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ABSTRACT 

 

Teacher preparation and retention are in a state of crisis. Just under 20% of all 

pre-service teachers will still be in the classroom four years after graduation (AACTE, 

2018; Cowen, Goldhaber, Hayes & Theobald, 2016; Darling-Hammond, 2003; Ingersoll, 

Merrill & Stuckey, 2018; Latham & Vogt, 2007; NCES, 2016; NCTAF, 2003). The 

quality of training and the sense of self have been identified as the determining factors for 

persistence in the education profession. The research is very clear that professional 

development school (PDS) prepared teachers are significantly more likely to enter and to 

persist in the field. This case study focused on ten undergraduate education majors in a 

middle grade professional development school with a significantly higher than average 

retention in the field. Both qualitative and quantitative data were collected 

simultaneously. Sources included five inventories, twelve sets of interviews, and eleven 

reflections. It was determined that governance at both the university and middle school 

sites allowed the classroom teachers and professors to provide a curriculum that centered 

on the identification, practice, and internalization of effective educators through active 

learning and student-centered pedagogy. Three curricular practices were identified by the 

participants as being significant influences on their development and success as teachers: 

opportunities to see classroom teachers and professors model best practice, substantial 

time to practice their own skills, and a structure for reflection and processing of learning 

events.    
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INTRODUCTION 

Background 

Becoming an educator can be challenging. There is a steep learning curve for new 

teachers that can be directly attributed to gaps in their preparation (Gordan, Kane & 

Staiger, 2006).  McShane (2019) in his meta-analysis on teaching attributes notes that 

strong skills in listening, patience, presentation, and maintaining a positive attitude are 

expected of every teacher yet are often reported as “being learned on the job” (pp.8-9). 

Low rates of pre-service program completion, entry into the profession, and long-term 

retention have brought this issue into sharper focus. Therefore, it is imperative that 

teacher preparation programs promote practices that support these developing attributes 

when designing curricula.  

The preparation program at the center of this study is a professional 

development school (PDS). It is an on-site a partnership between a university 

educator preparation program and a local middle school. The pre-service teachers 

spend the majority of each morning for one semester working in the grade 6-8 

classrooms alongside licensed educators under the supervision of professors with 

extensive grade 5-12 teaching experience. The exceptionally high success rate of 

its graduates suggests the presence of a curriculum that focuses on the 

development of attributes necessary for effective and long-term practice in the 

profession.  

  



2 

 

Problem Statement 

Teacher preparation and retention are in a state of crisis. Only 76% of pre-service 

teachers finish their preparation programs (AACTE, 2018). Of those who have completed 

student teaching, only 50% take a teaching job the following year (Cowen, Goldhaber, 

Hayes & Theobald, 2016). Of this 50%, just less than half will still be teaching in the 

classroom four to five years later (Darling-Hammond, 2003; Ingersoll, Merrill & 

Stuckey, 2018; Latham & Vogt, 2007; NCES, 2016; NCTAF, 2003). Combining these 

statistics finds that approximately 80% leave the profession and only 20% of all pre-

service teachers will still be in the classroom four years after graduation.  

These numbers are significant, particularly when compared to the overall 

combined quit and discharge rates of just over 3% in the United States as a whole 

(Bureau of Labor and Statistics, 2018). For teachers in general, salary, working 

conditions (including a lack of support) and quality of preparation were the major factors 

influencing attrition (Darling-Hammond, 2003, Ingersoll, 2001, Johnson, 2004; 

Kopkowski, 2008). Compounding the issue, turnover has a negative effect on the 

mentoring and social relationships that could offer support within an institution (Darling-

Hammond, 2003; Ingersoll, Merrill & Stuckey, 2018; Quintero, 2017). 

Teacher preparation programs can and do make a significant impact on long-term 

retention, in addition to program completion and entry into the profession. An in-depth 

analysis of successful programs may shed light on the curricular practices that assist pre-

service teachers in developing the attributes of educators that are both effective in the 

classroom and successful in navigating a challenging work environment.  
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Purpose Statement 

Henry W Holmes, dean of the Harvard Graduate School of Education in the 

1920s, argued that, “The training of teachers is a highly significant part of the making of 

a nation” (Holmes Group, 1986, p.24). Yet, today, as was then, teacher preparation is in a 

state of crisis. Political support for education is precarious. Enrollment is at record lows, 

as is preparation completion and time in the field (AACTE, 2018; Ingersoll, Merrill & 

Stuckey, 2018; Sutcher, Darling-Hammond & Carver-Thomas, 2016).  

Outlined in Table 1, 76% of all pre-service teachers finish their preparation 

programs (AACTE, 2018). The university professional development school (PDS) 

program at the center of this study has a completion rate of 93%. Nationally, of those 

who have completed student teaching, only 50% take a teaching job the following year 

(Cowan, et al., 2016; Walsh, 2018). An impressive 98% of graduates from this program 

go into the teaching workforce; and while less than half of those who take a job will still 

be teaching four years later nationally, 98% of the graduates of this PDS are still in the 

classroom (AACTE, 2018; NCES, 2016).  

Table 1. Comparison of National and Program Statistics 

 National Middle Grade Professional 

Development Program 

Complete Preparation 

Program 

76% 93% 

Employed as an Educator 38% 

(50% of completers) 

91% 

(98% of completers) 

Remain in the Classroom 

at Least Four Years 

19% 

(50% of those employed) 

88% 

(98% of those employed) 
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The combination of these statistics sets the national rate of completion from pre-

service to four years of teaching at 20%, yet this PDS middle-school program’s rate is 

88% (Darling & Hammond, 2004; Deb, 2012; King & Newmann, 2001; Mayer, Salovey 

& Caruso, 2004). Darling-Hammond (2003) and Farber (2010) identify the quality of 

training and the sense of self as the determining factors in why teachers stay in the 

profession. Therefore, the goal of this study is to better understand the pre-service teacher 

experience in this university middle-grade professional development school. In particular, 

this researcher wishes to identify what the participants believe contribute to their success. 

Success, here being defined as the ability to recognize and practice the habits of effective 

educators. It is hoped that effective practices in this PDS can be identified and 

recommended for other teacher preparation programs.   

Research Questions 

      What factors contribute to the success of the LEARNERS of the middle grade 

PDS? 

A. What aspects of the TEACHERS (professors and classroom instructors) 

contribute to the success of the LEARNERS of the middle grade PDS?  

B. What aspects of the LEARNERS (pre-service teachers) contribute to the success 

of their success in the middle grade PDS? 

C. What aspects of the CURRICULUM (of the PDS) contribute to the success of the 

LEARNERS of the middle grade PDS? 

D. What aspects of the GOVERNANCE (university and middle school) contribute to 

the success of the LEARNERS of the middle grade PDS? 
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Conceptual/Theoretical Framework 

 Success has been defined in this study as the ability to recognize and practice the 

habits of effective educators, as these habits contribute to program completion rate 

and retention in the field (Ingersoll, Merrill, Stuckey & Collins, 2018; McShane, 2019). 

To assist in the identification of the aspects of the PDS program contributing to the 

success of these pre-service teachers, a social constructivism interpretive framework was 

utilized. Creswell & Poth (2018) describe social constructivism as the collaborative 

creation of knowledge. Each individual lives within their own reality or “truths”, and 

these in turn are created by the person them self and shaped by an individual’s 

background. Bringing the individual truths together creates a common knowledge base 

upon which other ideas may be built. Therefore, throughout this research, it was 

important to both value and clarify the insights and perceptions of every participant as 

well as groups of participants.  

Teaching is a social profession, and thus social learning theory (SLT) was central 

to this study. First described by Albert Bandura (1971), SLT describes learning, the 

mastery of skills or concepts, as being influenced predominantly by person-to-person 

interactions. However, an individual does not have to have a direct encounter to glean 

information; deductions on how to behave can be created by observing others. Either 

direct or indirect experiences provide information that can then be used to predict 

methods for self-regulation in future situations (Bandura, 1971). Pre-service teachers can, 

and do, learn how to teach through direct experience, the discussion of this experience, 
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the reflection upon this experience, reading about other educational situations, and 

observing educational situations. 

Building upon the mastery of skills or concepts through person-to-person 

interactions in SLT, Occupational Socialization Theory (OST) was also employed. OST 

is a framework used “to understand the process whereby the individual becomes a 

participating member of the society of teachers” (Betourne & Richards, 2015; Zeichner & 

Gore, 1990, p. 329). There are three subsets or phases of OST: acculturation, professional 

socialization, and organizational socialization, all of which are dependent upon SLT 

interactions. Acculturation refers to pre-training socialization that begins at birth and 

continues until the time an individual makes the decision to enroll in a preparation 

program (Lawson, 1983; Richards & Ressler, 2016). Professional socialization begins 

when individuals make the formal decision to pursue a career and enrolls in a preparation 

program, and until their studies have been completed. The third phase, organizational 

socialization, begins when an individual is hired to work in the capacity for which they 

trained. As many pre-service teachers would like to eventually work at middle school 

similar to the one in which the PDS occurs, the curriculum includes acclimation to school 

microclimate.  

Delimitations, Limitations, and Assumptions 

Delimitations  

The most significant delimitation of this study, or aspect that can be controlled, is 

the author’s own behavior. As a participant-researcher it was imperative that the 

methodology of past PDS experiences was followed as closely as possible in order to not 
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introduce bias. Strategies for doing such included ascribing to the already established 

general sequence of events, content foci, assignments, and the continued use of existing 

grading tools and procedures.  

Care was taken to reduce “halo effect”. In this phenomenon, initial impressions, 

whether positive or negative, influence subsequent measurements (Gay, Mills & 

Airasian, 2012). This researcher made every effort to be conscious of pre-existing 

judgements and assumptions regarding participant behavior throughout the study. While 

only one student was known to the researcher informally through department activities, 

all other participants were moderately well-known prior to participation in this study as 

either a student in a course or an advisee. All prior interactions were generally positive, 

and a sincere effort was made to not allow previous interactions to influence study 

observations. This researcher also did not mention the ongoing study at any time other 

than during three of the interviews that took place.   

Additional delimitations over which there was a moderate level of control include 

both the classroom teachers the participants worked with as well as the content areas in 

which they taught. As the PDS is an integral part of this middle school, the classroom 

teachers are quick to invite the pre-service teachers to work with them. During the study 

every participant was able to teach all three grade levels and all four core subject areas, as 

is usually the case. As is also the norm, the group worked within thirteen of the fifteen 

classrooms in the building. 
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Limitations 

There were several limitations or influences that could not be controlled. The 

author had relatively little input regarding which undergraduate students enrolled in the 

middle school PDS program. The general department criteria for enrollment includes the 

successful completion of the educational core courses and the attainment of the required 

GPA. As the author is the academic advisor for many of the PDS students, suggestions 

can be made as to the most appropriate timing of enrollment, but the decision is 

ultimately at the student’s discretion once the established guidelines have been 

fulfilled. However, this group of pre-service teachers was found to be comparable to 

previous groups in terms of maturity, self-awareness, organizational skills, and academic 

ability.  

Related to this, awareness of the possibility of the Hawthorne effect must always 

be considered, as participants may act differently when they know they are being studied 

(Gliner & Morgan, 2000). This is most often due to a personal motivation to meet the 

expectations of the observers (Berthelot, Nizard & Maugans, 2019). While sometimes a 

positive effect, meaning that the subjects were more compliant, pre-service teacher 

observation records were compared across classrooms, grade levels, content areas, and 

professors. No notable differences were detected.  

While there was a moderate level of control regarding the selection of the middle 

school teachers and projects the pre-service teachers worked with, there was relatively 

little influence over the selection of middle school students. Goals of the PDS program 

include pre-service teaching experience in all middle school grade levels and all core 

content areas, but there is little leverage over which individual students or small groups 
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the undergraduates worked with. As with the undergraduate students themselves, the halo 

and Hawthorne effects were taken into consideration. While the middle school students 

were not direct participants in this research, the PDS presence in their classrooms did 

influence behavior. 

Throughout the time period of the study the author was training a new middle 

school PDS professor-in-residence. This individual had no higher education experience 

but did teach high school English and middle school language arts for eight years.  The 

author was a member of the search committee for this position and anticipated that the 

new professor would be a positive addition to the PDS program. While no profound 

changes in the relationship dynamic between previous professor-in-residence teams as 

well as professor-student relations was noted, there was some alteration of the adolescent 

literature assignments, as this is the new professor’s primary responsibility. While all 

course work and most significant assignment formats are mutually agreed upon by the 

teaching team, minor changes to the curriculum are to be expected with each new group 

of pre-service teachers and especially when a new professor is present.   

Finally, the most significant limitation in this study is participant self-reporting. 

Several self-measuring tools were utilized, so it must be noted that the validity of the 

information provided was highly dependent upon the honesty and insights of the 

respondents (Mertens, 2015, p.182). Nonetheless, self-reporting is the established method 

for assessing personal characteristics and was therefore used (Bozionelos, 2016; 

Paunonen & O’Neill, 2010).   Self-reporting is also the most common method for 

measuring emotional intelligence. One disadvantage of self-report measures is that 
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people are not always able to accurately judge their own emotion-related abilities and 

tendencies (Rivers, Brackett, Katulak & Savoy, 2006; Sheldon, Dunning & Ames, 2014; 

Boyatzis, 2018). A further disadvantage of self-report, trait-based measures is their 

susceptibility to faking, a variation on the halo effect. Participants can easily come across 

as high in EI by answering questions in a strategic, socially desirable way. However, this 

is usually only an issue when test-takers believe that someone of importance (e.g., a 

supervisor or potential employer) will have access to their results. When it is for self-

development or research, individuals are less likely to fake their answers to EI measures 

(Tett, Freund, Christiansen, Fox, & Coaster, 2012). Therefore, in an effort to increase 

validity, directions were included on all data instruments that reminded participants that 

there were no “right” answers, and thus they were to base their responses on how they 

felt at that time, not how they thought they should be or would like to be in the future. 

Assumptions 

Four philosophical assumptions, or items presumed to be true but not actually 

verified in this study, were accepted: ontological, epistemological, axiological, and 

methodological (Gay, Mills & Airasian, 2012, p.115). These are beliefs that the 

researcher brings to their study, thus shaping the selection and use of an interpretative 

framework (Semantic Scholar, 2019). Acknowledgement of, and attention to, these 

beliefs is essential for reducing bias (Bucknor-Ferron & Zagaja, 2016).  

Ontological assumptions consider aspects of the human existence (Creswell & 

Poth, 2018). To be human is to have a point of view, and thus the participant’s viewpoint 

is their reality. An individual may have multiple points of view, and none of these may 



11 

 

necessarily be accurate. Therefore, data will be used whenever possible to eliminate 

alternate explanations (Mertens, 2015).   

Epistemological assumptions consider the limits of knowledge (Patton, 2002). 

Prior knowledge influences what is observed, and researchers and participants influence 

one another. While certain types of data may be seen as subjective, such as quotes from 

participants, these were still considered valid evidence for knowledge and will be utilized 

in this study (Mertens, 2015). 

Axiological assumptions protect the value of ideas, and thus require the open 

discussion of values of, and respect for, those that may have shaped the narrative 

(Mertens, 2015). Ethics is integral to the research design. Therefore, positionality has 

been discussed, content was requested of participants, risk was minimized, and all 

opinions presented (Semantic Scholar, 2019).     

Finally, methodological assumptions necessitate the focus on details before 

generalizations (Creswell & Poth, 2018, p.20). The beliefs of the researcher shape the 

practice of research itself and is why there is considerable description of, and within, the 

context of the study (Mertens, 2015; Semantic Scholar, 2019). Of these four assumptions, 

the most significant in this study were the ontological and axiological. In order to identify 

the aspects of a professor development school that contribute to the research-based best 

practices in teacher preparation, it was imperative that an environment was provided that 

allowed each participant to accurately identify what they perceived as supportive 

resources. 
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Significance of Study 

 Despite reports and reform efforts such as A Nation at Risk, the Tomorrow’s 

Teachers (Holmes Group, 1990), the “criteria for excellence” (Levine, 2006), the 

National Association of Professional Development Schools Nine Essentials (NAPDS, 

2008), the National Council for Accreditation in Teacher Education principles (NCATE, 

2008), and the AACTE Proclamations (AACTE, 2018), the enrollment in teacher 

preparation is in decline, attrition from the field remains high, and the amount of research 

being done on professional development programs is still insufficient. The AACTE 

attributes this latter issue, in part, to the lack of university professors actively 

participating in educational research. “Despite government and philanthropic support for 

education research, most individuals earning doctorates in education do so to advance 

careers in teaching or administration rather than research” (AACTE, 2018, p.8). The goal 

of this study is to contribute to the research literature by identifying specific strategies 

within the professional development school setting that foster the exceptional 88% 

retention rate seen in graduates of this middle grade professional development school 

program.  
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REVIEW OF RELATED LITERATURE 

The Need for Reform 

While concerns regarding teacher preparation in the United States are noted as 

early as the 1900s, it was A Nation at Risk that finally put the American education system 

and the training of its primary employees at the forefront (Holmes Group, 1986). When A 

Nation at Risk was published in 1983, it created a public debate as it made clear that 

American schools were behind most developed nations, particularly in the areas of math 

and science. Many consider the A Nation at Risk report to be the catalyst for the 

standards-setting movement of the late 1980s (Herman, 2004).  

  In 1986 the Holmes Group Tomorrow’s Teachers was a response to A Nation at 

Risk and is considered one of the first significant reports specifically on the state of 

teacher preparation in the United States. A consortium of deans and academic officers 

from educational research institutions from every state spent two years outlining and 

studying the issues facing teacher preparation, the teaching profession, as well as 

examining the 100 best teacher preparation programs. The goals of their work included 

the following: 

1. To make the education of teachers intellectually more solid.  

2. To recognize differences is teachers' knowledge, skill, and commitment, 

in their education, certification, and work. 

3. To create standards of entry to the profession examinations and 

educational requirements that are professionally relevant and 

intellectually defensible. 

4. To connect our own institutions to schools. 
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5. To make schools better places for teachers to work, and to learn.  

 

Goals #4 and 5 hint at a major improvement initiative to come later in the report. 

Using the analogy of teaching hospitals as sites of clinical learning for future doctors, the 

consortium promotes the use of “Professional Development Schools” as places of clinical 

learning for future teachers. These schools would provide “superior opportunities for 

teachers and administrators to influence the development of their profession, and for 

university faculty to increase the professional relevance of their work” (p.62).  The 

university-school partnership would be based on the following principles. Tomorrow’s 

Teachers was essentially the recipe for the first PDS programs:  

A. Reciprocity, or mutual exchange and benefit between research and 

practice, 

B. Experimentation, or willingness to try new forms of practice and 

structure, 

C. Systematic inquiry, or the requirement that new ideas be subject to 

careful study and validation, and 

D. Student diversity, or commitment to the development of teaching 

strategies for a broad range of children with different backgrounds, 

abilities, and learning styles (p.56) 

Despite significant reform efforts, the 2006 report by Arthur Levine, Educating 

School Teachers, continued to deliver a scathing assessment, “Too often teacher 

education programs cling to an outdated, historically flawed vision of teacher education 

that is at odds with a society remade by economic, demographic, technological, and 

global change. into the public spotlight” (p.1). In his report Levine outlines nine criteria 

for judging teacher preparation program quality and lauds the accomplishments of four 
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universities. Three of four schools have some version of what is now referred to as a 

PDS, or professional development school.  

National Association of Professional Development Schools  

At this same time, a genuine PDS-focused organization was developing. The 

University of South Carolina began sponsoring a PDS National Conference in March 

2000 in order to connect P-12 schools with university faculty and officials while 

providing an exclusive focus on issues relevant to professional development schools 

(NAPDS, 2019). Formally established in 2006, the National Association for Professional 

Development Schools (NAPDS) continues to provide a forum for ideas and ideals 

relative to P-12 and university partnerships. The founder and designer of this university 

middle school PDS, Dr. Michele Vosberg, was a member of the Founding Organizational 

Committee of the NAPDS, and the initial draft of the NAPDS Nine Essentials were the 

foundation upon which the PDS was built.   

In 2008 the National Association of Professional Development Schools (NAPDS) 

formally responded to the call for teacher education improvement by publishing the Nine 

Essentials. Similar to Levine’s nine criteria, the Essentials direct preparation programs to 

focus on the needs of today’s pre-service teachers while also developing more rigorous 

admission standards, curricula, and assessment (Garin, Burns & Polly, 2018, p.5). Two 

years later the National Council for Accreditation of Teacher Education (NCATE) 

published their Blue Ribbon Panel Report. Again, aligning with Levine’s nine criteria and 

the NAPDS Nine Essentials, The Blue Ribbon Panel Report specifically called for an 

increase in clinical practice through school-university partnerships (Garin, et al., 2018).  
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If PDS become the doorways that all new teachers pass through as they 

launch their careers, they can transform the culture of teaching and 

expectations for collaboration along with the nature of teaching and learning 

in individual classrooms. (Darling-Hammond, 1994, p.9) 

The above quote from Linda Darling-Hammond’s 1994 book Professional 

Development Schools: Schools for Developing a Profession encompasses the message of 

the PDS movement. While many institutions follow the formatting and objectives 

suggested by the Levine or the NAPDS, PDS programs throughout the United States are 

as varied as the partnerships that created them.  

PDS Structure  

In general, a PDS, or professional development school, is a partnership between a 

university educator preparation program and one or more P-12 schools. While a formal 

agreement is suggested by the NAPDS, the format of such is at the participants’ 

discretion. Most importantly, an effective PDS requires commitment of time, personnel 

and resources from both the P-12 school and university administration. Each P-12 school 

and each university has its own unique circumstances that shape the operation of their 

collaboration. In some PDS sites, faculty and pre-service teachers interact daily with 

classroom teachers, while at others that is not the case. The timing of the PDS experience 

also varies greatly, ranging from sophomore or junior year to only during student 

teaching. These are neither positive nor negative issues, per se, but it does make “What is 

a PDS?” sometimes difficult to define.   

 The most recent large-scale publication regarding PDS teacher preparation, 

released in February of 2018, calls for further refinement of PDS structure. The Clinical 
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Practice Commission (CPC) of the American Association of Colleges for Teacher 

Education (ACCTE) report asks for a common lexicon and a shared understanding of 

evidence-based practices. The CPC outlined The Ten Proclamations, melding the 

continued recommendations with a focus on what is needed for high-quality clinical 

practice (Garin, et al., 2018). The university education department continues to use the 

NAPDS Nine Essentials, the InTASC standards, and the Core Values of our founding 

religious organization as the formal framework guiding instructional and structural 

decision-making but has also recently adopted the AACTE Ten Proclamations. 

Considered by some to be more “pre-service teacher-friendly”, the Ten Proclamations, 

seen in Appendix A, uses language that emphasizes a mutually beneficial school and 

university relationship along with the identification of specific items needed for this 

relationship to be maintained.  
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The Four Commonplaces  

To describe the complexities of a teaching/learning event, Schwab (1973) 

identified the four commonplaces of education. These are distinct aspects of an 

educational experience that a teacher must consider when designing effective curriculum. 

Schwab’s original list included teacher, learner, curriculum and milieu.  

Teacher references the individual who determines the content that will be learned 

and how that learning will take place, while the learner is the person(s) who must choose 

to understand and remember the material (Novak & Gowin, 1984). Curriculum is the 

knowledge, skills and values of the learning event (Gilbert, 1997; Novak & Gowin, 

1984). The final commonplace, milieu, refers to the factors controlling or influencing the 

meaning of an educational experience. However, Gowin replaced milieu with governance 

in order to further refine the identification of these factors, as society, teachers and 

administration govern the meaning of an experience (Novak & Gowin, 1984). Therefore, 

governance will be used henceforth.  

 The four commonplaces, teacher, learner, curriculum and governance, were used 

as the organizational framework for this study to consider all the possible perspectives 

that influence the PDS structure that in turn influences pre-service teaching training. The 

teachers were the university professional development school (PDS) professors and the 

middle school classroom instructors. The learners were the pre-service teachers, all of 

whom were undergraduate students enrolled in the PDS program. The curriculum was the 

content and skills learned during the PDS experience, while the governance was the 

university offering the PDS program as well as the middle school PDS site. Studying 
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each of these aspects of the educational experience in quasi-isolation allowed the 

researcher to focus on the influences separately from one another, and well as in a variety 

of subgroups, in order to identify variables that might not have been visible when 

approaching a learning event as a single entity. While teachers, learners and governance 

will be discussed fully as part of the context and participants, noteworthy aspects of the 

research on curriculum function, structural aspects and reform efforts are included here. 

Functions of Curriculum  

Richards & Ressler (2016) observed that the curriculum, or course of study, of 

pre-service teacher programs have two key functions: addressing subjective theories and 

preparing for the career of teaching. The latter includes both practicing the technical 

aspects of teaching as well as preparing for the micropolitical realities of schools (p. 37). 

Teachers are known to filter their learning through their own preconceived ideas 

regarding the purpose of teacher education. Therefore, these ideas, or subjective theories, 

must be both questions and critiqued. Based largely on their own K-12 educational 

experiences, personal definitions of what “good teaching” looks like can sometimes be at 

odds with current expectations in the field (Betourne & Richards, 2015).  

Betourne and Richards (2015) note that since most pre-service teachers enter 

training with fairly stable subjective theories about teaching that are often incomplete or 

flawed, it is important that teacher educators help them challenge their belief systems and 

consider the role that their prior experiences played in shaping their current 

conceptualization. “By understanding how they developed the perspectives they currently 

hold pre-service teachers may be more willing to critique their subjective theories. This 
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critique can help pre-service teachers to reconsider their career goals and the ways in 

which they want to teach in the future” (p.39). Self-inquiry through reflection aids pre-

service teachers in the development of a professional identity (Collier, 2009). Using 

active-learning and student-centered pedagogies that promote reflection, PDS faculty 

encourage students to reevaluate their taken-for-granted assumptions about what it means 

to be an educator (Betourne & Richards, 2015).  

Active learning refers to the extent to which professional development provides 

opportunities for teachers to be engaged in the analysis of teaching and learning (Garet, 

Porter, Desimone, Birman & Yoon, 2001). Active-learning environments offer 

experiences with a wide variety of learning materials, emphasizing “autonomy and 

control by the individual who monitors, directs, and regulates actions toward goals of 

information acquisition, expanding expertise, and self-improvement” (Paris, 2012, p. 89). 

Researchers have suggested a variety of ways to promote active learning in this context, 

such as observing expert teachers, being observed, reviewing students’ work or thinking, 

scoring assessments, leading discussions, developing and presenting lessons, coaching 

and mentoring, or interacting with teachers to discuss steps for improving teaching 

practice (Kang, Cha & Ha, 2013). All of these are included in the PDS curriculum and 

repeated often.  

Student-centered pedagogies are practices that focus on student-driven 

construction of knowledge (Ahn & Class, 2011). A social constructivist technique, 

DeLoach (2018) emphasizes that this type of learning is a hallmark of good student-

centered education, “and when there is an associated emotional component, such as when 
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multiple senses are engaged, the brain actually forms more neural connections, furthering 

retention” (Rickes, 2016, p. 30). Power shifts from the instructor to the students, making 

the students themselves agents of their own learning (Ahn & Class, 2011). In pre-service 

education, reflection is a key driver of student-centered pedagogy. Caniglia, Borgerding 

and Courtney (2017) cite the work of Dewey (1938) in describing reflection as an ability 

“to look back over what has been done so as to extract the net meanings, which are the 

capital stock for intelligent dealing with future experiences” (p.110). For Dewey, 

reflection is not performed in isolation. Rather, according to Caniglia and colleagues 

(2017), it is a social process done with the support of a “knowledgeable other” (p.54). For 

the PDS pre-service teachers, this knowledgeable other is the cooperating classroom 

teacher, a peer, or a university professor. Citing Vygotsky (1978), Caniglia and 

colleagues assert that such knowledgeable others provide spaces where the PST can also 

take time to distinguish between what is new and different and what is old and familiar.  

 While Dewey (1938) encouraged reflection on past actions, Schön (1987) 

emphasized that teachers also reflect while in action. Clara (2015) revisited both 

viewpoints and summarized them as different ways to achieve the same goal, a “clarified 

situation” (p.267). Some clarified situations will require additional action and others will 

not.  Kang & van Es (2019) also encourages the use of these professional conversations 

not just during, but also prior to and after the reflection process, as pre-service teachers 

may not have the experience or theoretical framework needed to analyze their teaching 

effectively. Caniglia and colleagues (2017) concur in the assertion that reflection is best 

done with the support of a “knowledgeable other” (p.54).  
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In addition to the critique of subjective theories, Richards & Ressler (2016) assert 

that PST programs should serve as preparation for a career as a teacher. This includes 

both the technical aspects of teaching (e.g., writing lesson plans, delivering effective 

instruction, evaluating student learning) as well as preparation for the micro-political 

realities of school life. Pre-service teachers may not develop the skills to transfer what 

they learned during PST into practice if they are not taught how to navigate the political 

context of schools while managing other stressors. Richards, Gaudreault and Templin 

(2014) propose field-based learning experiences supplemented with the afore mentioned 

student-centered learning activities and discussions intended to promote reflection about 

the realities of school life (Richards & Ressler, 2016). The PDS format allows for a 

curriculum to attend to these key functions of the technical aspects of teaching and 

micropolitics, but also address deficit ideology. “No amount of reading, writing and 

discussion can substitute for time spent interacting with students” (Betourne & Richards, 

2015, p.40). Here is where sociocultural theory is especially influential in the PDS 

environment; what pre-service teachers know and do is shaped by their participation and 

interactions with others (Kang & van Es, 2019, p.238). Levine (2006) concurs that hands-

on clinical time allows for the development of skills. Specifically, the clinical 

environment promotes the practice of skills under currently under development during 

adolescence as noted by Steinberg (1014), but also needed by effective teachers 

according to McShane (2019): emotional maturity, confidence, self-efficacy, and self-

regulation.  
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Development of Essential Attributes  

Curriculum decisions are also made with intentionality toward the development of 

pre-service teachers’ emotional maturity, confidence, self-efficacy, and self-regulation 

through a focus on the cultivation of a teacher identity.  Day, Kingston, Stobart and 

Sammons (2006) describe an educator’s professional identify, or sense of self in 

relationship to teaching, as three components: a personal dimension (life outside of 

school), a professional dimension (socially-embedded expectations of teachers and 

teachers’ own philosophy and beliefs), and a situational dimension (working environment 

of the teacher). The latter two are the primary focus of a PDS. Lavigne (2014) draws 

upon the work of Ibarra (1999) in noting that beginning teachers draw upon provisional 

professional identities before forming a final professional identity that is primarily 

constructed through experience and rehearsal. Reflection can assist in the development of 

teacher identity, particularly in its ability to help pre-service teachers see the possibilities 

within, and because of, their instruction (Kang & van Es, 2019). In addition, Kang and 

van Es document “the strong connection between the act of reflection and the laying 

down of a foundation for career-long learning” (p.243). This growth-mindset instills a 

positive outlook due to the understanding that one has the capacity to become more 

intelligent (Costa & Kallick, 1996). In addition, Vesely-Maillefer (2015) asserts that this 

type of positive outlook “builds confidence, a domain related to well-being (i.e., coping, 

stress, resilience), perceived ability (self-efficacy), as well as to perceived performance 

(teacher efficacy)” (p.185). In the middle school PDS, two personal attributes with strong 

ties to the emotional maturity, confidence, self-efficacy, and self-regulation that are 
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embedded in teacher identity received special attention: emotional intelligence and 

resiliency.  

Emotional Intelligence 

Salovey and Mayer (1990) defined emotional intelligence (EI) as the “the ability 

to monitor one’s own and others’ feelings and emotions, to discriminate among them, and 

to use this information to guide one’s thinking and actions” (p. 189). O’Connor, Hill, 

Kaya and Martin (2019) built upon this definition by postulating that “individuals high in 

EI could accurately perceive certain emotions in themselves and others (e.g., anger, 

sadness) and also regulate emotions in themselves and others in order to achieve a range 

of adaptive outcomes or emotional states (e.g., motivation, creative thinking)” (p.2). 

Effective teachers can do this.  

Teachers’ emotional intelligence has a strong positive correlation with teachers’ 

self-efficacy, and therefore teacher behavior and student outcomes (Moafian & 

Ghanizadeh, 2009; Sarkhosh & Rezaee, 2014; Wu, Lian, Hong, Liu, Lin & Lian, 2019). 

Teaching is an emotional enterprise in which teachers manage, monitor, and regulate 

their emotions in order to achieve pedagogical effectiveness (Gates, 2000). Teachers, 

male or female, with high social and emotional competence are more skillful in using 

emotional expression and verbal support to promote students’ enthusiasm and enjoyment 

of learning and to guide and manage student behavior (Brackett, 2018; Wu, et al., 

2019). Empirical findings demonstrate that teachers with higher EI tend to exhibit better 

teaching performance (Drew, 2006; Yoke & Panatik, 2015). These teachers are more 



25 

 

understanding of the dynamics of classroom conflict situations, such that disruptive 

behavior can be substantially reduced (Brackett, 2018; Jennings & Greenberg, 2009).  

Emotional intelligence can be classified in three ways: ability EI, trait EI and 

mixed EI. Ability EI measures an individual’s theoretical understanding of emotions and 

emotional functioning, whereas trait EI measures actual typical behaviors or coping 

strategies in emotion-relevant situations (e.g., when an individual is confronted with 

stress or an upset friend) (O’Connor, Hill, Kaya & Martin, 2019). Mixed EI is used to 

refer to measurements of a combination of traits, social skills and competencies, and is 

what this study focused on (O’Boyle, Humphrey, Pollack, Hawver, & Story, 2011). 

Research demonstrates that mixed EI is an important stress buffer that exerts its 

protective effects at different stages of the coping process (Davis and Humphrey, 2014). 

Resilience  

Wagnild and Young (1993) define resilience as “a personality characteristic that 

moderates the negative effects of stress and promotes adaptation” (p.165). Classified as a 

psychosocial skill by Abiola and Udofia (2011), the practice of resilience leads to 

positive mental health and well-being.  Richmond and Beardslee (1988) describe 

resilience as a complex amalgamation of positive psychological processes (i.e., self-

esteem, social competence, self-discipline, and control over their environment). Overall, 

to be resilient means to be internally strong, competent, optimistic, flexible, and realistic 

(Abiola & Udofia, 2011; Scoloveno, 2017). However, Pinheiro, Matos, Pestana, Oliveira 

and Costa (2015) cite the work of Rutter (1987) in suggesting that resilience also arises 

from many processes of interaction that go beyond individual characteristics, including 
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interpersonal relationships and social support. This latter issue is of concern as it is a 

documented factor in teacher attrition (Darling-Hammond, 2003, Ingersoll, 2001, 

Johnson, 2004; Kopkowski, 2008). 

Through their research Wagnild and Young (1990) identified five basic 

characteristics of resilience: equanimity, perseverance, self-reliance, meaningfulness and 

existential loneliness. Equanimity is the ability to have a balanced perspective on life 

while perseverance is the skill to persist despite adversity. Self-reliance, like self-

efficacy, is the belief in one’s own abilities. Meaningfulness, like confidence, is the 

realization that one’s contributions have value. Existential loneliness is the “acceptance 

that each person’s life path is unique, and that while some experiences may be shared, 

others must be faced alone” (pp.167-168).  

One concern about the measurement of resilience is that it can only truly be 

demonstrated in the face of adversity, which makes the exploration of resilience 

problematic on ethical grounds. Instead, measures usually approximate actual resilience 

by capturing “perceived resilience” by having participants rate their level of agreement 

with statements that describe resilient individuals (Tomyn & Weinberg, 2018, p.69). 

Wagnild and Young’s Resilience Scale, often referred to as the RS or RS25, is one such 

tool. The RS25 was utilized in this study as it is the most widely used and accurate 

instrument for this purpose, as well as having a high degree of internal consistency.  
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Summary  

Active learning, student-centered pedagogies, reflection, and field-based 

experiences are key strategies for effective pre-service teacher training. Reflection is an 

effective tool for encouraging the reevaluation of subjective theories on what it means to 

be an educator (Betourne & Richards, 2015; Desimone, 2011). Career preparation that 

includes the development of the technical skills unique to teaching as well as those skills 

needed to navigate the political context of schools are essential subjects for reflection. 

Using research-based practices, this middle grade PDS specifically focuses on the 

development of pre-service teacher identity and the skills that support it: emotional 

maturity, confidence, self-efficacy, and self-regulation.     
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RESEARCH METHODOLOGY & DATA ACQUISITION 

Introduction 

As this middle grade professional development school program (PDS) is quite 

unique, a case study methodology was employed. A second-order narrative technique has 

been utilized, as the researcher is both a participant and the storyteller (Creswell & Poth, 

2018, p.153). While case studies, research on discrete entities, is often considered a form 

of qualitative research, some quantitative data will be collected in order to highlight 

specific aspects of the program. Case study research has a long, distinguished history 

across many disciplines, with roots in anthropology and sociology (Creswell & Poth, 

2018). Stake (1995) would consider this an intrinsic case study. The intrinsic value lies in 

that this PDS program is unique in structure, with middle school methods and three other 

courses being coordinated by two on-site professors within a local middle school building 

with pre-service teachers gaining over one hundred contact hours with actual middle 

school students.  

Positionality 

This is the author/researcher’s eighth year as one of two professors-in-residence at 

the middle school site. This researcher had worked closely with this individual since year 

two of its inception, so the program continues to maintain its original integrity and 

intentions. The author also knows several of the middle school faculty outside of the PDS 

environment, having taught at the high school adjoining the middle school for several 

years and with children in the school district. The author has a total of twenty-four years 



29 

 

of teaching experience in grades 7-12 math and science as well as fifteen years in science 

and education instruction at the post-secondary level. She is also a member of the school 

board of the regional archdiocese, of which the middle school where the PDS is located is 

a member institution. However, this school board is not a governing body. Rather, their 

role is one of consultation for the archdiocesan school superintendent.  

The university education department and the researcher are very proud of the high 

completion and hiring rate of graduates, but relatively little research has been done to 

formally document what contributes to this success. The identification of influential 

strategies will better inform future curricular decisions in this and other PDS programs 

hosted by the university. 

Context and Participants 

This study took place within a professional development school (PDS) created 

through a partnership between a university and the local parochial school district. Both 

entities are in the Midwest of the United States. Established in 2007, the middle school is 

private, Catholic, and suburban with a population of 358 students and 24 instructional 

staff for grades 6-8. The school is predominantly Caucasian and middle-class. A 

personalized online learning program, Summit Learning, is in its third year of use. In 

addition to assistance with goal setting and progress tracking, the online platform is used 

for instruction in math, science, language arts and social studies, and is utilized by most 

students.   

 The middle school PDS is overseen by a Catholic liberal arts university founded 

in 1843 by a female religious organization. The college has an enrollment of just under 
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1,000 students, but partners extensively with two nearby colleges and an online four-year 

college consortium. With an average of twenty to forty licenses being submitted for 

recommendation each year, this university is one of twenty-three teacher preparation 

programs in the state, and one of 947 private, non-profit four-year programs in the United 

States (AACTE, 2018). To better understand the aspects of the program that contribute to 

the desired attributes of effective pre-service teacher preparation, an in-depth study of the 

PDS cohort for the Fall 2019 semester was undertaken. 

 Between 2007 – 2015, the years historically appropriate to this study, the middle 

school PDS averaged 12 pre-service teachers each fall semester. In the state in which the 

university resides, pre-service teachers are not considered program completers until the 

licensing exams have been passed. Therefore, of the 112 individuals who participated in 

the middle school PDS during this time period, 104 were identified as program 

completers. Of those who obtained their teaching license, 98 have now been teaching for 

four or more years. The university’s middle school PDS rate of completion of the 

program to four or more years in the classroom of 88% percent stands in sharp contrast to 

the national average of 20% for K-12 teacher preparation and retention (Darling-

Hammond, 2004; Deb, 2012; King & Newmann, 2001; Mayer, Salovey & Caruso, 

2004).   

  As noted earlier, this study utilized Schwab’s (1973) four commonplaces of 

education, a way to describe the complexities of a teaching/learning event, as the 

structural framework. These are distinct aspects of an educational experience that a 
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teacher must consider when designing effective curriculum. Full descriptions and context 

are thus needed for teachers, learners, curriculum and governance.  
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Teachers  

The teachers in this study were the two university PDS professors and thirteen 

middle school classroom teachers. These individuals were responsible for developing the 

curricula for their respective students and the delivery of instruction. The courses taught 

within the PDS include middle, junior and secondary school structure, adolescent 

development, adolescent literacy, and middle school methods. As required by the resident 

state Department of Education, both university instructors have experience teaching 

middle school and high school. By design, one professor has a background in science and 

math while the other has experience in language arts. This specialization provides more 

valid feedback to pre-service teachers across all content disciplines. Per the agreement 

between the district and the university, both university instructors also maintain current 

teaching licenses, ensuring that the resident professors have knowledge of current 

teaching practices, educational law, and personal background clearance.  

In the state in which both the university and middle school reside, a teaching 

license requires a bachelor’s degree from a regionally accredited institution. In addition, 

candidates must complete a state-approved teacher education program, earn an 

endorsement in at least one teaching area, successfully complete a test of basic skills and 

an exit exam, as well as have confirmed absence in the state and national criminal 

investigation records, central sex offender registry, central child abuse registry, and 

central dependent adult abuse registry (Iowa Legislature, 2017). At the middle school 

level, all classroom teachers have a primary endorsement in either elementary education 

or secondary education. Middle school is a secondary endorsement in this state and is 
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required of all teachers working at a middle school or junior high school site. A minimum 

of two of the four middle school core content areas of language arts, science, math and 

social studies, are required for the endorsement. While the requirement varies with the 

level of degree completion, maintenance of a teaching license requires continuing 

education and a minimum of 40 hours of teaching or co-teaching experience.  

The primary responsibilities of the university instructors include the planning and 

team-teaching of the content for the four courses, assessing pre-service teacher course 

work, and coordinating teaching experiences within the middle school classrooms. 

Course instruction is woven into the daily schedule, with authentic teaching in the middle 

school classroom having priority over professor-driven instruction. All course instruction 

is done through modeling. For example, when pre-service teachers were given a reading 

assignment, a pre-, during, or post-reading strategy was also employed, along with a 

discussion of the potential use of the reading content as well as the strategy itself in their 

future classroom.  

This PDS has been a part of this middle school since its inception, so the 

classroom teachers regularly contact the professors for assistance. After an initial 

brainstorming session with the classroom teacher, with professors and pre-service 

teachers in attendance, the pre-service teachers will plan and execute an educational 

experience with the middle school students. Lesson plans are reviewed by both the 

classroom teacher and professors prior to instruction. During the actual teaching event 

either a professor and/or the classroom teacher is present, but serves primarily as an 

observer or co-teacher, providing feedback to the pre-service teacher after the lesson.  
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Learners 

The learners in this study were the pre-service teachers. While non-

traditional students are sometimes present, the current participants were all 

traditional undergraduate students. Selected via purposeful and convenience 

sampling, all ten members of the cohort agreed to take part in the study. There 

were 8 females and 2 males, ranging in age from 19 to 21, with the both the mode 

and average age being 20 years. All identified as white, non-Hispanic. Two of the 

ten PDS pre-service teachers were elementary education majors (K-6) seeking K-

8 special education in addition to middle school endorsements. The remaining 

eight pre-service teachers were double majors in a content area and secondary 

education. A variety of grade 5-12 endorsements were being sought across the 

group, with several individuals earning multiple endorsements: one psychology, 

one American government, one American history, one world history, one Spanish, 

one biology, one all science, one basic science, one physics, two in chemistry, two 

English/Language Arts, and three mathematics. A minimum of two of the four 

content areas must be earned for the 5-8 middle school endorsement. The PDS 

program is designed with an emphasis on language arts, a cross-curricular topic. 

All ten pre-service teachers thus earned an endorsement in language arts with four 

others also focused on science, six on social studies, and seven on mathematics.  

Prior to enrollment in the PDS program, pre-service teachers must pass a test of 

basic skills and complete the lower level courses of the professional core education 

courses. These courses include Introduction to Reflective Teaching, Multicultural 
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Education, Educational Psychology, Foundations of Education, and Introduction to 

Exceptionalities Birth-21. The Foundations of Education course includes a 20-hour 

practicum in another local middle school, and Introduction to Exceptionalities has a 10-

hour practicum in a local special education program. All education courses include a 

review of each individual pre-service teacher on their professional dispositions by the 

instructing professor. Seen in Appendix B, the non-clinical form is used in all non-

experiential education courses, with the exception of the two core courses with 

practicums. An evaluation by the cooperating teacher is included in these latter practicum 

courses. All other courses that include a formal clinical experience, including this PDS, 

utilize the clinical dispositions form seen in Appendix C and some also include a formal 

evaluation by the classroom teacher. 

In addition to the evaluations embedded in courses, this university’s education 

department also includes a series of professional portfolio reviews, with the completion 

of the Phase I review required for entry into the middle grade PDS. Created during the 

Introduction to Reflective Teaching course, the portfolio is reviewed after the 

introduction course, after the last methods course, and after student teaching. These three 

checkpoints allow the department to ensure that all requirements for licensure have been 

met and areas of concern have received attention. All portfolios are electronic, with most 

done in LiveBinder or OneNote, and are reviewed by a pair of professors in the presence 

of the pre-service teacher. The portfolios themselves are organized by the Interstate New 

Teacher Assessment and Support Consortium (InTASC) standards and are rated 

according to the rubrics for these standards. Seen in Appendix D, the InTASC standards 
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and rubrics were crafted by practicing teachers, teacher educators, school leaders, and 

state agency staff and highlight the skills needed by an effective teacher, such that the 

teacher will “be able to integrate content knowledge with the specific strengths and needs 

of students to assure that all students learn and perform at high levels” (Council of Chief 

State School Officers Interstate Teacher Assessment and Support Consortium, 2020). 

Curriculum 

The PDS curriculum consists of four courses whose content includes middle, 

junior, and secondary school structure, middle school methods, adolescent development 

and adolescent literacy. The PDS meets for 3-4 hours every morning for an entire 

semester and has a designated classroom on-site. However, content instruction and 

practice occurs both within the PDS classroom and the regular 6th through 8th grade 

classrooms. All PDS pre-service teachers, regardless of academic content major, teach 

every subject and every grade level, instructing individual pupils, small groups and entire 

classes, and average over 100 contact hours in a single semester.  

Assessment within the PDS numerous and varied. In addition to daily informal 

observations, participants receive formal written and verbal observation feedback at least 

twice a week. There are regular reading assignments on topics such as adolescent 

development, writing instruction, assessment, and classroom management. With an 

overarching focus on reflection, the primary goals of this PDS include modeling how to 

build both personal attributes and community in an intimate clinical setting.    

The Clinical Experience. This middle school PDS program runs every fall 

semester for sixteen weeks on Monday through Friday mornings. An electronic calendar 
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is accessible to all pre-service teachers that includes monthly, weekly and daily 

schedules, the general topics sequence, as well as links to all resources used in the four 

courses. Each day the agenda is written on a white board in the PDS classroom, with 

events with specific times noted. All other agenda items are attended to as time allows. 

This is purposefully done to model the fluidity needed in the middle school classroom.  

Building Community. As the pre-service teachers work closely with one another, 

several strategies are utilized to help them get to know one another’s moods, work styles, 

preferences and generally feel more comfortable working together. The curriculum 

includes several community builder activities, some led by professors and others selected 

and lead by the pre-service teachers, as well as a workstyle survey, and the previously 

mentioned reflections.  

The most often used community builder is referred to as “crew”. This strategy is 

used every morning with the entire class present and builds upon a large group semi-

structured interview format. One at a time, each pre-service teacher and professor rate 

their present emotional and physical state on a scale of 1 to 10, with 10 being the highest. 

In addition to briefly describing their rating, a daily question is answered. This activity is 

used as a community builder, but also provides the opportunity to share and discuss 

teacher-relevant information. Depending upon the assigned teaching duties of the day, the 

focus topics can be quite varied. Seen in the Topics List in Appendix E, the morning 

might be spent in literature circles discussing the plasticity of the adolescent brain, 

working on a social studies lesson plan, learning about one’s workstyle, reading an article 

on how to teach creative writing, or leading/participating in teaching strategies such as a 
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community builder, Readers’ Theatre, Chalk Talk, or Coding the Text as part of learning 

course content. The Topic List itself is flexible in its timing. If a classroom teacher needs 

assistance with the teaching of writing earlier than anticipated, schedule adjustments are 

made so that the pre-service teachers are adequately prepared.  

 Duration is a key element of impactful clinical experiences. Duration is defined as 

“both the number of contact hours of professional development, and the length of time 

over which engagement in the activity spans” (Hochberg & Desimone, 2010). Research 

has found a positive association between the number of contact hours of professional 

development and teacher attitude, preparedness, and teaching practice (Banilower, Heck 

& Weiss, 2007; Heck, Banilower, Weiss & Rosenberg, 2008; Supovitz & Turner, 2000). 

The state within which the university resides requires a minimum of 80 contact hours 

with K-12 students prior to student teaching. These pre-service teachers average over 100 

contact hours just within the middle school PDS. When combined with the early core 

course practicums and three to five PDS programs required of elementary education 

majors, some pre-service teachers reach over 500 hours. Secondary education majors also 

participate in the early core course practicums, the middle school PDS, and a minimum 

30-hour secondary methods clinical, totaling at least 160 contact hours. Therefore, all 

pre-service teachers in the middle PDS are accruing at least twice the number of K-12 

contact hours required before entering student teaching.  

Governance 

The university has a thirty-year history with PDS. The middle school PDS is one 

of five coordinated by the university. All were designed using the philosophy of the 
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National Association of Professional Development Schools (NAPDS), of which the 

original middle school professor-in-residence was a founding member and designer. As 

stated previously, this researcher worked closely with this individual beginning in year 

two, and is therefore able to maintain its original integrity and intentions. A professional 

development school was part of the original design of the middle school, and thus is fully 

integrated. 

The middle-grade professional development school is part of an accredited 

teacher preparation program. Per university requirements, professors must have a 

doctorate, or be in the process of earning a doctorate, with at least 30 credit hours in the 

content area they are teaching. At this university there is no research requirement, but a 

12-credit teaching load per semester is expected. Because there are two professors-in-

residence at the middle school, the university assigns 7.5 course credits to each instructor 

for the 11 credits and 20 contact hours being taught within the PDS. The content specialty 

of professors is also taken into consideration so that pre-service teachers have easy access 

to experts in their field.  

Ethical Considerations 

As noted in the axiological assumptions, in order to ensure accurate representation 

of participant’s perceptions of support during the PDS experience, privacy, consent, equal 

treatment, and the concern for welfare were central to study planning and methodology 

(Creswell & Poth, 2018, p.151). All participants were asked to sign a consent form 

(Appendix F) outlining the expectations and ethical considerations of the study. In order 

to ensure transparency, the consent form included a passage reminding the pre-service 
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teachers that participation was voluntary, that they could end their participation at any 

time, minimal risk was present, and that acceptance or refusal of participation would not 

influence the participant’s grades or relationship with the PDS program. An outline of the 

commitment expectations was also included in the consent form, and aspects of both 

consent and commitment were reiterated in each private interview.  All interviews were 

held during normal class hours.  

Additional measures to ensure privacy of information included the use of 

password protected computer systems and the use of pseudonyms. As noted in the IRB 

approval (Appendix G) and principal approval (Appendix H), all data was entered and 

stored in a private password protected Google Drive folder using a computer with a 

separate password protection system. All data is identified only by a pseudonym selected 

by the participant pre-service teacher. Only the participant and the researcher know 

which pseudonym corresponds to that participant. Rather than using a pseudonym for the 

schools involved in this study, the author has elected to simply leave the institutions 

unnamed.  

Data Collection Strategies 

Both qualitative and quantitative data were collected simultaneously. 

Demographic data for individual students was gleaned from the university database, but 

all other information was obtained from participants themselves using a variety of 

methods. Seen in the data triangulation matrix, Table 2, these included five inventories, 

twelve sets of interviews, and eleven reflections in a variety of formats. In addition, every 

effort was made to not introduce additional events or tools in the established PDS 
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curriculum. The only exception to this was the InTASC Matrix, newly required by the 

department. Mirroring the PDS schedule of previous semesters, the timeline of data 

collection is seen in Table 3. 
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Table 2. Triangulation Research Matrix 

Sub-Questions 
Quantitative 

Sources 

Quantitative  

Hypotheses 

 Qualitative 

Sources 

Qualitative  

Hypotheses 

What aspects of the  

TEACHERS 

(professors and 

classroom) contribute 

to the success of the 

LEARNERS in the 

middle grade PDS? 

 

 

 
Classroom Teacher 

Interviews 

The classroom teachers 

value the presence of the 

PDS in their school. 

 

 

 Individual Interviews 

#1,4,8,7 

Group Interview #1 

Small Group Interview 

The classroom teachers and 

professors provide effective 

support to pre-service 

teachers. 
 

 

  

Learner Reflection #8 

 

 

 

Professor Reflections 

The classroom teachers and 

professors model best 

practice methodology. 

      

What aspects of the  

LEARNERS (pre-

service teachers) 

contribute to their own 

success in the middle 

grade PDS? 

Schutte Self-Report 

Emotional Intelligence 

Test (SSREIT) 

The learners have 

“average” to “above 

average” emotional 

intelligence. 

 
Individual Interviews 

#1,2,3,4,5,6 

Group Interviews #1,2 

The learners have a desire to 

be effective teachers. 

Wagnild and Young 

Resilience Scale 

(WYRS) 

The learners have 

“moderate” to “very high” 

resilience. 

 
Learner Reflections 

#1,2,3,4,5,6,7,8,9,10,11 

The learners are actively 

reflecting on, and learning 

from, the PDS experience. 

InTASC Course 

Outcome Matrix Form 

measured by the 

InTASC Rubrics 

The learners “meet” a 

majority of the ten 

InTASC standards as 

 
Wilson Learning Work 

Styles Inventory (WLWI) 

Group Interview #2 

The learners recognize the 

need to be able to work with 

others with differing 

methods and values. 

Clinical Dispositions 

Evaluation 

The learners earn 

“acceptable” ratings in a 

majority of the attributes 

listed.  

 

  

 

https://drive.google.com/open?id=1p4dUV7NTRGhgWi4oAweVWY-0uqFIjfSuCqwwRck1DyM
https://drive.google.com/open?id=1p4dUV7NTRGhgWi4oAweVWY-0uqFIjfSuCqwwRck1DyM
https://drive.google.com/open?id=1vJuRNcJY7KJ76clzv5DuInDdSrm3RDjq4jI9ulW581c
https://docs.google.com/forms/d/e/1FAIpQLSdGOb2ATYJV9Rn3IeqyZksPF0XpOLUyjaeEVUX8-n0h30AZpA/viewform?usp=sf_link
https://docs.google.com/forms/d/e/1FAIpQLSdGOb2ATYJV9Rn3IeqyZksPF0XpOLUyjaeEVUX8-n0h30AZpA/viewform?usp=sf_link
https://docs.google.com/document/d/18Dm-FXxkAc4C_P0qI4EomLWV57grTZgk-_XvijSaSek/edit?usp=sharing
https://docs.google.com/document/d/18Dm-FXxkAc4C_P0qI4EomLWV57grTZgk-_XvijSaSek/edit?usp=sharing
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Table 2 Continued. Triangulation Research Matrix 

Sub-Questions 
Quantitative 

Sources 

Quantitative  

Hypotheses 

 Qualitative 

Sources 

Qualitative  

Hypotheses 

What aspects of the 

CURRICULUM (of 

the PDS) contribute to 

the success of the 

LEARNERS in the 

middle grade PDS? 

 

InTASC Course 

Outcome Matrix Form 

measured by the 

InTASC Rubrics 

The learners “meet” a 

majority of the ten 

InTASC standards. 

 Schutte Self-Report 

Emotional Intelligence Test 

(SSREIT) 

Wagnild and Young 

Resilience Scale (WYRS) 

The curriculum allows for 

identification of teacher 

attributes. 

Clinical Dispositions 

Evaluation 

The learners earn 

“acceptable” ratings in a 

majority of the attributes 

listed. 

 

Individual Interviews #1,7 

Small group interview 

Group Interviews #2,3 

The curriculum includes 

opportunities for the 

research-based practices of 

active learning and student-

centered pedagogies. 

  

 Learner Reflections 

#1,2,3,4,5,6,7,8,9,10,11 The curriculum provides 

opportunities for learners to 

reflect upon their work. 

Individual Interviews 

#2,3,4,5,6,8 

  

 Wilson Learning Work 

Styles Inventory (WLWI) 

The curriculum provides 

opportunities to interact with 

individuals with a variety of 

work styles. 
Group Interview #2 

      

What aspects of the 

GOVERNANCE 

(university and middle 

school) contribute to 

the success of the 

LEARNERS in the 

middle grade PDS? 

 

 

 

Professor Reflections 

The university department 

and administration support 

the PDS by providing a low 

professor to student ratio. 

 

 

 

Classroom Teacher 

Interviews 

The middle school 

administration supports the 

PDS by providing classroom 

space and access to 

resources and staff.    

https://drive.google.com/open?id=1p4dUV7NTRGhgWi4oAweVWY-0uqFIjfSuCqwwRck1DyM
https://drive.google.com/open?id=1p4dUV7NTRGhgWi4oAweVWY-0uqFIjfSuCqwwRck1DyM
https://drive.google.com/open?id=1vJuRNcJY7KJ76clzv5DuInDdSrm3RDjq4jI9ulW581c
https://drive.google.com/open?id=1-4WTUvWHuJ5DELluYeqSx1AE4ZFur_zAG3VUpHBzC6o
https://drive.google.com/open?id=1-4WTUvWHuJ5DELluYeqSx1AE4ZFur_zAG3VUpHBzC6o
https://drive.google.com/open?id=1-4WTUvWHuJ5DELluYeqSx1AE4ZFur_zAG3VUpHBzC6o
https://drive.google.com/open?id=1WloUkG3Hfc2rkQxTNYIugYoKo8_yxdhhC57Vj2NJ_2c
https://drive.google.com/open?id=1WloUkG3Hfc2rkQxTNYIugYoKo8_yxdhhC57Vj2NJ_2c
https://docs.google.com/document/d/18Dm-FXxkAc4C_P0qI4EomLWV57grTZgk-_XvijSaSek/edit?usp=sharing
https://docs.google.com/document/d/18Dm-FXxkAc4C_P0qI4EomLWV57grTZgk-_XvijSaSek/edit?usp=sharing
https://docs.google.com/forms/d/e/1FAIpQLSdGOb2ATYJV9Rn3IeqyZksPF0XpOLUyjaeEVUX8-n0h30AZpA/viewform?usp=sf_link
https://docs.google.com/forms/d/e/1FAIpQLSdGOb2ATYJV9Rn3IeqyZksPF0XpOLUyjaeEVUX8-n0h30AZpA/viewform?usp=sf_link
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Table 3. Timeline of Data Collection 
Week Data Event Description 

1-12 Crew/Large Group Interview #1 Daily rating of physical and emotional well-being 

1 WLWI Work Styles Inventory 

1 SSREIT Emotional Intelligences Inventory 

1 WYRS Resilience Inventory 

2 Large Group Interview #2 Discussion of Work Styles Inventory 

3 Individual Interview #1 Discussion of inventory results and PDS attributes 

4 Reflection #1 Reflection on book club 

5 

Individual Interview #2 

Reflection #2 Formal observation 

6 Reflection #3 Reflection on first unit taught 

6 Small Group Interview 

Discussion of PDS attributes from Individual 

Interview #1 

7 

Individual Interview #3 
Reflection #4 Formal observation 

8 Reflection #5 Dispositions form 

8 Reflection #6 InTASC Matrices 

8 Individual Interview #4 

Discussion of Reflections #5 and #6, set goals for 

remainder of semester 

10 

Individual Interview #5 
Reflection #7 Formal observation 

12 Large Group Interview #2 PDS attributes 

12-16 Reflection #8 Internship Journal 

13 

Individual Interview #6 

Reflection #9 Formal observation 

15 Individual Interview #7 Discussion of PDS attributes 

16 Reflection #10 Dispositions form 

16 Reflection #11 InTASC Matrices 

16 Individual Interview #8 

Discussion of Reflections #10 and #11, evaluation 

of goals set at midterm 
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Quantitative Data 

Inventories. A series of personality inventories was administered over the first 

four weeks of the semester during class time. The first was the Wilson Learning Work 

Styles Inventory (WLWSI) (Wilson Learning Worldwide, Inc., 2020), seen in Appendix 

I. Based upon Merrill and Reid’s 1981 Social Styles of Behavior Model, the 18-question 

survey assists individuals in categorizing their personal and peer working behavior. As 

the pre-service teachers frequently work in pairs and with a wide variety of student and 

teacher personalities, the PDS professors have utilized this tool for several years. Merrill 

and Reid (1981) describe the three types of behavior as assertive, responsive and 

versatility. Assertive behavior is that which is made to influence the thinking and actions 

of others. Responsive behavior is that which is displayed in reaction to the behavior of 

others and is considered a measure of an individual's control over their 

feelings.  Versatility is a behavior that accommodates the preferences of others. A highly 

versatile individual has the ability “to make others feel comfortable in their presence and 

is able to create and maintain valuable interpersonal relationships” (pp. 88-89). 

Like the Social Style of Behavior Model, the Wilson Learning Work Styles 

Inventory asks participants to select an action to a brief scenario that most reflects their 

typical behavior. Through the selection of “a”, “b”, “c” or “d”, participants eventually 

categorize themselves in one of four work styles: driver, expressive, amiable or analytical 

(Leimbach, 2019).  These categories are based upon the range of aggressive (horizontal 

axis) or responsive behavior (vertical axis) reported by the participant. 
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Seen in Appendix I, the Work Style Survey is part of a set of materials that focus 

not just on one’s own behavior, but also that of others. Mills and Meyers (1991) describe 

the main objectives of this exercise in creating productive relationships are as follows: 

1. To understand and accept your own behavior as seen by others 

2. To improve your ability to observe behavior in others 

3. To develop an understanding of versatility for creating productive           

relationships 

4. To understand tension/stress as it relates to behavior (p.5) 

It is important to note that the survey is not just about identifying one’s own 

working style, but also developing an understanding of, and reaction to, the work style of 

others. In Personal Styles and Effective Performance (1981), Merrill and Reid provide 

broad applications of the four social styles, and “style clashes” in particular. The strongest 

clashes occur between people who differ both on assertiveness and responsiveness: drivers 

and amiables, and analytical and expressives. Drivers have difficulty dealing with the slow 

pace and desire for emotional bonding exhibited by amiables. Amiables, on the other 

hand, have difficulty with the “autocratic” style of drivers. Analyticals, who are serious 

minded, slow-paced, and focused on the task at hand, frequently clash with expressives 

who are enthusiastic, work quickly, and are less concerned with accuracy.  

Key to dealing with work style conflicts is developing “a sensitivity to, and 

tolerance for, the behavioral preferences of other individuals, whatever their styles” 
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(Merrill and Reid 1981, p. 79). As “patience” was listed by McShane (2019) as one of the 

most desirable teacher attributes, and “self-regulation” by Steinburg (2014) as still in 

development in adolescence, continued practice in recognizing and being sensitive to 

various work styles is a worthwhile goal of the pre-service teacher experience.  

 The second inventory used was the Schutte Self Report Emotional Intelligence 

Test (SSREIT). Salovey and Mayer (1990) defined emotional intelligence (EI) as the “the 

ability to monitor one’s own and others’ feelings and emotions, to discriminate among 

them, and to use this information to guide one’s thinking and actions” (p. 189). As noted 

by both McShane (2019) and Steinburg (2014), emotional maturity is a desirable trait that 

is still in development during the age at which most pre-service teachers are in training. 

Research has found that teachers’ emotional intelligence has a strong positive correlation 

with teachers’ self-efficacy, and therefore teacher behavior and student outcomes 

(Moafian & Ghanizadeh, 2009; Sarkhosh & Rezaee, 2014; Wu, Lian, Hong, Liu, Lin & 

Lian, 2019).  

 Developed in 1998, the SSREIT is a self-reporting questionnaire based on the 

clinically used Salovey and Mayer’s 1990 model. The instrument measures emotional 

intelligence (EI), a combination of traits, social skills and competencies, an important 

stress buffer that exerts its protective effects at different stages of the coping process 

(Davis and Humphrey, 2014; O’Boyle, Humphrey, Pollack, Hawver, & Story, 2011). The 

instrument has good internal consistency with a Cronbach’s alpha of 0.90, meaning that it 

is likely that similar questions within the questionnaire will be answered in the same 

manner (Black, 2012). The SSREIT also has good test-retest reliability, as similar results 
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are seen in multiple attempts by the same individual, with r =0.78 (O’Connor, Hill, Kaya 

& Martin, 2019). The SSREIT was administered individually using Google forms, with 

results printed and explained to participants privately.  

 The third inventory was the Wagnild and Young Resilience Scale, often referred 

to as the RS or RS25, as the survey has a total of 25 questions. Resilience is a 

psychological process that develops in response to intense life stressors; its presence 

connotes inner strength, competence, optimism, flexibility and effective coping 

mechanisms - desired attributes of educators (Abiola & Udofia, 2011; McShane, 2019). 

As previously noted, the traits of confidence and self-efficacy are still maturing as pre-

service teachers enter adulthood (Steinburg, 2014). First developed in 1987, the 25 

questions in this survey ask the participant to identify how they would react when faced 

with a negative life event. The RS was the first instrument developed for the study of 

resilience and is the most widely used and accurate instrument for this purpose. With a 

Cronbach’s alpha of 0.87-0.91, there is high internal consistency. Written at a sixth-grade 

reading level, the survey applies to a wide range of ages and focuses on positive 

psychological qualities, rather than deficits (Abiola & Udofia, 2011). Participants rated 

the extent to which each phrase in the instrument applied to themselves using a 7-point 

Likert scale, ranging from 1 = strongly disagree to 7=strongly agree. Sum scores 

exceeding 161 indicate a very high degree of resilience, 146-160 a high resilience degree, 

between 131-145 a moderate degree of resilience, between 116-130 a low degree of 

resilience and scores below 100 indicate a very low degree of resilience capacity 

(Pinheiro, et al., 2015; Wagnild, 2009). Administered individually via Google Forms, 
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the tool measured participant self-reported levels of the five basic characteristics of 

resilience: perseverance, self-confidence, serenity, meaning and existential aloneness 

(Pinheiro, et al., 2015, p.68). Results were printed and discussed privately with each 

participant during individual interview #1. 

Additional Quantitative Tools. Two additional quantitative data tools were 

introduced at the beginning of the semester, practiced at mid-term and then utilized 

during the final week of the course. The Clinical Dispositional Professional Qualities 

inventory. Seen in Appendix C, the university Education Department has used this tool 

since 2006. Modeled on the 2008 Professional Standards published by The National 

Council for Accreditation of Teacher Education (NCATE) and the Iowa Dispositions 

Model (IACTE), the clinical version of the Dispositional Professional Qualities lists 30 

qualities of effective educators in six categories. These dispositional categories include 

caring, communication, create, critical, contextual and professional requirements. These 

categories align well with those noted by McShane (2019) yet still in development by 

Steinburg (2014): emotional maturity, confidence, self-efficacy, and self-regulation. 

The second tool, new to the PDS, asked each pre-service teacher to outline within 

the InTASC Matrix (Appendix J) how they had met each of the InTASC standards 

through their work in the four PDS courses.  

Qualitative Data.  

Qualitative data was largely collected using five strategies: large group 

interviews, small group interviews, individual interviews, Formal Observation forms, and 

written reflections. As noted in the ontological assumptions, participant oral and written 
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reflections are the primary data source for this study. A wide variety of collection 

methods allowed for a more accurate of participants’ opinions on what contributed to 

growth as educators, and by association the significant retention rate (Creswell & Poth, 

2018).  

Large Group Interviews. Each day began with an activity referred to as “crew”, a 

large group semi-structured interview format. The pre-service teachers and professors 

were asked to rate their present emotional and physical state on a scale of 1 to 10, with 10 

being the highest. In addition to briefly describing their rating, a daily question was 

answered. This activity was used primarily as a community builder, and while the 

questions are often low-key, such as favorite flavors of ice cream, it also provided the 

opportunity to share more teaching-relevant information. As had been done in the past, 

crew was used to collect personal views on the first two aspects of Occupational 

Socialization Theory, acculturation and professional socialization. Acculturation is the 

pre-training socialization that initially shapes the understanding of a career, while 

professional socialization is the set of experiences that occur during formal training for 

that career (Betourne & Richards, 2015). The prompts, which appear in Appendix K, are 

derived from those of Betourne and Richards (2015) and ask the participant to share 

about their K-12 and teacher-training experiences. Data collection of this type continued 

throughout the semester.  

In addition to the many informal discussions that took place throughout the 

semester regarding teacher identity, two are of note. The first is the Wilson Learning 

Work Styles Inventory. Seen in on the last page of Appendix I, the class as a group, 
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charted their results and discussed the findings using the additional materials found in 

this same appendix. The second noteworthy group discussion occurred during week 13 of 

the semester. At least once or twice a semester, a prospective student comes to visit the 

PDS site. In addition to a tour of the building and observing the pre-service teachers in 

action, time is given for the student to sit and ask questions of the entire cohort.    

Individual Interviews. A minimum of four formal observations with written 

feedback were completed for each pre-service teacher over the course of the semester. In 

these instances, one professor was present in the classroom while a pre-service teacher 

was leading all or part of a lesson with the middle school students. Sitting out of the 

direct line of sight of the students, the professor noted on the Formal Observation form in 

Appendix L the behaviors observed in the pre-service teacher. Comments were then 

written in the space on the right-hand side of the form. As agreed, upon in advance by the 

faculty team, the professor doing the observation was to emphasize what the pre-service 

teacher was doing well, putting a star by the strongest skill observed, and to select only 

one or two items for improvement. This was done so that the focus of the observation and 

subsequent reflection would be on the reinforcement of successful behaviors. 

After each formal observation the professor and pre-service teacher met to debrief 

and discuss the teaching event. Generally, there was first a verbal reflection by the 

participant on how they felt the lesson had progressed. The professor would then agree or 

disagree, while also emphasizing successful or proactive behaviors. The participant was 

then given time to look over the completed Formal Observation form and make 

comments or ask questions. Either the professor or the participant then selected a 
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question prompt for a short, written reflection. The observation form and reflection were 

then turned in to the corresponding professor for additional written or verbal feedback. 

All forms and reflections were scanned by the professors and saved in a communal online 

folder that was shared only with the corresponding pre-service teacher. 

Participants were interviewed four times during the semester about the attributes 

of the PDS program. Noted as individual interview #1, the small group interview, large 

group interview #3, and individual interview #7, each were semi-structured, and recorded 

using the Otter transcription service. These were completed at various times throughout 

the semester in order to gauge the growth of teaching skills and so that the pre-service 

teachers would have had sufficient teaching experience as to recognize the strategies 

within the PDS that might have influenced their performance.  

The protocol for the first private interview is outlined in Appendix M. Its 

objectives were to share the results of the emotional intelligence and resilience surveys 

and begin identifying aspects of the PDS that individuals found supportive to their 

development as a teacher.  

The second and third interview were the midterm and final conferences, 

respectively. In preparation, each pre-service teacher rated themselves using the Clinical 

Disposition Form seen in Appendix C. Participants were asked to comment on at least 

two sections of this disposition form, and these comments were used to start a discussion 

with the pre-service teacher on the strengths noted by the PDS professors. Participants 

were then asked to set a goal for themselves at the midterm conference, and the progress 

toward that goal was discussed at the final conference.  
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In addition to a second self-assessment using the Disposition Form in preparation 

for the third interview, the pre-service teachers were also asked to collect all completed 

Formal Observation Forms and rate themselves on the InTASC standards (Appendix D) 

using the InTASC rubrics (Appendix D). The pre-service teacher then outlined in the 

InTASC Matrix (Appendix J) how they have met each of the InTASC standards within 

the four PDS courses. The professors completed the same process simultaneously for 

each pre-service teacher and then all meet face-to-face for a discussion of the pre-service 

teacher’s competency regarding the InTASC standards in their lesson planning, 

instruction, and assessment.  

Small Group Interview. The formal small group interview took place during 

Week 10. By this time in the semester the PDS pre-service teachers were well-immersed 

in teaching and have had multiple teaching experiences, allowing for further 

identification of useful strategies. Performed in sets of 3-5 pre-service teachers, the 

protocol for this interview can be found in Appendix N. All previous responses to the 

private interviews had been aggregated and organized by theme. In an effort to increase 

validity, participants were first asked to verify that the items they shared in their private 

interview were present. Most of the interview time was then spent identifying aspects of 

the PDS experience that should be added to the list, as well as elaborations or additional 

facets of an aspect that should be considered. A small group setting was strategically 

selected as it would allow for a collaborative discussion of the program. Near the end of 

the interview the pre-service teachers were asked to rank the items they personally felt 

most contributed to their growth as a teacher from one to five, with one being the most 
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influential, in each of the three themes. Finally, participants were asked to select the top 

five overall program aspects from those that had been highlighted in each theme, and 

rank these as well. In an additional effort to bolster validity, these written rankings were 

not shared between participants. Instead, they were collected by the researcher, copied, 

and the originals returned.  

Reflections. At various times throughout the semester the pre-service teachers 

were asked to craft written reflections. The majority were completed post-teaching and 

after an unstructured oral debriefing with the PDS professor and/or classroom teacher. 

Directions for completing each reflection appear in the Reflection on Teaching 

Instructions seen in Appendix O. A summative reflection was also assigned, asking for a 

personal narrative within the InTASC Matrix (Appendix J) explaining how each of the 

InTASC standards had been met within the four PDS courses.  

In the middle school PDS a version of the Hrevnack (2011) Guided Reflective 

Observation and Analysis Model (Appendix P) is used to assist PSTs in developing their 

reflective thinking by linking theory to practice. Pre-service teachers observed classroom 

teachers and peers, and were themselves observed by the classroom teacher, professor, or 

peers, and then reflected on the experience through instructor-provided questions or 

statements. Seen in Appendix L, the Formal Observation Form allowed the pre-service 

teachers to focus on one or more aspect of teaching. Focal points were often agreed upon 

in advance of the observation or noted during or after the educational experience. The 

questions in the observation form were patterned after those from the edTPA Elementary 

Literacy handbook. This institution has permission from the state Department of 
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Education to allow their teacher candidates a choice between the edTPA or the Praxis II 

exams for licensure, and thus aligns several departmental assessments with the research-

based edTPA from Stanford University.  

The statements seen in the Formal Observation Form are the dispositions of 

effective teachers as noted in the InTASC rubrics (Appendix D). Both the questions and 

statements are backed by significant research and assist the pre-service teacher in the 

reflection on the educational event, the application of theory and the development of their 

teaching skills (Stanford University, 2019). Depending upon the desired outcomes, the 

professor may direct the pre-service teacher to address specific questions or statements or 

provide additional prompts as part of a post-observation debriefing. With an emphasis on 

what was done well, the debrief honors the need for Dewey’s social interactions and are 

done orally and individually with the pre-service teacher and the professor and/or 

classroom teacher.  

Using the Formal Observation Form as the starting point, the pre-service teachers 

are then asked to actively critique their subjective theories about content area, encourage 

them to reevaluate taken-for-granted assumptions about what it means to be an educator, 

and consider carefully the technical aspects of teaching and the political complexities of 

school life. Reflections were graded using the Reflection on Teaching Instructions seen in 

Appendix Q. Developed by the middle school PDS professors, the rubric also mirrors 

Dewey’s emphasis on the discussion of social interaction. The professors also responded 

to the reflections in writing, noting accurate observations and conclusions as well as 

providing scaffolding for additional reflection when needed. The professors took turns 
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responding to the written reflections so that each pre-service teacher received multiple 

sets of feedback from each professor. The middle school PDS pre-service teachers 

complete eleven formal reflections and many more informal reflections.  

The last written reflection occurred the week before final exams. While a 

culminating event, the timing of this interview was intended to avoid a busy and stress-

filled time period that might have influenced the data. Seen in Appendix Q, this 

document presented all the aspects of the PDS noted by the pre-service teachers that they 

felt contributed to their growth as a teacher. With an additional theme present, 

participants were asked to again verify that their responses were present and add any 

missing items or needed clarifications. Instead of ranking, as had been done in the small 

group interview, the pre-service teachers circled the five items they determined to be 

most influential. Finally, the PDS aspect that was most personally significant was starred 

along with a brief written explanation given as to why this item was selected.  

Data Analysis Strategies 

 The overall analysis objective was the identification of the aspects of the PDS 

program the participants deemed influential to their development as teachers. Qualitative 

data was derived predominantly from reflections, observation forms and interviews. 

Anticipated preparation topics within the qualitative realm included critiquing subjective 

theories, reevaluating assumptions about what it means to be an educator, the use of 

active-learning and student-centered pedagogies, and the use of field-based learning 

experiences to practice the technical aspects of teaching such as writing lesson plans, 

delivering effective instruction, and evaluating student learning. Quantitative information 
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that was used to inform the qualitative data included measures of emotional intelligence, 

resilience as well as competency in the InTASC standards and the dispositional 

professional qualities (Betourne & Richards, 2015; Richards, Templin & Gaudreault, 

2013; Richards & Ressler, 2016). 

Quantitative Analysis  

 When scoring the Schutte Self Report Emotional Intelligence Test (SSREIT), 

Appendix R, the researcher first reverse-coded responses to items 5, 28, and 33. Reverse-

coding items, negatively worded versions of positively worded statements, ensured better 

internal consistency (Field, 2009). Therefore, if the participant gave a 1 as their response, 

the response score was changed to a 5. A response of 4 became a 2, a 3 remained a 3, a 2 

became a 4 and a 5 became a 1.   

After completing all reverse coding, the sum of all responses provided a total 

score. A population mean of 124 with a standard deviation of 13 was provided by the 

author of the instrument. Score categories were also provided by the author. Scores below 

111 indicate unusually low emotional intelligence, while those above 137 designate 

unusually high emotional intelligence (Schutte, Malouff & Bhuller, 2008).  

Scores for each of the four subsets of emotional intelligence were also calculated 

for each participant. Table 4 shows the alignment of the survey questions and their 

corresponding subset (Schutte, et al., 2008). The subset scores were used for comparative 

purposes only as no population subset means have been established. Individual holist 

scores along with the group mean and standard deviation were then compared to the 
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population mean.  A t-test was performed and confirmed that the group results were not 

significantly different from those of the norm. 

Table 4. Schutte Self Report Emotional Intelligence Test (SSREIT) Subset Question 

Groups 

Subset of Emotional 

Intelligence 

Question Number Responses 

Totaled 

Perception of Emotion 

in Self and Others 

5, 9, 15, 18, 19, 22, 25, 29, 32, 33 

Managing Own Emotions 2, 3, 10, 12, 14, 21, 23, 28, 31 

Managing Others’ Emotions 1, 4, 11, 13, 16, 24, 26, 30 

Utilization of Emotion 6, 7, 8, 17, 20, 27 

 

 

Individual sum totals were also calculated for the Wagnild and Young Resilience 

Scale, along with group mean and standard deviation. The total possible resilience score 

ranges from 25 and 175 points. Scores exceeding 161 indicate a very high degree of 

resilience, 146-160 a high resilience degree, between 131-145 a moderate degree of 

resilience, between 116-130 a low degree of resilience and scores below 100 indicate a 

very low degree of resilience (Pinheiro, Matos, Pestana, Oliveira & Costa, 2015; 

Wagnild, 2009). As with the emotional intelligence inventory, a t-test was performed for 

the resilience inventory and it was confirmed that the group results were not significantly 

different from established norms. 

The Wagnild and Young’s Resilience Scale RS25 has been used frequently in 

studies of adolescents up to 16, adults over 30, and extensively with adults over 70 years 
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of age. A thorough literature review was unable to identify research that focused on an 

age group comparable to the one in study, late adolescent/young adults ages 19-21. 

However, with a Cronbach’s alpha of 0.87-0.91, there is high internal consistency in the 

original instrument, and with questions written at a sixth-grade reading level, the survey 

applies to a wide range of ages (Abiola & Udofia, 2011). Moderately comparable studies 

include one of 215 adolescents ages 10-16 (M=126.26, SD not provide) and of 130 thirty-

year old persons (M=139.1, SD=14.5) (Felguieras, Festas & Viera, 2010: Killien & 

Jarrett, 1993). Using these studies for comparison, t=1.78, p=0.11 and t=-1. 14, p=0.29 

respectively.   

Individual ratings on the InTASC Matrix, Appendix J, were completed by one of 

the professors using the InTASC Rubrics in Appendix D for all InTASC standards 

combined. The InTASC means were then compared to one another and trends identified. 

A similar protocol was used for the Clinical Dispositional Professional Qualities 

inventory, Appendix C. There is no formal rubric for this assessment, so scores are 

determined together by the professors. Holist individual scores were used to calculate the 

group mean and standard deviation for all categories combined.   

One of the focal points of this study was to investigate the already established 

strong positive correlation between teachers’ emotional intelligence and teachers’ self-

efficacy (Moafian & Ghanizadeh, 2009; Sarkhosh & Rezaee, 2014; Wu, Lian, Hong, Liu, 

Lin & Lian, 2019). In addition, further evidence was desired for what Kang and van Es 

(2019) refer to as “the strong connection between the act of reflection and the laying 

down of a foundation for career-long learning” (p.243), and the assertion of Vesely-
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Maillefer (2015) that a positive outlook “builds confidence, a domain related to well-

being (i.e., coping, stress, resilience), perceived ability (self-efficacy), as well as to 

perceived performance (teacher efficacy)” (p.185). Therefore, in addition to the written 

reflections completed by the pre-service teachers, a series of descriptive correlations were 

performed.  

The overall individual means for emotional intelligence and resilience were 

compared to those for the InTASC Matrix and Clinical Disposition evaluation tools. The 

presence or absence of a linear relationship was then identified between personality 

characteristics and the instruments being used to assess them in the PDS by creating a 

scatter plot for each set of factors (Mertens, 2015). The correlation coefficient r was also 

calculated. The closer r is to zero, the more unlikely there is a relationship between the 

variables (Black, 2012). Values greater than zero indicate a positive association between 

the two variables, meaning that as one variable increases, so does the other. Values below 

zero show a negative association, indicating that as one variable decreases, the other 

increases. 

Qualitative Analysis 

The audio transcripts from individual interviews #1 and #7 were uploaded from 

the Otter application to Google Drive. The data was then examined and edited for 

accuracy by comparing each written transcript to the corresponding audio recording and 

interviewer notes. As coding in and of itself is a form of analysis, in vivo coding was then 

used to identify items specifically identified by the PDS students as contributing to their 

development as educators (Saldana, 2016, p.9). In vivo coding was also completed on the 
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notes of discussions that were not audio recorded. These include group interviews #1, 2, 

and 3 as well as individual interviews #2, 3, 4, 5, 6, and 8. The same procedure was 

completed for written reflections #1 through 11.  

During second cycle coding all in vivo codes were organized into categories in 

order to identify common concepts. Seen in Appendix M, the second cycle categories 

were based first upon location: the middle school classroom or the PDS classroom. The 

middle school location was then subdivided by the type of interaction: the classroom 

teacher/professor or the middle school students. The results of the second cycle coding 

were presented to the participants during the small group interview for member-checking.  

A third round of focused coding further refined the data categories into themes. 

The following themes emerged: general professional training, working with classroom 

teachers, working with middle school students, working with professors and classmates. 

These new themes and their respective original in vivo codes appear in Appendix Q. As 

before, the updated groupings were presented to the participants for member-checking in 

order to determine if the researcher’s categorizations truly represented the participants’ 

intentions.  

Methods of Achieving Authenticity, Trustworthiness, Credibility, and Transferability 

Authenticity in data collection is often referred to as “validity”. In quantitative 

research the soundness of data is dependent upon careful construction, use and analysis of 

measurement instruments (Patton, 2002). All instruments in this study were research-

based, and either professionally published tools or the property of the university. Most 

have documented internal validity. The instruments used include the Education 
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Department Clinical Dispositions, Interstate New Teacher Assessment and Support 

Consortium (InTASC) Standards Rubrics, Wilson Learning Work Styles Assessment, 

Schutte Self-Report Emotional Intelligence Test, and Wagnild and Young Resilience 

Scale. Member checking of the secondary tertiary findings increased both accuracy and 

validity (Creswell & Poth, 2018, p.182). 

The validity of qualitative research is heavily dependent upon the trustworthiness 

of its components and their degrees of authenticity, credibility and transferability (Gay, 

Mills & Airasian, 2012, p.392). “Trustworthiness” refers to the truthfulness or honesty of 

data (Patton, 2002). In order to ensure that the picture presented is balanced and fair, all 

data from all stakeholders, with personal identifiers removed, was reviewed. Multiple 

sources for the same data were also utilized to increase inner-rater reliability (Black, 

2012; Mertens, 2015; Patton, 2002). As noted in the epistemological assumptions, the 

participants’ perceptions are considered knowledge data. Therefore, representative 

quotations from multiple persons were included in the findings in order to provide as 

much representation of all viewpoints as possible. 

At the suggestion of Creswell and Poth (2018), reflectivity must also be addressed 

when discussing the trustworthiness of the data and findings. Efforts of reflexivity, or an 

explanation of the author’s position within this study, was also vital for trustworthiness 

can be seen in the inclusion of a positionality statement and with the acknowledgement 

that the researcher a study participant (Creswell & Poth, 2012, p.44). During both 

classroom teacher and pre-service teacher interviews the researcher verbalized the study 

goal of identifying ways in which to the PDS program was successfully assisting in 
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teacher preparation. This was done to further establish a trusting and purposeful 

atmosphere with stakeholders, thus ensuring reliable data. The researcher’s working 

knowledge of the school allowed for easy identification of highlighted resources and 

individuals, further bolstering the authenticity of the data.  

In addition to authenticity and trustworthiness, credibility must also be referenced 

in study protocols. Credibility refers to the accuracy of findings (Gay, Mills & Airasian, 

2012, p.392). Strategies that were employed to achieve this in the collection of the data 

include an alignment with social learning and occupational socialization theories, the use 

of the four commonplaces as an organizational tool, and the use of in vivo coding. In 

addition, all interviews were recorded and reviewed for accuracy. Utilizing the 

suggestions of Boziones (2016), voluntary participation was utilized as was individual 

and small group member-checking of commentaries, and multiple cycles of coding to 

allow for better clarification of emergent themes in order to reduce common method bias. 

Finally, all four sets of pre-service teacher survey scores were compared to established 

norms where available. 

 Even when data is trustworthy, valid and credible, this researcher hopes that by 

contributing to the literature on teacher preparation and retention, that the findings will be 

transferable. Transferability is the degree to which “findings can be extrapolated to other 

settings” (Patton, 2002, p.584). As every professional development school is unique, the 

findings here may not be applicable to all situations. However, as the primary focus was 

on participant perceptions of what constitutes effective teacher preparation, the general 
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concepts that lead to pre-service teacher success and retention in this PDS may be of use 

to decision-makers in the K-12 and higher education settings.   
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RESULTS 

Introduction 

The over-arching question in this study was, “What factors contribute to 

the success of the learners of the middle grade PDS?” Success has been defined in 

this study as the ability to recognize and practice the habits of effective educators. 

The findings indicate that there are several very specific aspects to the PDS 

structure that influence pre-service program completion and retention as a teacher 

in the K-12 classroom. The most significant contributing factors will be addressed 

in reference to the research sub-questions and are also highlighted in the concept 

map seen in Figure 1 below.  

 

Figure 1. Concept Map of Influences on PDS Learners 

 

 

The concept map above provides a visual illustration the various 

influences on the PDS learners, or pre-service teachers. Note that all four 
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commonplaces necessary for an educational experience are represented: teacher, 

learner, curriculum, and governance. On the lines connecting the teachers, 

curriculum, and governance to the learners are the various contributing factors as 

identified in the research hypotheses. All concept map items ultimately lead to the 

rate of program completion, entry into the profession and retention in the 

profession seen in this program. Each aspect will be addressed within its 

corresponding research question, each of which aligns with a commonplace.  

Themes 

Research Sub-Question A  

What aspects of the teachers (professors and classroom instructors) contribute to 

the success of the learners of the middle grade PDS? Data sources for the characteristics 

of the classroom teachers and instructional faculty were gleaned from individual 

interviews as well as the small group interview and third large group interview. Two very 

significant themes, support and modeling, emerged from the multiple conversations. 

At the time individual interview #1 took place, the pre-service teachers had only 

been in the middle school classrooms for less than two weeks, yet there was consistency 

in the identified attributes of the classroom teachers that were contributing to the pre-

service teachers’ success with their students. The modeling of effective strategies for both 

instruction and management were the most often cited factor. The other noteworthy item 

was the effort made by the classroom teachers to set a positive tone for the pre-service 

teachers and student interactions. Several participants expressed appreciation for the 



67 

  

basic lesson structure that was provided, with the teacher doing an introduction and 

summary, yet within the lesson the pre-service teachers had a set amount of time in which 

to use whatever strategies they desired with their small group of students. This structured 

quasi-autonomy allowed them to explore ideas within the safety of a predefined unit 

structure. Additionally, the pre-service teachers commented on how important it was that 

the classroom teachers set clear expectations regarding the respect that must be shown to 

the pre-service teachers.  

These themes of modeling and support continued throughout all subsequent 

interviews with only a few subordinate attributes added. In interviews #4 and #8 there 

was discussion regarding how interesting it had been to see the wide variety of teaching 

strategies present within the building. Though all were different, each was effective (or 

ineffective) for its practitioner. This was mentioned again in the small group interview. 

However, the cohort had reached week 6 in the semester by this time and now also 

expressed appreciation for the tips and constructive criticism they were receiving. Every 

one of the previously discussed attributes was reiterated in group interview #3 during 

week 12, and one significant remark that received widespread agreement was captured: 

“The teachers at (this school) treat us as equals!” During the final individual interview, 

#7, the most commonly selected attribute by the cohort was the modeling of a wide 

variety of instructional and management strategies, affirming the individuality and 

autonomy of each pre-service teacher.   

The attributes of the university faculty followed the same themes as that of the 

classroom teachers with slight modifications. The professors were noted for modeling 
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instructional strategies, but also for modeling reflection on one’s teaching and the 

brainstorming of techniques for management and motivation issues. The pre-service 

teachers also reported the influence of modeling a positive and encouraging attitude. One 

participant was heard to mimic a professor in saying to a colleague, “It’s okay to make 

mistakes, this is a learning experience, so we’re not supposed to be perfect!”   

The continuing theme of support from the PDS professors was also somewhat 

different from that of the classroom teachers. Simply being present in the room while a 

pre-service teacher was instructing students was reported to be helpful, particularly 

regarding a discussion of student behavior when reflecting after the experience. In 

addition to the support provided by an encouraging attitude, the many resources, insights, 

and personal experiences shared by the professors were also considered influential.  

Research Sub-Question B  

What aspects of the learners (pre-service teachers) contribute to their success in 

the middle grade PDS? Qualitative data on the attributes of the learners, the pre-service 

teachers, was derived from the Wilson Learning Work Styles Inventory (Appendix I), 

Schutte Self Report Emotional Intelligence Test (Appendix R), Wagnild and Young 

Resilience Scale (Appendix S), the three large group interviews, the 8 individual 

interviews, and the eleven reflections completed by participants. This wide array of data 

sources allowed for multiple opportunities to collect information under a variety of 

conditions, capturing a more complete picture of PDS attributes and thus contributing to 

the credibility and trustworthiness of the findings.    
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Large Group Interviews. Large group interview #1, known as “crew”, began 

immediately on the first day of the semester. Repeated daily until the pre-service teachers 

began formal internships during the last month of the semester, the objectives of this 

activity were to evaluate and share one’s current physical and emotional well-being and 

to get to know one another. Participants informally rate their physical and emotional 

well-being on a scale of 1 to 10 with 10 being the highest. The “get to know” question is 

determined by the person who volunteered to go first.  

Crew the first day was led by the one student who had prior PDS experience. 

Lexi, a senior, was in her fifth PDS and her final semester before student teaching. As 

there were already other community builder activities planned that day, Lexi was asked to 

model only the physical and emotional rating. She introduced herself categorized her 

status as “a 9” because she “was a little tired from getting up early, but excited to work 

with a new age group of students”. Lexi then selected another student, that person 

introduced themselves, shared their status, and the cycle continued with the professors 

going last. The ratings ranged from 4, for the person who had a cold, to 10. A consensus 

of “tired but excited” was shared by the group.  

On day two the person with a cold moved their rating up to a 5, and most of the 

group felt they were in the 8-10 range. They had a great first-day experience, were not 

quite as tired and scared as the day before and were looking forward to continuing the 

PDS experience. By Friday of the first week the scores were consistently in the 7-10 

range, though the person who had a cold was absent that Thursday and Friday.  
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As might be expected with a group who were for the most part only acquaintances 

before PDS, the “getting to know” questions during the first week were relatively 

innocuous. Favorite pizza toppings, their own middle school or high school experience, 

and why they wanted to be a teacher were the topics of choice. The latter topics were 

selected from the organizational socialization prompts seen in Appendix K. The pizza 

topping discussion revealed a mutual love of the food, while the school experience was 

mixed. While it was unclear whether they were following the example of the first 

individual who shared when discussing previous educational experiences, most of the 

pre-service teachers told stories of personal struggles and significant teachers. These 

influential educators were brought up again in the Friday discussion on why each wanted 

to become a teacher. It should come as no surprise that the motives were altruistic, 

particularly the strong desire to help others.  

Over the course of the semester, the crew activity was completed every day 

during the first twelve weeks. A visible upward trend was noted for the group during the 

first four weeks. As participants became acclimated to the new schedule and 

environment, and became more confident in their teaching abilities, their scores rose. 

Even when tired or ill, the scores were never as low as previously seen. While peers and 

professors may have had some influence on the increase in scores, these pre-service 

teachers seemed genuine in their self-assessments. The professors felt this was due to 

their emphasis on the importance of “being there” for their own students by recognizing 

and accepting when one wasn’t quite as “well” as they would like to be.  
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During the last four weeks of the semester when the pre-service teachers began 

their internships, the cohort was rarely together, yet the participants frequently requested 

to do small group versions of crew. Large group interview #1 or “crew” was actually 

intended as a community builder but grew into an opportunity to measure and share one’s 

own emotional intelligence and resilience. This suggests a genuine desire to not only 

practice gauging one’s own well-being, but that of others, as well as to interact with 

peers. Some pre-service teachers even taught and practiced “crew” with their own 

students.  

Returning to the beginning of the semester, the results of the work styles survey 

completed during Week 1 of the semester are seen in Figure 2. As part of large group 

interview #2 the participants completed the survey individually, verified the accuracy of 

the results, and plotted their scores on this workstyle continuum. This was followed by a 

thought-filled discussion on the values and needs of certain work styles. All pre-service 

teachers reported no prior experience with this survey before and found the results to be 

surprisingly valid. As one participant noted, “Yup, that’s me to a T,” several nodded in 

agreement. As a whole, this cohort of pre-service teachers identified themselves as being 

“ask-oriented” and “task-oriented” according to the Wilson Learning Work Styles 

Inventory. This indicated that most of the participants came to the PDS with a preference 

to ask questions and listen to others, as well as do their job well, characteristics that have 

been identified as essential to successful teaching.  
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Figure 2. Wilson Learning Workstyle Inventory Results for Cohort 

  

Overall, most participants were also clustered relatively close together, indicating 

similar working styles, skills, strengths, and weaknesses. In general, the group did work 

well together throughout the semester. There were only a few instances of disagreement 

in instructional decision-making or classroom management.  

Of the disagreements that did occur, there were two that really stood out, and each 

epitomizes the necessity for the important teacher skill of learning to work with others. 

The first case involved the lone expressive, an amiable, and two analytical individuals. 

As might be expected of an expressive person, they took on more responsibility than was 
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prudent, and subsequently were not able to fulfill their responsibilities in the group’s 8th 

grade social studies lesson planning and instruction. This individual also didn’t 

adequately review the content of the lesson beforehand, thus providing the students they 

were responsible for with misinformation. This led to resentment on the part of the 

amiable and analytical individuals, who needed to complete the expressive person’s 

portion of the group work. In order to address the situation, the professors and classroom 

teacher spoke privately with the three non-expressive group members and then with the 

expressive individual.  

In the discussion with the three members who were becoming resentful of the 

expressive person’s disregard for, or inability, to follow through on the agreed-upon plan, 

references were made to Figure 2 and the class discussion on work styles. Members were 

first asked to remember what they, themselves, value most. For the amiable person, it was 

reassurance that they are doing well. For the analytical individuals, it was that the task is 

being done well. Then the members were asked about the needs of the expressive 

individual. After some thought, the group noted that this person liked to be spontaneous, 

an accurate trait of persons with expressive qualities. The conversation that followed this 

revelation reminded all that in this person’s mind, it was okay to not be “fully” prepared, 

and that they would be able to rely on their own intuition to assist students in their 

project. In addition, this person was not a history major, so they were not actually 

equipped to intuitively help in this content area. 
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Individual Interviews. After the small group discussion, the professors then met 

later with the expressive individual. This person was aware that the group wasn’t 

especially happy with their work, but with the optimism inherent in expressive persons, 

thought that everything would work itself out. As with the other pre-service teachers, this 

expressive individual was asked what they value most. This person immediately 

responded, “fun and spontaneity”.  Correct hallmarks for expressive people. Then they 

were asked to identify the work styles of the other group members. When this expressive 

person noted the needs of reassurance, accuracy and completion in their group members, 

their face registered the realization that they had let their group members down. The 

conversation then focused on how to rectify the situation. The expressive individual 

decided that they would apologize to the group members for not following through and 

would meet with each of the students they were responsible for working with and help 

them thoroughly proofread their work. Both the thought process and the decision were 

praised by the professors.  

In addition to the expressive and non-expressive tension incident, there was one 

other noteworthy workstyle occurrence. The three math majors worked together on a 

series of lesson plans for an 8th grade algebra class. One, Cheyenne, was very people-

oriented. Lynn was task-oriented. Ann was in the middle. All three were on, or close to, 

the line separating ask-oriented from tell-oriented people on the class diagram (Figure 2). 

The dynamic between these three individuals was very interesting to watch. All have 

been in several math courses together, yet each approached lesson planning differently. 

As would be expected, Lynn was very focused on what topics to cover and the pacing of 
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the lessons, and Cheyenne on the instructional strategies and needs of the students. Ann, 

however, didn’t necessarily put herself in the position of mediator. Being younger and 

quieter than the others, she tended to let them do the decision-making, but wasn’t hesitant 

to make suggestions. Having worked together previously, all appeared to be very aware 

of their own needs as well as those of their teammates. After initially dividing up each 

class period into individual duties, the group eventually decided to take turns being the 

lead teacher for a mini unit, with the others being their assistants. Not only did this team 

demonstrate the critical teacher skill of listening to others, they also displayed the other 

three noted skills of marked patience and positive attitudes while working with one 

another, while honing their presentation skills.   

In addition to the Wilson Learning Workstyle Inventory, the pre-service teachers 

also completed inventories on emotional intelligences and resilience. The results of the 

latter two measures were discussed during individual interview #1 which occurred during 

Week 3. The interview protocol and sample materials appear in Appendix M.  

The emotional intelligence inventory results appear in Table 5. A score of 137 or 

higher is considered indicative of unusually high self-perceived emotional intelligence, 

while a score of 111 or below represents unusually low emotional intelligence. Only one 

participant identified themselves as being below average, while five indicated they were 

above average. All participants scored between 117 to 134, demonstrating relatively 

typical emotional intelligence when compared to the population at large.  
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Table 5. Results of Schutte Self-Report Emotional Intelligence Test for Cohort 
Pre-service 

Teacher 

Perception 

of Emotion  

Managing  

Own 

Emotions  

Managing 

Others’ 

Emotions  

Utilization 

of Emotion  

Total Emotional 

Intelligence 

Score 

Rating of 

Emotional 

Intelligence  

Ann 35 36 31 23 122 Average 

Cheyenne 40 33 35 31 134 Above average 

Christina 38 33 32 30 130 Above average 

James 38 33 28 27 122 Average 

Julia 36 36 29 28 125 Above average 

Lexi 34 33 33 28 123 Average 

Louisa 34 34 29 22 117 Below average 

Lynn 38 38 29 29 130 Above average 

Riley 43 36 30 30 134 Above average 

Shawn 38 33 28 27 122 Average 

 

The established norms for the Schutte Self-Report Emotional Intelligence Test 

(SSREIT) are (M=124, SD=13). This sample’s results (M=125.9, SD=5.5) would 

indicate that this cohort is slightly above average in their ability to recognize and respond 

to emotion-related facial and vocal cues in others as well as awareness of their own 

emotional and physical state.  However, a one sample t-test determined that there was no 

statistical difference between the cohort and the general population; t=1.04, p=.32.  

While the primary purpose of individual interview #1 was member-checking of 

the data to increase both accuracy and validity, participants were both eager to see how 

they scored and surprised by the findings. Time was spent identifying what aspects of 

emotional intelligence the pre-service was strong in as well as those that they could work 

on if desired. Through the discussions it was noted that several participants likely rated 

themselves lower than their actual abilities suggest. The consensus was that this was 

likely due to the survey being completed during the first week of PDS when participants 

were still unsure of themselves in this new context.  

In addition to discussing emotional intelligence during individual interview #1, 

the results of the Wagnild and Young Resilience Scale were also reviewed. As with 
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emotional intelligence, the author’s primary reason for viewing the results with 

participants was for member-checking, but again the participants were curious and 

excited to receive the information. The results appear in Table 6. 

Table 6. Results of Wagnild and Young Resilience Scale for Cohort  

Pre-Service Teacher Total Resilience Score Rating of Resilience 

Ann 135 Moderate 
Cheyenne 141 Moderate 
Christina 107 Low 
James 116 Low 
Julia 148 High 
Lexi 144 Moderate 
Louisa 129 Low 
Lynn 148 High 
Riley 144 Moderate 
Shawn 129 Low 

 

Moderately comparable studies using the Wagnild and Young’s Resilience Scale 

RS25 include one of 215 adolescents ages 10-16 (M=126.26, SD not provide) and of 130 

thirty-year old persons (M=139.1, SD=14.5) (Felguieras, Festas & Viera, 2010: Killien & 

Jarrett, 1993). Using these studies for comparison, t=1.78, p=0.11 and t=-1. 14, p=0.29 

respectively.  The RS25 results for this study cohort (M=134.1, SD=13.9) indicate that 

there is no statistically significant difference between this participant group and others 

who have utilized the RS25 instrument.   

As was the case with emotional intelligence, several individuals shared that they 

might have underrepresented their ability to bounce back from a negative event due to the 

timing of the inventory. Still, the RS25 cohort results (M=134.1, SD=13.9) indicates that 
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the group in general displayed moderate levels of resilience even at the beginning of the 

semester.  

Reflections. Reflection #1 was written by the pre-service teachers during Week 4. 

The prompts for the assignment appear in Appendix O. The participants read the book 

The Age of Opportunity to both learn about adolescent development and practice various 

book club formats. While the general focus of the reflection writing was on the book’s 

content and the book club format, there was a question specifically asking about 

perceptions of personal development as a teacher.  

When compared to later reflections, these initial writings were quite superficial. 

Phrases such as “learning how to build relationships” or “learning how to better 

understand my students” were common but had little to no accompanying evidence. A 

key word search of all answers to the question on teacher development was completed for 

words with three-character minimum, then ten characters, and then fourteen. Results of 

the search, beginning with the most frequently appearing key word, are seen in Table 7. 

These reveal the use of vocabulary appropriate for those early in their study of education. 

Word length is relatively short, as there were only five words of fourteen characters, the 

maximum word length, were present in these reflections. References such as 

“understanding”, and “development” are very general when discussing one’s 

development as a teacher yet demonstrate a growth mindset. 

Table 7. Key Words from Reflection #1 
Key Words Using Minimum Three 

Characters 

Key Words Using Minimum Ten 

Characters 

Key Words Using Minimum 

Fourteen Characters 

Student Information Understanding 

Classroom Experience(s) Opportunities 

Help Discussions Conversations 

Teaching Development Brainstorming 

Information Understand(ing) Relationships 
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Individual interviews #2, 3, 5 and 6 and their corresponding reflections, #2, 4, 7, 

and 9 were completed as part of formal observations. While there were daily informal 

observations, each pre-service teacher received at least four formal observations during 

the semester. These generally took place in weeks 5, 7, 10 and 13. The analysis of the 

Formal Evaluation forms occurred in three stages. First, the InTASC standards that every 

pre-service teacher demonstrated well were aggregated. Next, all written comments were 

coded to identify the frequency of the various types of professor comments. Finally, all 

Formal Evaluation forms were analyzed for trends over time.    

The InTASC standard most commonly demonstrated in the observed lessons was 

Standard 2: Learning Differences. In particular, sub-standard 2(n) “making learners feel 

valued”, was noted most often. Sub-standard 3(r) “being a thoughtful and responsive 

listener and observer” was also frequently identified. From the professor commentary it is 

evident that the pre-service teachers were aware of, and attentive to, the different ways 

students learn from the very beginning. Examples of such student-centered behaviors in 

the very first set of formal observations included remarks such as, “Nice to see you 

getting down physically to the students’ level when helping them,” and “Love how you 

nod as the students are speaking – it shows that you are actively listening”. The most 

frequent remarks in the first and second formal observations were regarding classroom 

management. A need to increase an awareness of the entire classroom, not just the 

student the pre-service teacher was speaking with, was the most common.   
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By the third formal observation more subcategories of Standard 3: Learning 

Environment were being noted. As the pre-service teachers gained confidence and got to 

know the students, there were several references to 3(o) “valuing the role of learners, in 

promoting each other’s learning”. An especially noteworthy quotation was “Peer 

feedback is such a great tool. Glad to see you using it. It’s great how the students are 

recognizing and analyzing their own mistakes. Wow!” In this third set of observation 

notes there were decidedly less comments regarding management and many more about 

instructional techniques. Suggestions such as included increasing wait time after a 

question, more clearly sharing expectations, and an increase in the use of modeling 

appear regularly. This indicates that the pre-service teachers had developed successful 

tools for either preventing or dealing with behavior issues, and therefore the professors 

have turned their attention to instructional skills.  

In the fourth and final formal observation the most often highlighted strength was 

3(q) “seeking to foster respectful communication”. This is not usually an issue at this 

private middle school, but as the students became more comfortable with one another and 

their pre-service teacher, there was some acting out by middle school pupils. The 

standout remark was from an 8th grade social studies classroom observation. “You 

recognized and stopped an inappropriate conversation.” The professor went on to say that 

it appeared that the students didn’t actually know why the conversation was unsuitable 

and encouraged the pre-service teacher to return the topic the following day and use the 

situation as a “teachable moment”. Overall, there were relatively few behavior-related 
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comments in both the third and fourth formal observations. Instead, many affirmations 

were present, reinforcing effective teacher behaviors.  

A similar trend in the growth of communication and instruction was seen in 

Reflection #3. This exercise took place in week 6, as the pre-service teachers were 

nearing the end of a four-week unit on theme, plot, character development, and cultural 

competence. Using small group literature circles, each pre-service teacher had between 

one and three 7th grade students as they read Flying Lessons, a collection of short stories. 

While the general pacing schedule, objectives and summative assessment were selected 

by the classroom teacher, the pre-service teachers had full reign over the daily lesson 

planning and instructional strategies they chose to implement. 

This written literature circle self-evaluation utilized the same prompts as 

Reflection #1 seen in Appendix O. The writings in Reflection #3 show a noticeable 

increase in confidence, particularly regarding communicating with students, the 

identification of student needs, monitoring student learning and prioritizing instructional 

activities. A variation on the phrase “I feel more confident” was used in all ten essays. 

Most expanded upon this observation by adding that being comfortable “just talking to 

students” was an important area of growth. Several pre-service teachers noted the desire, 

and need for, creating relationships with their students, and particularly about using these 

connections to identify student preferences and needs. 

As before, the reflection prompts asked for whom things were or were not 

working. This time the pre-service teachers reflected much more deeply and emphasized 

the specific individual student learning styles of the pupils they were working with in 
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addition to the instructional strategies that had or had not been successful. There were 

several references to the multiple-sensory tools for struggling learners, such as visuals, 

auditory, drawing, and writing strategies to assist reading comprehension.  

In addition to increased confidence in their interactions with students and the 

ability to identify their needs, there was a noticeable emphasis in the writings on growth 

in the ability to prioritize instructional activities and monitor student learning. The need 

for the all-important word “flexibility” was mentioned several times in Reflection #3. 

This was especially noted regarding adjustments in instructional techniques for better 

student comprehension. For example, a pre-service teacher shared the following 

observation: 

“Every day I make sure we have a whiteboard so we can draw out multiple 

different examples of the same idea…One thing I noticed was not working 

was reading straight from the textbook. (Student) gets caught up on big 

words and does not understand…we look at the words together…watch a 

video (on the content) and pause to talk about the ideas and make 

notes…this (will) hopefully help build a stronger foundation for his 

knowledge in the unit.” 

Whereas in the first two formal reflections the responses were generalized but 

included observations of specific student differences, reflection #3 also included 

increased use of academic language.  This may be due in part to the use of prompts that 

were more specific in nature as well as a less structured writing format. Still, the 

difference is dramatic. Rather than just saying that they are planning to try get to the 

group to talk, the plan is much more specific. “I try to start the conversation with a 

friendly greeting” or “I pause and give the students time to think” and “We start our 

group work (by talking about) the students’ favorite sports teams,” show much more 

strategic intent. The use of education-specific language now also appears. Words such as 
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“accommodation”, “active learning”, “making inferences”, and “attentiveness” that were 

absent in reflection #1 were now sprinkled liberally throughout the pre-service teachers’ 

writing in reflection #3.   

In Reflection #3, the pre-service teachers were also asked to take their thoughts a 

step further and connect their experiences to educational theory or research. Many 

individuals chose to connect to the two of the four textbooks we had read as part of the 

PDS curriculum, The Reading Zone by Nancy Atwell and Age of Opportunity by 

Lawrence Steinberg. This is an important point of practice, as there is an observed gap 

between teaching practice and research. Even when referencing outcomes for reading 

strategies, every reflection mentioned the physiology of adolescence. Of these, 

observations on the development of self-regulation in their students was a frequent focal 

point.  

During the last four weeks of the semester the pre-service teachers kept a journal 

of their activities, Reflection #8. Each pre-service teacher had the opportunity to work 

alone with a teacher of their choice in their major content area. Daily reflections were 

expected in a Google document that was shared with both professors. As the cohort had 

just recently practiced the use of running records, the professors had to provide 

significant prompting to encourage the students to return to the deeper reflection method 

that was desired. Once this was obtained, the conversations centered primarily on the use 

of strategies. 

The strategies and techniques most often references in the internship journals 

were those pertaining to classroom management and instruction. While the pre-service 
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teachers were quick to point out the techniques they disliked or found ineffective, they 

also lauded the strategies they felt fit their own teaching style. “I don’t like when the 

teacher yells at (their) students, but I do like that (they) can laugh at themselves…I can 

do that…Humor is important!” observed one pre-service teacher. The need for flexibility 

in goal setting and monitoring student learning were noted here, as they were in 

Reflection #3, along with the importance of building relationships with students. Most 

significantly, most of the pre-service teachers made the important connection between 

effective instruction and classroom management.   

Additional Inventories. At both midterm and finals week, the pre-service teachers 

completed two self-evaluation tools, the Clinical Dispositions Evaluation in Appendix C 

and the InTASC Matrix in Appendix J. The pre-service teachers have completed either 

the clinical version or the Non-Clinical Dispositions Evaluation in Appendix B in all the 

foundational education courses, so they are familiar with this assessment. The Matrix was 

added by the department this year, but one student in the cohort had completed this tool 

as part of another PDS program hosted by the same university. In the results for both 

tools there is a distinct increase in self-efficacy, teaching techniques, and teacher 

knowledge.  

The midterm Clinical Disposition self-evaluations were populated by the two 

lowest ratings, “needs improvement” and “emerging”. The self-evaluations tended to 

have much lower ratings than those completed by the professors. This could be due to a 

desire to recognize that one is not perfect, to not seem boastful, though they could have 

been genuine ratings. There were many “I need to…” entries in the self-assessments, 
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particularly in the Work Ethic / Responsibility and Organization / Preparedness lines of 

the Professional Requirements section. This isn’t especially surprising as the PDS courses 

require additional commitment on the part of the pre-service teachers. Time management 

can be a challenge considering the 20 clinical hours and outside work that is required for 

the four courses each week. In addition, most of the cohort are double-majors, all are full-

time students, and all are themselves, adolescents. 

By the end of the semester almost everyone had earned “acceptable”, a 3 out of 3, 

scores in the majority of categories on both their professor and self-completed final 

disposition forms. The mean score and standard deviation was 109 + 3. Those individuals 

who did not earn the 111/111 points expected received deductions in the same categories 

that were problematic at midterm. There were only three of the ten pre-service teachers 

for which this was the case, and all had ongoing challenges with turning in lesson plans 

and reflections on time. In addition, one of the three was encouraged to work on the 

professional trait of humility, found in the Critical Dispositions section of the Clinical 

Dispositions form (Appendix C).  

In addition to the Clinical Dispositions form, the pre-service teachers also used 

the InTASC Matrix in Appendix J as a self-evaluation instrument. For reflections #6 and 

#11, this tool led the participants through the creation of a commentary on their 

competency in each of the ten InTASC Standards. This assessment was scored by the 

professors using the InTASC Rubrics in Appendix D. While the pre-service teachers had 

done an assignment similar to this in their foundational education courses, this was the 
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first time it had been used in this PDS. Only one student had used the instrument in the 

past, and this was at another PDS hosted by the same university.  

In general, the InTASC Matrix scores were moderate in value (M=27, SD=6) out 

of a possible 40 points. The range of scores was quite large, from 18 to 38. As the Matrix 

measures the ability to recall, articulate, and compare one’s practice to an established 

criterion, the professors reported not being particularly surprised by the less than average 

scores. Other factors thought to influence the results include the pre-service teacher’s 

writing ability, commitment to the project, and comprehension of the standard. The later 

was particularly evident in the responses to Standards 9 and 10, both of which have 

multiple aspects: Professional Learning and Ethical Practice, and Leadership and 

Collaboration. The single-subject standards tended to have more complete responses.  

Themes seen in the midterm Matrix writings focus largely on teaching techniques 

and teacher knowledge. The need for strategies that lead to effective learning 

environments was the topic most often discussed. Sub-categories included improvement 

in communication, setting expectations, modeling respectfulness, modeling a learning 

mentality, and providing meaningful feedback. A focus on content knowledge was also 

quite evident, with some pre-service teachers describing in-depth measures taken to learn 

the content themselves. The expressed motivation for this subject matter expertise 

centered on either a concern that they would look unprepared or the fear of being unable 

to answer student questions.     
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While an increase in confidence was not expressly written in most of the Matrix 

reflections, there was one student whose discussion represented the improved 

professional skills of the cohort at midterm: 

“I find that I am becoming more and more professional. My mannerisms 

around the students have changed and I believe my maturity level has gone 

up. I have some learning to do when it comes to discipline and how to handle 

that, but I think I am well on my way.” 

Because of the newness of the InTASC Matrix, the participants were then allowed 

to build upon their midterm submission for their final self-assessment. Seen in Table 8, 

when compared to the midterm reflection (M=27, SD=6), the final reflection (M=33, 

SD=6) demonstrates that most students took advantage of the feedback provided in the 

midterm draft, in addition to adding deeper analysis of described events. In these 

reflections the focus was again primarily on the strategies that lead to effective learning 

environments. This time, however, there were several references to differentiation, 

designing and practicing giving directions, and the transfer of the responsibility for 

learning to the students. The need to adequately prepare, particularly in regard to content 

knowledge, was again quite prevalent.  
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Table 8. Comparison of Matrix and Disposition Scores with Those of Emotional 

Intelligence and Resilience for Cohort 

 

Interviews #4 and #8 also occurred at midterm and finals respectively. In addition 

to reviewing all evaluations to date, affirming positive behaviors, and identifying 

concerns, personal goals were set and reviewed. The goals determined by the pre-service 

teachers during interview #4 all corresponded to items noted by either themselves or their 

professors in the Clinical Disposition form. All goals fell in one of two categories: pre-

service teacher as the learner or pre-service teacher as the instructor. Example learner 

goals include speaking out more during class discussions, going to the university Writing 

Center, and attention to deadlines. The two most frequent instructor-related goals were to 

ask for assistance when needed and to not be so hard on oneself. Every individual met or 

exceeded their personal goals during the second half of the semester.       

Four instruments were used to directly and quantitatively measure readiness, and 

therefore self-efficacy. Table 8 shows the overall individual mean for each quantitative 

measurement. For the descriptive correlations each set of scores for the two instruments 

with established norms was compared to the others. A scatter plot was created for each 

set of factors and the presence or absence of a linear relationship was identified and the 

Pearson correlation coefficient r was also calculated. The results of these four analyses 

are seen in Figure 3. 



 

 

8
9
 

Figure 3. Correlative Analysis of Evaluation Tools with Emotional Intelligence and Resilience Scores for Cohort 
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 As seen in Figure 3, emotional intelligence and resilience scores were each 

compared InTASC Matrix and Clinical Dispositions scores. All analyses show weak 

correlations with the exception of resilience scores versus clinical disposition forms, with 

r(9) = 0.56.  As r2 = 0.31, this would imply that 31% of the variance in the clinical 

disposition form scores are due to resilience. This is not entirely surprising as the 

disposition form includes measures of several aspects of resilience in addition to the term 

“resilience” itself. However, small sample sizes are very limiting in correlative research, 

and all p values indicate that the results are not significant at p<.05. To verify that this 

moderately positive relationship was not due to chance alone, results of t(9)<2.3, p < 

0.05 are needed. As t(9)= 1.91, p<.05, the null hypothesis, that there is no relationship 

between the variables, cannot be rejected.   

Research Sub-Question C 

What aspects of the curriculum (of the PDS) contribute to the success of the 

learners of the middle grade PDS? Data for this research question was gleaned from the 

review of all materials: the 3 inventories, 2 assessment tools, all 3 group interviews, the 

small group interview, 8 individual interviews and eleven reflections. Four themes 

emerged: the importance of learning to identify the practices of effective teachers, 

learning to work with others, practicing teaching, and practicing reflection. The later 

skill, reflection, appears to be key to all of the others. It is through reflection that the pre-

service teachers came to articulate what they found most valuable in their PDS 

experience.  
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The first inventory, the Wilson Learning Work Styles Survey in Appendix I, 

provided a forum in which the pre-service teachers could learn more about their own 

work habits in addition to those of their classmates. The second and third inventories, the 

Schutte Self-Report Emotional Intelligence Test (Appendix R), and the Wagnild and 

Young Resilience Scale (Appendix S), revealed that all PDS pre-service teachers 

demonstrated prior awareness of, and average ability in several of the desired teacher 

attributes. While the three inventories are free and available to the general public, it was 

through the strategic use of these instruments that the participants were able to validate 

their own awareness and level of proficiency. 

With scores of 21 and 24, only two of the ten individuals did not “meet” a 

majority of the ten InTASC standards in their writing within the Matrix. The first 

participant earned a 3 on only one standard, while the second person earned five. Looking 

at the data in Appendix T, these two persons also rated themselves somewhat low in 

either emotional intelligence and/or resilience. All members of the cohort earned 

“acceptable” ratings in a majority of the professional characteristics listed in the Clinical 

Dispositions. The correlative analysis did not demonstrate a strong relationship between 

the measurement tools and the attributes of emotional intelligence and resilience, but the 

education department as a whole places great emphasis on these tools as an indicator of 

future effectiveness in the classroom.   

Like the inventories, the two assessment tools, the InTASC Matrix in Appendix J 

and the Clinical Dispositions in Appendix C, were also used to educate participants in the 

attributes of effective teachers, but also confirm their own awareness and growth in these 
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attributes. In particular, the themes seen in the midterm Matrix writings focused largely 

on the desire and/or need to develop the characteristics of teaching techniques and 

teacher knowledge. The need for strategies that lead to effective learning environments 

was the subtopic of these characteristics that was discussed most often. Other sub-

categories mentioned included communication, setting expectations, modeling 

respectfulness, modeling a learning mentality, and providing meaningful feedback. The 

interviews and reflections provided further support the desire and/or need to develop the 

characteristics of teaching techniques and teacher knowledge. Patience with their own 

development as educators was the most common theme in regard to all sub-categories.  

The PDS curriculum had an experiential component that was deemed highly 

influential by the participants. Throughout the interviews and reflections there are several 

references to “being active”, “interacting with real students” and “trying out new ideas”. 

The identification of a supportive environment in which to make mistakes appears closely 

tied to the practice of student-centered strategies for both the middle school pupils and 

the pre-service teachers as “students”. The most significant experiential aspects of the 

curriculum identified by the participants was the opportunity to plan instruction and 

practice instructional strategies by crafting “real lesson plans for real students”.   

The planned agenda to work in a variety of classrooms and with a variety of 

students was very much appreciated.  The typical pre-service teacher in this PDS logged 

just over 100 clinical hours in a total of five classrooms and four content areas. During 

individual interviews #1 and #7 as well as group interview #2, participants noted the 

initial anxiety experienced when working with unfamiliar persons. Through the Wilson 
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Learning Work Styles Inventory, the pre-service teachers not only learned to recognize 

others’ viewpoints and priorities, but how to work with and respect those differences. 

One participant in particular noted how much she enjoyed working with a “Driver” like 

herself, but found that she also enjoyed the strengths that “Expressive” and “Amiable” 

teaching partners brought to their collective efforts.  

The expectation to practice reflection was the additional theme to emerge from 

the pre-service teacher data. The word “reflect” never actually appeared in the attributes 

of the curriculum noted by the participants. Rather, “think”, “consider”, and their 

variations were quite common. Numerous references were made to the significance of 

reflecting with others. This was especially noted when a difficulty event occurred, such 

student misbehavior. For the PDS pre-service teachers, this collaborative reflection was 

done in the company of the classroom teacher, a peer, group of peers, or a university 

professor. Indeed, the participants identified the support and modeling provided by the 

classroom teachers and professors as the most important aspect of the PDS and its 

curriculum.  

Research Sub-Question D 

What aspects of the governance (university and middle school) contribute to the 

success of the learners of the middle grade PDS? Governance in this study included the 

administrators at both the university offering the PDS program and the middle school 

PDS site. Both entities are highly supportive of the PDS structure, as evidenced in the 

teacher interviews, professor reflections, and pre-service teacher individual interview #7. 
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While there is give and take on all sides, it is a mutually beneficial relationship which 

provides access to materials, faculty, and facilities to the pre-service teachers. 

 While initial teaching materials were often provided by the middle school, the 

majority of the funding for supplies came from the university. There is a line-item in the 

education department budget specifically for PDS. The middle school also provided a 

classroom with student desks for the cohort, but the photocopier, printer, bookshelves, 

and office supplies were purchased with university funds.  

 Access to faculty was by far the greatest “expense” incurred by the governance of 

either organization. The middle school administration provided email addresses and 

classroom phone numbers for all teachers and allows each teacher to decide whether or 

not to work with the PDS. Teachers who are graduates of this professional development 

school program are often the first to offer their classroom as a learning laboratory. In 

their interviews, the educators reported working with the PDS as an affirmation of their 

calling to be a teacher. The reinforcement was twofold: the chance to view their 

profession through the eyes of the pre-service teachers and the affirmation from the 

administration that they were “good enough” to serve as role-models.  

The classroom teachers also expressed appreciation for the support provided to 

them by both the pre-service teachers and the university faculty. Whether it was in 

reference to asking a PDS member to plan and execute an entire unit with a class, lead a 

small group workshop, do a remediation lesson or work one-on-one with a student, as one 

teacher shared: 

“It is so good to have the PDS here. They (the pre-service teachers) are 

much closer in age to my kids, so they ‘get’ them. They (the pre-service 
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teachers) think of ideas that I never would have. I also like that I don’t have 

to ‘babysit’ them. I tell the professors what I want or need, and they make 

it happen.”   

The university administration is also supportive of the education department and 

the professional development school. Participation in committee work is strongly 

encouraged at this institution, so allowing professors to be off-site every morning 

impacted the scheduling of meetings, many of which also included administrators. 

Financing was also a consideration. While the programs are not using university 

facilities, the instructor to student ratio is especially low, generally 1:5, and professors are 

provided 7.5 credits for the 20 contact hours at the middle school PDS. So, while each 

student is taking 11 credits, the university is supplying 15 credits in faculty load.  The 

budgetary line item for PDS supplies is also a consideration. However, the “payback” for 

the institution is a positive presence in the community, an unusually high retention rate in 

the profession, and a unique recruitment tool.  

Summary 

 While the tools used to measure participant attributes only demonstrated weak 

correlations with known characteristics of successful teachers, an overarching theme for 

the need for supported practice was noted in the data. Knowing “proper” instructional and 

management strategies is only one aspect of teacher preparation curriculum. Providing 

the time and space to identify, practice, and internalize successful teacher skills is vital to 

candidates’ long-term success.  
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Teachers 

All assumptions were confirmed. The pre-service teachers were very appreciative 

of the scaffolding and mentoring offered by the classroom teachers. The ability to 

initially work with small groups of students within a much larger unit that was 

orchestrated by the teacher provided a “safety net” that lessened pre-service teacher stress 

while also providing opportunities for experimentation in the development of teacher 

identify and the practice of instructional and management skills. The same themes of 

support and mentoring were also true for the PDS professors. Their physical presence in 

the classroom also provided a “safety net” in the prevention of student misbehavior, but 

also a “team culture” that nurtured more dynamic feedback and collaborative reflection.  

Learners 

All assumptions were confirmed. This cohort of pre-service teachers appeared to 

come to the PDS with at least a moderate degree of the essential teaching skills outlined 

by McShane (2019): listening, patience, presentation and positive attitudes. The cohort 

was also moderately strong in emotional intelligence and resilience; skills needed for the 

social profession of teaching. However, the participants weren’t necessarily aware that 

they possessed these traits, as noted by their surprised responses to the various 

inventories.  

Their reflections showed considerable growth in understanding of academic 

vocabulary related to the practice of education, with an emphasis on the need to create 

relationships with students in order to understand what instructional strategies and 

management techniques will be effective. The most frequent remarks in the first and 
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second formal observations were regarding classroom management. This is no surprise, 

as behavior issues are one of the most common challenges for teachers and new teachers 

in particular (Luft, Nixon, Dubois & Campbell, 2014). With practice, over the course of 

the semester, each pre-service teacher improved in their ability to measure their own 

physical and emotional-wellbeing, set and review goals, actively listen to their students, 

either prevent or redirect inappropriate behaviors through adequate selection and 

preparation of teaching strategies and content knowledge, and articulate the reasoning 

behind their instructional decisions. Most significantly, most of the pre-service teachers 

made the important connection between effective instruction and classroom management; 

that teachers who have engaging lessons have less discipline issues (Brackett, 2018; 

Jennings & Greenberg, 2009). 

Curriculum  

All but one assumption was confirmed. Four themes emerged from the wide array 

of data collected in this study: the importance of learning to identify the practices of 

effective teachers, learning to work with others, practicing teaching, and practicing 

reflection. The later skill, reflection, appears to be key to all of the others. It is through 

reflection that the pre-service teachers came to articulate what they found most valuable 

in their PDS experience.  

The design of the PDS curriculum allowed each pre-service teacher to be in 

multiple classrooms and interviews #4 and #8 have considerable commentary on the 

diversity of teaching styles present within the building. While most teachers were 

mentioned for their effectiveness, there were less than a half dozen comments regarding 
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teacher behavior that the pre-service teachers found troubling. Through the debriefing 

and reflection components of the curriculum the participants were given the opportunity 

to process and discuss the incongruent event. Empathy for the classroom teacher was the 

emotion displayed most often. “I’m not sure why that happened, but I’m sure there is a 

reason,” suggested one pre-service teacher after witnessing a student being reprimanded.  

In addition to empathy, an increased tolerance for mistakes was also noted in pre-

service teacher interviews and reflections. The acknowledgement of having created a 

“safe” environment in which to practice is, in this researcher’s opinion, the most 

significant finding of this study. Without affirmation and purposeful constructive 

criticism, these pre-service teachers would be less likely to identify, practice and 

internalize the effective teacher attributes necessarily for long-term success in the 

classroom.  

Knowing what to do is only part of the equation for successful teaching. The 

experiential component appears to be the key element in the curriculum. It is through the 

PDS experience that the pre-service teachers have extended contact with their education 

professors as well as access to the classroom teachers they deemed essential to their 

success. These professionals in turn provide the modeling and mentoring necessary for 

student (pre-service teacher)-centered active learning.  

“Active learning” truly is the proper term for this PDS curriculum. The typical 

middle school PDS pre-service teachers logs just over 100 clinical hours in a total of five 

classrooms and four content areas. “I’m busy and I love it!” exclaimed one participant. 

Another noted, “It means so much to make real lesson plans and teach them to real 
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students.” “I’m learning how to deal with stressful situations,” said another, adding that 

she would never have learned the same information from reading a book, even though 

she and others identified two of the four texts used in the PDS as being especially helpful 

in framing experiences. Large group interview #1 or “crew” provides an opportunity to 

measure and practice one’s own emotional intelligence and resilience through both the 

measurement and experiential aspects of the curriculum. Time in the classroom provides 

the opportunity to not only practice skills but to build relationships, as evidenced in the 

pre-service teachers’ reflections. There were many references to their personal 

development regarding the process of learning how to set expectations, ask questions, as 

well as both model and expect respectfulness.   

Governance  

All assumptions were confirmed. Both the university and the middle school 

administration are highly supportive of the PDS structure. While there is give and take on 

all sides, it is a mutually beneficial relationship which provides access to materials, 

faculty, and facilities to the pre-service teachers. In exchange for providing a classroom 

for the cohort and the ability to work with their teachers and students, the middle school 

is the recipient of services from both the pre-service teachers and professors. Because of 

this team-oriented environment, the classroom educators reported an affirmation of their 

calling to be a teacher, both in how their profession is viewed by others and the bolstering 

effect of being considered “good enough” to serve as role-models. While there is some 

cost incurred by the university, the “payback” is a positive presence in the community, an 

unusually high retention rate in the profession, and a unique recruitment tool. 
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CONCLUSION 

Introduction 

Schwab (1973) identified the four commonplaces of education as distinct aspects of 

an educational experience that a teacher must consider when designing effective 

curriculum. While not intentionally used in the design of this middle school PDS 

curriculum, the four commonplaces, teacher, learner, curriculum and governance, 

provided a useful organizational framework for this study. A significant amount of 

qualitative data was collected, informed by the quantitative data from three inventories 

and two assessment tools. The use of the four commonplaces allowed for consideration of 

strategic influences on the PDS learners during their pre-service teaching training.  

Of the eighteen hypotheses presented in this study all but one was confirmed. The 

classroom teachers did indeed value the presence of the PDS and that they and the 

professors modeled best practice and provided effective support. For the learners it was 

that all earned acceptable ratings in the majority of clinical disposition attributes, the 

desire to be effective teachers, recognized the need to be able to work with others, and 

actively reflected and learned from the PDS. The curriculum allowed for the 

identification of teacher attributes, provided opportunities for active learning and student-

centered pedagogies, as well as diverse interactions and time for reflection. Table 9 

outlines the confirmed hypotheses that most closely aligned with the aspects of the PDS 

that were identified by the participants as being significant influences on their success.  
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Table 9. Confirmed Hypotheses Identified as Influential by Participants  
Hypotheses 

Classroom teachers and professors model best practice. 

Learners have a desire to be effective teachers. 

Leaners are actively reflecting on, and learning from, PDS. 

Curriculum allows for the identification of teacher attributes. 

Curriculum provides opportunities for learners to reflect upon their work. 

 

One set of hypotheses was considered confirmed even though this researcher and the 

participants agreed the results were under-reported. The premise that the learners have 

average to above average emotional intelligence and moderate to very high resilience was 

mostly met by the majority of pre-service teachers. Four individuals felt that they had low 

resilience and one scored themselves below average in emotional intelligence. 

Discussions during individual interview #1 confirmed that these individuals probably 

were average to above average in these abilities, but did not feel confident enough to say 

otherwise. 

Only one hypothesis was not confirmed. This was in regard to the personal character 

of the learners. Two of the ten participants did not meet a majority of the InTASC 

standards. However, this was due to the quality of the written reflection describing their 

competency in the standard, rather than actual abilities.  

A distillation of the data determined three important practices. These were identified 

by the participants as being significant influences on their development as teachers by 

assisting in the identification of behaviors of effective teachers, the practice of those 

behaviors, as well as the internalization of those behaviors. The preparation curriculum 

must provide opportunities for pre-service teachers to see classroom teachers and 

professors must model best practice to pre-service teachers. There is nothing wrong with 
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the occasional mistake as those are also learning events, but beginning teachers need to 

see what effective teaching looks like. The curriculum must also provide substantial 

opportunities for pre-service teachers to practice their skills. The participants in this study 

noted frequently how important it was to them to have ample time to get to know their 

students and multiple chances to try out instructional strategies. Finally, the curriculum 

must provide time and structures for reflection. Processing and learning from events is 

crucial to teacher development.   

Connection to Literature 

Despite reform efforts, the enrollment in teacher preparation is in decline, attrition 

from the field remains high, and the amount of research being done on professional 

development programs (PDS) still insufficient (AACTE, 2018, p.8). The goal of this 

study was to contribute to the literature by identifying specific practices within a 

professional development school setting that foster the exceptional 88% retention rate 

seen in graduates of this middle grade program.  

The format of this preparation program allows for extended periods of time in 

middle school classrooms. As noted by Betourne & Richards, “No amount of reading, 

writing and discussion can substitute for time spent interacting with students” (2015, 

p.40). With four consecutive hours on-site per day five days per week, the professors can 

arrange for authentic, field-based, experiential learning where pre-service teachers get to 

apply what they are learning with actual students (Eisenman, Pendergraft & Ogden, 2017; 

Kelly-Jackson, Williams & Szwec, 2018). Not only is there adequate time to prepare for 
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and teach a lesson, the pre-service teachers are able to receive immediate feedback; a 

well-researched and significant strategy in and of itself (Nitko & Brookhart, 2011).  

In addition to immediate feedback on their performance, the PDS curriculum 

provides a structured route for reflection and professional development (Tichenor, Heins 

& Piechura, 2017). There can be dedicated time for verbal discussion of the event as well 

as written insights. More importantly, the reflection can be done with the support of a 

“knowledgeable other” who can help provide context and research to aid the thought 

process (Caniglia, Borgerding & Courtney, 2017; Dewey, 1938; Vygotsky, 1978). This in 

turn allows pre-service teachers to make connections between coursework and clinical 

practice, leading to a stronger preparation experience (Eisenman, Pendergraft & Ogden, 

2017).   

This feedback and reflection within an environment focused on active learning 

and student-centered strategies, are key for effective pre-service teacher training. 

(Betourne & Richards, 2015; Desimone, 2011; Kang, Cha & Ha, 2013). When 

considering the pre-service teacher as the student, constructivist pedagogies such as these 

with emotional and multi-sense engagement, encourage the formation of more neural 

connections, furthering retention of effective teaching behaviors (Ahn & Class, 2011; 

DeLoach, 2018; Rickes, 2016, p. 30). When teachers perceive their efforts as effective, 

they feel a sense of fulfillment, which in turn leads to an increase in confidence and self-

efficacy (Clark, Cale, Strangio-Lott, Folkson & Cardinal, 2018; Gordan, Kane & Staiger, 

2006).  
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With a practice centered on active learning, feedback and reflection, the 

professional development school format has been found to increase teacher readiness for 

entry as well as persistence in the field (Latham & Vogt, 2007). Several studies correlate 

teachers’ positive feelings about their preparation with higher retention (Darling-

Hammond & Youngs, 2002, Latham & Vogt, 2007). While the PDS model places 

demands on institutional resources, it also provides “an intensive, on-site clinical 

experience…that supersedes a typical classroom observation” (Clark, Cale, Strangio-

Lott, Folkson & Cardinal, 2018, p.70). This exceptional experience translates into 

increased entry and retention in the field. Latham & Vogt (2007) found in their study of 

over 1,000 PDS graduates, that the odds of these individuals entering educational 

employment were 40% higher than those in non-PDS programs. In a fourteen-year study 

of more than 6,500 PDS graduates Latham, Mertens, and Hammond (2015) found PDS 

program preparation to be positively and significantly related to persistence in education 

(p<.001). In particular, those individuals focusing on bilingual and middle level education 

were more likely to stay than their early childhood and elementary counterparts with 

p=.016 for bilingual majors and p<.001 for middle level majors (p.84). 

Trustworthiness, Limitations, Delimitations 

 “Trustworthiness” refers to the truthfulness or honesty of data, and in order to 

ensure that the picture presented was balanced and fair, all data from all stakeholders was 

reported (Patton, 2002). The use of multiple sources also increased inner-rater reliability, 

and the commonplaces provided a manageable framework for their organization. As 

noted in the epistemological assumptions, the participants’ perceptions are considered 
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knowledge data. Therefore, regardless of whether the teachers are truly the most 

influential aspect of the PDS program, the pre-service teachers’ perception is their reality, 

and must be honored. 

As a participant-researcher it was imperative that the methodology of past PDS 

experiences was followed as closely as possible in order to not introduce bias. The cohort 

did follow the established general sequence of events, content foci, assignments, and the 

continued use of existing grading tools and procedures. Only two instruments were new 

to the participants. The Schutte Self-Report Emotional Intelligence Test (SSREIT) had 

never been used, but was found to be a valuable indicator of, and starting point for further 

discussions regarding the perceiving, using, understanding, and regulating of emotions. 

The Course Outcome InTASC Matrix was also new to most of the ten pre-service 

teachers. While recently added to the department’s assessment plan as a result of state 

accreditation, it had been used at another PDS site. An informal inquiry of the professors 

and students suggests that it is a valuable assessment in that it requires the recall, 

articulation, and comparison of one’s practice to an established criterion. 

Care was taken to reduce the impact of both the halo effect and Hawthorne effect 

during this study. This researcher made every effort to be conscious of pre-existing 

judgements and assumptions. The use of multiple assessment tools by multiple observers 

helped to mitigate any differences in pre-service teacher behavior that may have occurred 

as a result of participation in the study. Oral and written participant self-reporting was the 

most significant limitation in this study but using a variety of data collection measures in 

addition to member-checking helped to ensure accuracy.  
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Recommendations for Future Research and Practice  

The most significant theme that emerged from this research is the need for 

continued or expanded use of on-site mentoring and support for pre-service teachers 

within K-12 classrooms. As one participant noted, “There is nothing like real students!” 

One does not learn to drive a car by reading a book, yet even the teachers in this program 

often caught themselves assuming that if individuals had read about a technique, they 

would know just what to do. Active learning of both instructional and management 

strategies is needed.  

Not only must hands-on, active learning in the classroom be provided to those 

training to be teachers, but that its time must be substantial. The participants in this study 

noted repeatedly the importance of having the time and flexibility in the curriculum to 

develop relationships with their students. The knowledge of not only learner needs, but 

also learner interests, was vital to their success as educators.  

This recommendation for substantial active learning will not be effective if it is 

not accompanied by two factors: teachers who model effective practices and structures 

for pre-service teacher reflection. Processing and learning from an event, both 

individually and collaboratively, bolstered the internalization of the effective practices 

that had been modeled and practiced.  

One aspect of teacher training that is of interest to this researcher is the dynamic of the 

emotional and cognitive development of the pre-service teachers themselves. As most 

undergraduates are between the ages of 18 to 22, teacher preparation programs for middle 

school educators are therefore in the unique position of instructing adolescents on the 
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instruction of adolescents.  Important skills and attributes such as rational decision-

making, patience, emotional maturity, confidence, self-efficacy, and self-regulation are 

essential for effective teaching yet are still under development well into the mid 20’s 

(McShane, 2019; Steinberg, 2014). The reading of the Steinberg (2014) The Age of 

Opportunity as part of the curriculum was noted by several participants as being very 

instructive. Practices that support the development of the needed educator characteristics 

that are still under development in this age group, such as those that bolster emotional 

intelligence and resilience, will likely produce teachers who can successfully manage the 

challenges of the classroom.  

Conclusion  

For teachers in general, salary, working conditions (including discipline issues 

and lack of support) and quality of preparation were the major factors influencing 

attrition (Darling-Hammond, 2003, Ingersoll, 2018, Johnson, 2004, Latham & Vogt, 

2007). Science teachers specifically cite the perception of a lack of support from 

colleagues, administrators and/or parents (Kopkowski, 2008). However, both Darling-

Hammond (2003) and Farber (2010) identify only the quality of training and the sense of 

self as the determining factors in why teachers stay in the profession.  

While Dr. Vosberg established this PDS on research-based principles, as this 

researcher carries on her legacy, it has been very fulfilling to see the many hours spent 

coaching pre-service teachers having such positive effects. Time and again, these 

budding educators extoll the benefits of the program, but few have taken the time to 

systematically find out what specifically is making the difference. This study focused on 
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a middle grade professional development school with a significantly higher than average 

retention in the field. The participants identified the modeling and support of professors 

and classroom teachers as being the most significant influence on their growth as future 

teachers. In addition to learning the skills of instruction, these pre-service teachers have 

discovered early on the value of a support system. Here is where sociocultural theory is 

especially influential in the PDS environment; what pre-service teachers know and do is 

shaped by their participation and interactions with others (Kang & van Es, 2019, p.238). 

The research is very clear that PDS-prepared teachers are significantly more 

likely to enter and to persist in the field. This is due to a combination of factors, but 

appears to be centered on an increased level of commitment to the profession, the ability 

to seek support, and personal character traits that contribute to emotional intelligence 

and/or resilience (Darling-Hammond, 2003, Farber, 2010, Ingersoll, 2018, Johnson, 

2004, Latham, Mertens & Hamann, 2015; Latham & Vogt, 2007). In this particular study 

it was determined that governance at both the university and middle school sites allowed 

the classroom teachers and professors to provide a curriculum that centered on the 

identification, practice, and internalization of effective educators through active learning 

and student-centered pedagogy. Three curricular practices were identified by the 

participants as being significant influences on their development and success as teachers: 

opportunities to see classroom teachers and professors model best practice, substantial 

time to practice their own skills, and a structure for reflection and processing of learning 

events.    
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NAPDS Ten Proclamations 
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Topic Outline Ongoing: Time and Activity Log, Planning for Adolescent Instruction, Experience Grid, Clinical 

Disposition and Matrix, individual and small group conferencing, individual written reflections 

Wk Topics 

1 Intro to PDS structure (INTASC, dispositions, PBL, matrix, SCT and CT and OST theories), site orientation, MS 
structure, bio poems, begin community builders, school handbooks, young adult literature overview, begin Age of 
Opportunity on adolescent development, begin The Reading Zone on teaching reading for understanding, begin 
Experience Grid (update weekly), begin Time and Activity Log (update weekly) begin Planning for Adolescent 
Instruction (update weekly). 

2 PDS alumni visits, begin Readers’ Theatres, Turning Points, Iowa Core, NGSS, MS structure, lesson plan 
template and development, outdoor education, community building, reflection, YA lit and adolescent development, 
lesson plan development, classroom experience and instructional strategies, personal work styles. 

3 Complete Age of Opportunity, complete The Reading Zone, begin work in classrooms, begin Meet Me in the 
Middle, outdoor education, community building, reflection, YA lit and adolescent development, lesson plan 
development, classroom experience and instructional strategies, personal resilience measurement. 

4 Project WILD part I, outdoor education, community building, reflection, YA lit and adolescent development, lesson 
plan development, classroom experience and instructional strategies, personal emotional intelligence 
measurement. 

5 Swiss Valley/Mines of Spain prep, outdoor education, community building, reflection, YA lit and adolescent 
development, lesson plan development, classroom experience and instructional strategies. 

6 Instruction in teaching writing, outdoor education, community building, reflection, YA lit and adolescent 
development, lesson plan development, classroom experience and instructional strategies. 

7 Swiss Valley/Mines of Spain assessment, complete Meet Me in the Middle, outdoor education, community 
building, reflection, YA lit and adolescent development, lesson plan development, classroom experience and 
instructional strategies. 

8 Midterm Conferences (status of YA reading, clinical dispositions, Course Outcomes Matrix, formal observations, 
PfAI), book fair, PBL assistance, Project WILD part II, reading strategies, Fry Readability, outdoor education, 
community building, reflection, YA lit and adolescent development, lesson plan development, classroom 
experience and instructional strategies. 

9 Begin webpage, literature unit, PLC Task 1, community building, reflection, YA lit and adolescent development, 
lesson plan development, classroom experience and instructional strategies. 

10 Begin Differentiation Strategies, writing strategies, Bloom-Gardner Matrix, Parent/Teacher Style Reflection, 
community building, reflection, YA lit and adolescent development, lesson plan development, classroom 
experience and instructional strategies, literature unit. 

11 PLC Task 2 with videotaping, Maslow review, Community Support/Resources Exploration, community building, 
reflection, YA lit and adolescent development, lesson plan development, classroom experience and instructional 
strategies. 

12 Prep for Health Fair, community building, reflection, YA lit and adolescent development, lesson plan development, 
classroom experience and instructional strategies, standardized testing,  

13 Make cookies for Eagle Eyes on the Future, community building, reflection, YA lit and adolescent development, 
lesson plan development, classroom experience and instructional strategies. 

14 Complete Differentiation Strategies, PLC Task 3, Internships and journals. 

15 Shadow a Student, Internships and journals, community building, reflection, YA lit and adolescent development, 
lesson plan development, classroom experience and instructional strategies. 

16 Final Conferences (status of YA reading, clinical dispositions, Course Outcomes Matrix, formal observations, PfAI, 
interview and Assessment Score Worksheet). 
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Principal Permission Letter 
 

From: Doug Varley <dvarley@holyfamily.dbq.pvt.k12.ia.us> 
Sent: Sunday, August 25, 2019 3:46 PM 
To: Cathy Stierman <Cathy.Stierman@clarke.edu> 
Subject: Re: letter regarding study 
 

To Montana State University -- 

 

I hereby grant permission to Catherine Stierman to pursue The Pre-Service Middle School 

Science Experience during school hours on the campus of Mazzuchelli Catholic Middle 

School in Dubuque, Iowa. Ms. Stierman has established a positive working relationship with 

us in the past and we are confident in her professionalism and respect for confidentiality. 

Thank you for your consideration. 

 

Douglas G. Varley, Principal 

Douglas G. Varley 

Principal, Mazzuchelli Catholic Middle School 

2005 Kane St., Dubuque, IA  52001 

563-582-1198  ext. 453 

dvarley@holyfamilydbq.org 

 
Forming disciples of Jesus Christ through Catholic educational excellence. 
 

 
From: Cathy Stierman 
Sent: Saturday, August 17, 2019 10:33 AM 
To: Doug Varley <dvarley@holyfamily.dbq.pvt.k12.ia.us> 
Subject: letter regarding study 

  

Hi, Doug 

As part of my application for approval to do my doctoral study, I need a letter from you 

stating that I have your permission to complete this project within your school. A quick blurb 

on school or district letterhead or an HF email with your signature is just fine. Below are the 

links to the IRB application and the consent form my students will be signing so that you 

have a better idea as to what I’m doing. 

Thank you! 

Cathy 

  

Stierman 2019 Consent Form 

Stierman 2019 IRB Exempt Application 

  

 
  

mailto:dvarley@holyfamilydbq.org
mailto:dvarley@holyfamily.dbq.pvt.k12.ia.us
https://docs.google.com/document/d/1S89xzhPrT_s1yCiWn1mbva_ZA4Ac2N1qr6JJfy6s_V8/edit?usp=sharing
https://docs.google.com/document/d/1VHv14-C3vA5RLf5q2OswaoYY5hdm-8YzvxaIFNz96Xs/edit?usp=sharing
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APPENDIX K 

 

OOCUPATIONAL SOCIALIZATION PROMPTS 
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Occupational Socialization Prompts 

 

 

Acculturation – Prior to enrolling in teacher training  

 

1.  Describe your overall K-12 school experience. What and who stands out the most? 

 

2. Describe your focus content area(s) at the K-12 school(s) that you attended. Was it a 

good experience or a bad one? Describe the teachers. Do you think they were effective?  

 

3.  Describe your decision to pursue a career in teaching. Why did you make the 

decision? Who influenced you?  

 

4. What did you think it meant to be a teacher when you made the decision to enter the 

field? Looking back, do you think that you had an accurate or inaccurate 

conceptualization of what it means to teach? Why? 

 

 

Professional Socialization – Time in teacher training  

 

1.  What classes, instructors, or other students have had an important influence on 

helping you learn to be a teacher? How have these experiences shaped your orientation 

to teaching?  

 

2.  Have you encountered any approaches to teaching that you really like or dislike? 

What did these look like? What has led you to view the models in this way?  
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APPENDIX M 

INDIVIDUAL INTERVIEW #1 PROTOCOL AND SAMPLE MATERIALS 
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Interview #1 Protocol 

Reminder of consent form signed on first day of class. 

Ask permission to record. 

Ask student to select pseudonym. 

Review individual EI and resilience results. 

Describe EI and resilience.  

Review their entries. 

Reminder that these are THEIR self-reported numbers. 

Do they agree/disagree? 

If interested, links for increasing these traits at bottom of page. Some 

will be practiced during PDS. 

What aspects of activities of PDS do you feel have or will help you the most 

in preparing to be a teacher? 

Rank highest to least influential if not already given. 

During next interview will be in small groups and look at all of the results 

together to tease out more specifically what is helping you grow as a teacher. 

Thank you! 
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Emotional Intelligence and Resilience 

Stierman 

Emotional Intelligence (EI or EQ) 

 EI is “the ability to monitor one’s own and others’ feelings and emotions, to 
discriminate among them, and to use this information to guide one’s thinking 
and actions” (Salovey and Mayer, 1990).  

 “Individuals high in EI can accurately perceive certain emotions in themselves 
and others (e.g., anger, sadness) and also regulate emotions in themselves and 
others in order to achieve a range of adaptive outcomes or emotional states 
(e.g., motivation, creative thinking)” (O’Connor, Hill, Kaya and Martin, 2019).  

 Teachers with higher EI tend to exhibit better teaching performance because 
they are more understanding of the dynamics of classroom conflict situations, 
such that disruptive behavior can be substantially reduced (Drew, 2006; 
Jennings & Greenberg, 2009; Yoke & Panatik, 2015).  

 Teachers’ emotional intelligence has a strong positive correlation with teachers’ 
self-efficacy, and therefore teacher behavior and student outcomes. Teachers, 
male or female, with high social and emotional competence are more skillful in 
using emotional expression and verbal support to promote students’ 
enthusiasm and enjoyment of learning and to guide and manage student 
behavior (Moafian & Ghanizadeh, 2009; Sarkhosh & Rezaee, 2014; Wu, Lian, 
Hong, Liu, Lin & Lian, 2019).  

Resilience 

 Resilience is “a personality characteristic [or set of characteristics] that 
moderates the negative effects of stress and promotes adaptation” (Wagnild & 
Young, 1993). 

 The practice of resilience leads to positive mental health and well-being 
(Wagnild & Young, 1993).   

 Resilience as a complex amalgamation of positive psychological processes (i.e., 
self-esteem, social competence, self-discipline, and control over the 
environment) (Richmond & Beardslee, 1988).  

 To be resilient means to be internally strong, competent, optimistic, flexible, 
and realistic (Abiola & Udofia, 2011; Scoloveno, 2017).  

 

Research-based methods for increasing emotional intelligence: 
https://www.bakadesuyo.com/2018/01/increase-emotional-intelligence/ 

 

Research-based methods for increasing resilience: 
https://www.apa.org/helpcenter/road-resilience 

  

https://www.bakadesuyo.com/2018/01/increase-emotional-intelligence/
https://www.apa.org/helpcenter/road-resilience
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Small Group Interview 

a. Ask for permission to record. 

b. Review of what occurred during private interviews. 

c. Present them with collective feedback. Note organization into themes. 

d. Verify if items they shared in private interviews are present. Were 

words accurately represented and/or repeated? 

e. What things have we missed? What additions or clarifications would 

you suggest? 

f. Are there any items that need to be broken down further? A specific 

aspect of one of these items that should be noted? 

g. Within the first theme, rank the items that have been most impactful 

for you in your growth as a teacher from 1-5, with 1 being the highest. 

h. Within the second theme, rank the items that have been most impactful 

for you in your growth as a teacher from 1-5, with 1 being the highest. 

i. Within the third theme, rank the items that have been most impactful 

for you in your growth as a teacher from 1-5, with 1 being the highest. 

j. Now go back and look over the entire list. Put a star by, or circle, the top 

five items from the entire list of PDS aspects and activities. 

k. Collect. Will copy and return to you. We will do something similar to this 

again at the end of the semester. Thank you!  
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Results of PDS Identified Aspects  
 

General Professional Teaching Skills 

 Modeling expected behavior for/to students 
 Experience teaching multiple class periods  
 Getting to teach the entire period 
 Trying out new activities with students 
 Being able to make mistakes 
 Realizing that other pre-service teachers don’t get to do this 
 Starting to do this sophomore and junior year 
 Having small groups to start out with 
 Learning to ask questions that help students  
 Being observed and getting feedback on what I’m doing well 
 Learning to be flexible 
 Getting a chance to craft your own lesson 
 Seeing how different the same students can be in different 

classrooms/subjects 
 Incorporating info I already know with students 
 Being able to see different classrooms 
 Learning to keep going even when I mess up 
 Learning how to flip students’ questions back to them (reciprocal 

questioning) 
 Learning not to just give students the answers to their questions 
 Teaching a variety of subjects and making connections between content 

areas for students 
 Teaching a variety of subjects and using the same strategies in multiple 

areas 
 Seeing the online learning platform 
 Seeing what content students are actually working on 
 Building professional relationships with students 
 Getting to co-teach with other PDS students 
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Emotions Related to Teaching 

 Experiencing student behavior 
 Learning how to relate to struggling students 
 Learning to deal with stressful situations - Learning to control my own 

emotions when I’m angry/frustrated 
 Learning to control my own emotions when I need to set aside a situation 

and focus on teaching 
 Getting out of my comfort zone and working with peers I don’t know 
 Getting out of my comfort zone and teaching other subjects 
 Conquering fear of students’ response to me 
 Building professional relationships with students 
 Getting a feel for the differences in needs between 6th, 7th, and 8th grade 

students 
 Getting an idea of which age groups we want to work with in the future 
 Learning how to praise students on their academic work 
 Learning when to praise students on their academic work 
 Learning how to encourage and motivate students 
 Needing to immediately respond to student behavior such as when a 

student is upset/crying 
 Needing to immediately respond to student behavior such as when they are 

confused or have a misconception 
 Needing to immediately respond to student behavior such as in a medical 

emergency 
 Learning when to ask for help for students 
 Learning when to ask for help in my own teaching 
 Learning to not take what a student says personally 
 Having a support system for ideas on classroom management  
 Having a support system for ideas on teaching strategies 
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Working with Middle School Students 

 Experience student behavior 
 Modeling expected behavior for/to students 
 Trying out new activities with students 
 Working with all kinds of students 
 Learning how to relate to struggling students 
 Getting to be with the same students multiple times 
 Having small groups to start out with 
 Learning to ask questions that help students  
 Learning how to flip students’ questions back to them (reciprocal 

questioning) 
 Learning not to just give students the answers to their questions 
 Learning to be flexible 
 Seeing how different the same students can be in different 

classrooms/subjects 
 How to help students be accountable for their work 
 Teaching a variety of subjects and making connections between content 

areas for students 
 Conquering fear of students’ response to me 
 Seeing the online learning platform 
 Seeing what content students are actually working on 
 Building professional relationships with students 
 Getting a feel for the differences in needs between 6th, 7th, and 8th grade 

students 
 Getting an idea of which age groups we want to work with in the future 
 Learning how to praise students on their academic work 
 Learning when to praise students on their academic work 
 Learning how to encourage and motivate students 
 Needing to immediately respond to student behavior such as when a 

student is upset/crying 
 Needing to immediately respond to student behavior such as when they are 

confused or have a misconception 
 Needing to immediately respond to student behavior such as in a medical 

emergency 
 Learning when to ask for help for students 
 Learning to not take what a student says personally 
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Working with Middle School Teachers 

 It’s easier when the teacher tells us which activities or content they want us 
to cover 

 Have free range for lesson planning 
 Watching the modeling by classroom teachers when interacting with 

unmotivated students 
 Watching the modeling by classroom teachers when using techniques that 

encourage student engagement 
 Watching the modeling by classroom teachers when building relationships 

with students  
 Watching the modeling by classroom teachers when setting lesson 

expectations 
 Watching the modeling by classroom teachers when holding students 

accountable 
 Teacher giving us expectations/goals  
 Teachers giving us flexibility and ownership of how we teach a lesson 
 Teachers giving us flexibility and giving us more time to complete a 

lesson/unit 
 Teacher providing and explaining specific strategies for specific students 
 Having responsibility for students learning the material 
 Getting out of my comfort zone and working with teachers I don’t know 
 Teacher recognizing our comfort level and accommodating this  
 Teachers providing tips and constructive criticism 
 Seeing different teaching styles - those that are different but still effective 
 Seeing different teaching styles - those that aren’t effective 
 Teachers welcoming us into their classrooms 
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Working with Classmates and Professors 

 Learning steps to building a lesson 
 Emphasizing the need for planning 

 Having a support system for ideas on classroom management  
o Keeping students on-task 
o Redirecting disruptive students 
o Helping unmotivated students 
o Problem-solving  
o Working like a regular teaching team 
o Being comfortable enough to use this support system 
o Learning how to set up expectations 
o Rethinking why kids act/think the way they do (Steinberg) 

 Having a support system for ideas on teaching strategies 
o Practicing activities  
o Analyzing activities 
o Discussing/sharing ideas 
o Discussing/sharing what we have tried in the classroom 
o Classroom readings (Steinberg, Atwell, Wormeli) 

 Having more than one professor to go to for help 
 Learning work styles 

o Personal work style 
o Personal teaching style 
o Co-teaching style 

 Learning to reflect on my teaching 
o Seeing the stages of the 1st year of teaching 

 How to set up our own classroom (walls, bulletin boards, furniture) 
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INSTRUCTIONS FOR REFLECTION ON TEACHING 
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APPENDIX P 

HREVNACK GUIDED REFLECTIVE OBSERVATION AND ANALYSIS MODEL  
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Hrevnack Guided Reflective Observation and Analysis Model 
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Final Reflection Instructions 

Aspects of PDS Contributing to Success in the Classroom 
 

1. Name ______________________________________ (Pseudonyms will 
be used when added to my research. This is just in case I need to ask for 
clarification.)  

2. Here are the results from our second interview on aspects of PDS that you 
feel have contributed to your growth/success as a teacher. Additions and 
clarifications have been added. The most influential aspects of PDS that 
you identified have been highlighted. Please look everything over very 
carefully and note any additional CLARIFICATIONS or items that are 
MISSING.  

 

General Professional Training 

 Experience teaching multiple class periods  
 Getting to teach the entire period 
 Being able to make mistakes 
 Realizing that other pre-service teachers don’t get to do this 
 Starting to do this sophomore and junior year 
 Getting a chance to craft your own lesson 
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Working with Middle School Teachers 

 Watching the modeling by classroom teachers  
o When building relationships with students  
o When setting lesson expectations 
o When holding students accountable 
o When interacting with unmotivated students 
o When using techniques that encourage student engagement 
o Of different teaching styles  

 those that are different but still effective 
 those that aren’t effective 

 

 Teacher giving us  
o A welcoming attitude when in their classrooms 
o Expectations/goals  
o Flexibility in ownership of how we teach a lesson 
o Flexibility in giving us more time to complete a lesson/unit 
o Specific strategies for specific students 
o The activities or content they wants us to cover 
o Teaching tips and constructive criticism 

 

 Responsibility for students learning the material 
o Adjustments to activities based upon our own comfort level 

 

 Getting out of my comfort zone and working with teachers I don’t know 
 Being able to see how different classrooms function 
 Being able to see how different classrooms are set up 
 Seeing how teachers interact with one another 
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Working with Middle School Students 

 Modeling expected behavior for/to students 
 Learning when to ask for help for students 

 

 Teaching a variety of subjects and making connections between 
content areas for students 

 Seeing the online learning platform 
 Seeing what content students are actually working on 
 Incorporating info I already know with students 

 

 Getting a feel for the differences in needs between 6th, 7th, and 8th 
grade students 

 Getting an idea of which age groups we want to work with in the 
future 

 Seeing how different the same students can be in different 
classrooms/subjects 

 

 Trying out new activities with students 
 Using what I learned in PDS right away 

 

 Working with all kinds of students 
 Getting to be with the same students multiple times 
 Having small groups to start out with 
 How to manage student use of devices such as phones and laptops 

 

 Learning to  
o ask questions that help students  
o flip students’ questions back to them (reciprocal questioning) 
o not just give students the answers to their questions 
o be flexible in the types of questions to ask 

 

 Learning how/when to  
o praise students on their academic work 
o encourage and motivate students 
o not take what a student says personally 
o relate to struggling students 
o to be flexible when running a lesson 
o hold students accountable 
o build professional relationships with students 

 

 Needing to immediately respond to student behavior  
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o such as when a student is upset/crying 
o such as when they are confused or have a misconception 
o such as in a medical emergency 

 

 Learning how to  
o keep going even when I mess up 
o deal with stressful situations  
o learning to control my own emotions  

 when I need to set aside a situation and focus on 
teaching 

 when I’m angry/frustrated 
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Working with Classmates and Professors 

 Learning steps to building a lesson 
 

 Emphasizing the need for planning 
 

 Having a support system for ideas on classroom management  
o Keeping students on-task 
o Redirecting disruptive students 
o Helping unmotivated students 
o Problem-solving  
o Working like a regular teaching team 
o Being comfortable enough to use this support system 
o Learning how to set up expectations 
o Rethinking why kids act/think the way they do (Steinberg) 

 

 Having a support system for ideas on teaching strategies 
o Practicing activities  
o Analyzing activities 
o Discussing/sharing ideas and resources 
o Discussing/sharing what we have tried in the classroom 
o Classroom readings (Steinberg, Atwell, Wormeli, differentiation 

book) 
 

 Having more than one professor to go to for help 
 Being observed and getting feedback on what I’m doing well 

 

 Learning work styles 
o Personal work style 
o Personal teaching style 
o Co-teaching style 

 

 Learning to reflect on my teaching 
o Seeing the stages of the 1st year of teaching 
o Learning when to ask for help in my own teaching 

 

 How to set up our own classroom (walls, bulletin boards, furniture) 
 

 That everyone is in a different place in their teaching, so a wide variety 
of ideas 

 

 Getting out of my comfort zone and working with peers that I don’t know 
 Getting to co-teach with other PDS students 
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3. Now that you have clarified any items that need further explanation or 
added any missing items, please circle the FIVE items among ALL of the lists 
that you feel MOST contributed to your success in the classroom. You do not 
have to rank them. 
 

4. Finally, select the ONE aspect of PDS that you feel MOST contributed to 
your success in the classroom. Put a star by it in the lists and then explain below 
why you selected this item. Please be as SPECIFIC as you can. Thank you!!  
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APPENDIX R 

 

SCHUTTE SELF REPORT EMOTIONAL INTELLIGENCE TEST (SSREIT) 
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APPENDIX S 

 

WAGNILD AND YOUNG RESILIENCE SCALE 
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APPENDIX T 

InTASC MATRIX, DISPOSITION, EMOTIONAL INTELLIGENCE, AND 

RESILIENCE DATA FOR COHORT  
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