relationships with the wider community 

 

 Contributing and participating in professional teams, communities and the 

governance of the school 

 

 Meet ethical accountability and professional requirements 

 

 Assess and report on student learning 
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Ethical Clearance 
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ETHICAL CLEARANCE 

 Ethical clearance for the program of research presented in this research 

was sought from and granted by Griffith University Human Research Ethics 

Committee reference number: PSY/28/04/HREC. In addition, ethical clearance 

was sought from and granted by the Department of Education and the Arts 

(Education Queensland), Strategic Policy and Education Futures Division: 

reference number 05/77167. 
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THESIS PARTICIPANTS 

 
Pre-Service Teachers  

225 university 

students enrolled in 

the final semester of a 

degree that led to a 

teaching qualification 

Newly Qualified 

Teachers (NQT’s) 

313 teachers currently 

employed in public 

schools in Queensland 

Study 1a 

Examined baseline levels of perceived competency, teaching self-efficacy, career 

commitment, reward expectations and challenge expectations prior to graduation; examined 

possible changes in these variables across the transition to teaching 

Study 1b 

Examined changes in perceived competency and teaching self-efficacy across the transition to 

teaching; examined differences in transitional outcomes of teachers from different training 

pathways; examined relationships between adjustment to the workplace and perceived 

competency and teaching self-efficacy 

Study 2 

Examined the utility of perceived competency, teaching self-efficacy, career commitment, 

reward expectations and challenge expectations as predictors of adjustment to teaching; 

examined differences between primary and secondary teachers in predicting adjustment 

Study 3 

Examined the differential adjustment of primary and secondary teachers from different 

training pathways 

Study 1a 

Total sample of 225 pre-

service teachers 

Study 1a 

Subsample of 97 NQT‟s who 

had completed their teaching 

degree at GU or UQ 

Study 1b 

Subsample of 36 pre-service 

teachers who were followed-

up in their first year of 

employment  

Study 2 

Full NQT sample minus 29 

participants not clearly 

identified as a primary or 

secondary teachers (N = 284) 

Study 3 

Study 2 sample minus 12 

NQT‟s with a postgraduate 

qualification (N = 272) 


