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Abstract 

 In today’s current teaching environment, challenges for teachers are multiplying and 

driving many teachers out of the classroom.  Teacher preparation programs face new constraints 

as a new wave of criticisms has resulted in programs that must find ways of preparing teachers to 

meet the needs of a diverse student population.  History teachers face additional challenges 

because of the ways in which the history teachers are prepared.  Often the decision to complete a 

bachelor’s degree in history is made independently of the decision to become a teacher. 

 The purpose of this study was to explore the motivations and perceptions of teacher 

candidates about their content area knowledge and about their on-going development as a teacher 

of history in the first semester of student teaching.  The objective of this study was to chronicle 

the professional development of these same candidates.  This study explored how four pre-

service history teacher candidates and one pre-service social studies candidate perceived their 

experiences in the first semester of a two-semester student teaching experience.  Data collection 

included interviews, observations and documents. 

 Results showed that the history teacher candidates chose the field of history for love of 

the topic.  Teacher candidates became teachers because of this content affinity along with 

affinity for high school.  They were positively impacted by their family support.  Teacher 

candidates expected to impact the lives of their students by providing them skills in critical 

thinking as well as other life skills as they taught them history.  Teacher candidates faced the 

realities of student teaching as they engaged in classroom activities.  Some were able to play an 

active role in molding classroom activities, while other teacher candidates played more of a 

supportive role.  Teacher candidates all worked to create meaningful relationships with their 
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mentor teachers, but at time were challenged by their placements.  Teacher candidates all 

participated in education coursework, but not all participants found the coursework equally 

useful within their student teaching experience.  History content coursework was perceived 

similarly.  Participants expressed that history coursework – which emphasized the content they 

taught while student teaching – was valued the most.  Despite the perceptions of teacher 

candidates that they had not internalized substantial information while in teacher preparation 

program, all the teacher candidates in the study felt confident as teachers at the end of the first 

semester of the student teaching experience.  Two teacher candidates looked forward to trying 

out a career in teaching, while the remainder expressed commitment for a long-term teaching 

career.   

  

 

 

Keywords: teacher candidate, teacher preparation program, history teacher candidate, 

preparation of history teachers, professional development of teacher candidates, student teaching 
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Chapter One  

Introduction 

Teacher preparation programs are facing a two-fold crisis.   Challenges for current 

teachers are intensifying and driving teachers out of the classroom (Thomson & Palermo, 

2014).  Additionally, an intense debate has ensued about the best way to prepare teachers 

(Zeichner, 2014; Zeichner & Liston, 1990).  An understanding of the motivations that 

draw individuals into teaching is important so that teacher preparation programs can 

continue to attract qualified individuals who will remain in teaching.  An understanding 

of how teachers perceive their professional development as they participate in a teacher 

preparation program is important because standards for teaching and learning are higher 

than ever.  Quality preparation of educators for our nation’s schools is critical to the 

success of individuals in the profession and the students in the nation’s schools (Darling-

Hammond L. , Constructing a 21st Century Teacher Education, 2006). 

Background to the Study 

In Western countries, teaching as a career choice has not been highly esteemed.    

Little is offered in the form of status and salaries (Lortie, 1977; Richardson & Watt, 

2010).  In order to better understand why individuals choose teaching as a career, it is 

important to understand how and why the decisions are made that facilitate teaching as a 

career choice.   Lortie’s (1977) seminal work, Schoolteacher: A Sociological Study, 

detailed the five main themes that attracted individuals to teaching: interpersonal, service, 

continuation, material benefits, and time compatibility.   
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 Interpersonal theme was characterized by the love of working with young 

people. 

 The service theme was characterized by the idea that teachers perform a 

‘sacred’ duty that is an important part of society  

 The continuation theme was characterized by the continuation of 

schooling that an individual enjoyed before becoming an adult.  

 The material benefits theme was characterized by stable income, job 

security, pensions, and other job-related benefits. 

 The time compatibility theme was characterized by the uniqueness of the 

teaching schedule.  (Lortie, 1977, p. 28).    

Teachers’ motivations “have implications for their continuing career 

development” (Richardson & Watt, 2010, p. 149).  Motivations for teaching impact a 

variety of important outcomes: job satisfaction, career longevity, student engagement, 

and psychological well-being (Watt & Richardson, 2008, 2010; Pop & Turner, 2009).  

Motivations for choosing teaching as a career are related to what aspects of the career are 

attractive to the person.   

Kyriacou, Hultgreen, and Stephens (1999) report that teacher candidates who 

value altruistic motivations often enter teacher education programs in order to improve 

society through teaching.  Teacher candidates who valued the external aspects associated 

with a teaching career, such as long vacations and predictable pay, were motivated by 

extrinsic considerations.  Teacher candidates who were motivated by intrinsic motivations 

often professed a love of teaching a specific content area (Kyriacou et al. 1999).  
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 Teacher preparation programs should identify and acknowledge the motivations 

that bring individuals into teaching, as well as examine the issues that drive individuals 

away from teaching.  A more realistic understanding of the actual professional lives of 

teachers can help pre-service teachers create a realistic set of professional goals that can 

sustain them throughout their teaching careers (Bruinsma & Jansen, 2010; Thomson, 

Turner, & Nietfield, 2012; Thomson & Palermo, 2014). 

There are varied and complex reasons for choosing secondary school teaching as 

a career.  The bulk of the motivations for choosing the career can be categorized into 

altruistic, intrinsic, or extrinsic motivations.  A better understanding of the motivations of 

choosing a career of teaching will better aid those working with teachers who are at any 

point of their career – in order to better facilitate job satisfaction, career longevity, and 

teacher success within the classroom (Bruinsma & Jansen, 2010; Thomson, Turner, & 

Nietfield, 2012) 

Teacher Preparation 

Teacher preparation remains an important part of teacher professional 

development and the quality of teacher preparation programs matters for teacher 

effectiveness (Darling-Hammond, 2000).  Current criticisms of teacher education 

programs are not new (Zeichner & Liston, 1990; Wilson, 2014), and stem from a series of 

reports from professional organizations and federal legislators.  Professionally, the 

National Council for the Accreditation of Teacher Education created a Blue Ribbon Panel 

which concluded that gaps existed between what schools need and how teachers are 

prepared (National Council for Accrediation of Teacher Education, 2010).  Criticism also 
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came from The National Council on Teacher Quality report which reviewed university-

based teacher preparation programs (National Council on Teacher Quality, 2013b).  This 

report concluded that most programs were not adequately preparing the nation’s future 

educators (National Council on Teacher Quality, 2013b).   

Federal legislation has included the No Child Left Behind Act (2001) and Race to 

the Top (2009).  Both these acts attempted to influence teacher educator programs 

through offering both incentives and punitive measures to states that made gains or 

dropped in measured annual yearly progress in their respective student achievement 

scores.   

History of Teacher Preparation Programs 

The requirements for teacher preparation have varied widely throughout the 

history of the United States.  In the 1700s, for example, teachers were hired by local 

authorities when no specialized education requirements were extant.  Teacher education 

programs were not part of higher education curriculum (Pulliam & Van Patten, 2013; 

Lortie, 1977).   Prior to the creation of formal teacher preparation programs, most 

teachers completed a liberal arts education and an apprenticeship experience within a 

school (Zeichner & Liston, 1990).  Angus (2001) stated that those who hired teachers 

were often prominent citizens of a town or city, rather than “professional educators”                                                                         

(p.11).  

The 19th Century saw the creation of more formal programs of teacher preparation 

whose curriculum was prepared by Colleges of Education (Angus, 2001).  Some of these 

early programs were operated by private academies found in a few northern states.  
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Midwestern universities often had small departments of education.  It was these small 

departments that evolved into the “modern university based schools of education” 

(Angus, 2001, p. 15).  Many of these early teacher preparation programs sought to 

prepare teachers to teach effectively in order to prepare students for the newly 

industrialized economy (Angus, 2001; Pulliam & Van Patten, 2007). Encouraging entry 

into a teaching career was also an issue, as teaching shortages in rural areas and major 

industrialized areas was common (Angus, 2001). 

Sedlak (2008) explained that during the 20th-Century, school adminstrators and 

teacher educators worked to create a more professionalized teaching force. This was 

accomplished through the requirements of more education courses at the university and 

an extended period of learning within a school setting.   During this time period, the 

“most aggressive public policy actions focused on fashioning an embryonic certification 

system” (p. 855).  Also during this time period, many states created departments of 

education which exerted control over the certification process (Angus, 2000). 

The National Council for the Accreditation of Teacher Education (NCATE) came 

into being in 1952.  Its purpose, as its name implies, was to grant accreditation to teacher 

education programs.  This new council was clearly designed to impact the design of 

programs that prepared teachers and was comprised of representatives from all 

stakeholders: teachers, university faculty, and state/legal representatives (Angus, 2001).  

NCATE’s goal was to lift the standards of teacher preparation programs across the board 

(Angus, 2001).   
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Quality of teachers became a major focus of national debate when the Soviets 

launched the satellite Sputnik into space in 1957 (Angus, 2001).  The United States was 

seen as a ‘loser’ in the education field as a result of the Soviet success in the space race.  

This perceived scientific victory of a communist power over America instigated a 

national debate over the condition of America’s schools and its teachers (Angus, 2001; 

Pulliam & Van Patten, 2007).  In light of this perceived failure, American education 

programs were under increased scrutiny.  The teacher quality debate had now become a 

matter of national security (Angus, 2001).  Teacher educators of the following decade 

argued that teachers needed new and “increased understanding of the separate 

understandings” (Grant, 2008, p. 128)  

Many of these criticisms were instigated by university liberal arts faculties who 

desired to play a greater role in teacher preparation (Zeichner & Liston, 1990; Angus, 

2001).  The faculties of programs, those of Liberal Arts and Colleges of Education, 

argued over who should control education.  Colleges of education were criticized for their 

low admission standards, courses with no meaningful content, and overemphasis on 

teaching pedagogy rather than content-based courses in the subject that secondary teacher 

would teach (Angus, 2001).  Some of these points of contention are still front line issues 

in current criticisms of teacher education programs (Wilson, 2014).   

Throughout the 1960s and 1970s, concern for equal access and opportunity to 

quality academic programs for all students dominated federal legislation with such acts as 

the Economic Opportunity Act, Head Start, and the Bilingual Education Act.  The 

Elementary and Secondary Education Act (1965) provided federal aid for the purchase of 
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textbooks, especially for low-income students.  This legislation also funded research in 

education.  Head start funded pre-kindergarten classes for low-income students.  Pulliam 

and Van Patten (2007) explained that despite these legal advances, public criticism of the 

education system continued to grow 

In 1983 Education Secretary T.H. Bell released a report on the deficiencies of our 

nation’s schools: A Nation at Risk.  The report stated that 23 million Americans were 

functionally illiterate and 13% of the nation’s youth were illiterate.  Additionally, student 

scores on standardized tests were lower than when Sputnik was launched.  American 

students overall were performing lower on SAT and College Board tests than previous 

years (The National Commission on Excellence in Education, 1983; Pulliam & Van 

Patten, 2007).  This report caught the attention of both the media and public and 

fomented momentum for educational reform.  However, as Pulliam and Patten (2007) 

note, many of the suggested reforms were mechanical in nature and not designed to 

improve pedagogy or create more rigorous curriculum.  These mechanical reforms 

included increasing admission standards to teacher preparation programs, increasing 

teacher salaries, and the creation of stipends and programs to outstanding candidates to 

the teaching profession (The National Commission on Excellence in Education, 1983).   

No Child Left Behind (NCLB) passed into law in 2001 and represented a shift in 

federal policy. As NCLB was implemented inducement and mandated strategies were 

used to encourage reform-based change (McDonnell, 2005).  NCLB influenced education 

policy at a state level, a change that was unprecedented (McDonnell, 2005).  Wiseman 

(2012) noted that NCLB “attempted to define highly qualified teachers by focusing on 
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subject matter preparation” (p. 87).  NCLB supported standards based-reform and tied 

federal funding to the administration of standardized assessments (No Child Left Behind, 

2001).  Since the passage of No Child Left Behind, teachers have been subjected to 

increased scrutiny by federal, state, and local education boards (Superfine, Gottlieb, & 

Smylie, 2012).  NCLB requires that teachers be “highly qualified.”  It also states that a 

secondary teacher must be highly qualified in the subject in which they teach.  Such 

criteria would demand that educators complete a degree in the subject that they are hired 

to teach and exhibit proficiency in their subject area through required exams. Passing the 

exams and completing a teacher education program earns teacher candidates their 

appropriate state licensure (Department of Education, 2004).  Individual states bear the 

responsibility of interpreting the dictates of these guidelines.    

Teacher quality has remained an issue into the new century.  As a result of NCLB 

and other reports, such as the Annual Report on Teacher Quality, many teacher 

preparation programs have worked to redesign their programs.   The redesigned programs 

feature rigorous clinical experiences, strengthened education coursework, subject matter 

pedagogy, teaching of English language learners, and inclusion of special needs students 

(Darling-Hammond L. , 2010).  Evidence from research studies conducted by Darling-

Hammond, Holtzman, Gatlin, & Heilig (2005) and  Darling-Hammond & Bransford, 

(2005) indicate that graduates of these reformed programs feel better prepared and are 

rated as being more effective by their supervisors.   

The latest wave of reform mandates was stimulated in part by the federally 

legislated Race to the Top (RTTT) and the strict evaluation criteria formulated by The 
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National Council on Teacher Quality (NCTQ).  RTTT is a federal program that was 

created in 2009.  It is also a competitive program that grants funds to states committed to 

empowering reform in a variety of areas, including teacher preparation programs (United 

States Department of Education, 2014).  The National Council on Teacher Quality created 

a report that reviewed university-based teacher preparation programs and concluded that 

these programs were not adequately preparing the nation’s future educators (National 

Council on Teacher Quality, 2013b).     

The newest criteria of current federal reform efforts include the tracking of 

teacher preparation program graduates once they are employed as teachers. RTTT 

requires teacher preparation programs to be held accountable for the production of 

effective teachers (Henry, Kershaw, Zulli, & Smith, 2012).  Teacher education programs 

are tasked with finding a way to “link student test scores to teachers to determine teacher 

effectiveness back to the programs that prepared them to teach” (Henry, Kershaw, Zulli, 

& Smith, 2012, p. 336).  The creation of data systems and the use of more standardized 

tests may make possible the creation of such tracking systems (Henry, Kershaw, Zulli, & 

Smith, 2012).  There are, however, considerable challenges to the future of such 

accountability systems: not all students are assessed, not all students are assessed every 

year, not all subjects are assessed, and a myriad of factors can impact student test scores 

(Henry, Kershaw, Zulli, & Smith, 2012).   

Attempts to reform teacher preparation programs are nothing new (Zeichner & 

Liston, 1990; Darling-Hammond, 2000).  Reform efforts have resulted in increased 

assessment of teacher preparation participants, increased time spent in the field, higher 
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quality classroom experiences taught at the university, and the use of professional 

communities to facilitate professional development (Wilson, 2014).  Students who 

graduate from these new programs are supposedly prepared  to become more effective 

educators, but how to define effective educator remains problematic (Wilson, 2014; 

Zeichner, 2014).  

Subject-Specific Teacher Development 

According to Virta (2002), becoming a subject-specific teacher is a process that 

requires many different ingredients: personal school experiences, attachment to a 

particular subject, socialization into an academic culture, becoming a subject specialist 

and socialization as a teacher within a teacher preparation program.  Often an individual’s 

choice to study a specific subject may precede their decision to become an educator 

(Little, 1990).  Secondary schools are organized around specific subjects, and a teacher’s 

chosen subject is part of an essential framework that impacts professional development 

throughout the career span (Grossman & Stodolsky, 1995).  Subject specific concerns are 

not recognized in the current reform efforts, yet “subject matter represents a critical 

strand” in the understanding of professional development of teachers (Grossman & 

Stodolsky, 1995, p. 10).   

Virta (2002) avers that pre-service teachers must learn how to make sense of the 

“passion and motivation” for their subject areas (p. 687).  Subjects have their own sub-

cultures and even social standing within the secondary school setting (Virta, 2002; 

Grossman & Stodolsky, 1995).  The professional development of teachers starts with 

previous beliefs about the value of specific subjects and the role of teaching (Virta, 2002; 
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Lortie, 1977).   Individuals who choose history as their content area must be “steeped in 

the disciplines” that they will teach, as well as in skills and behaviors associated with 

being an effective teacher (Bain & Mirel, 2006, p. 213).  How subject specific concerns 

fit into this new era of reform remains to be clarified.      

Background to the Problem 

Becoming a secondary teacher: the state of Texas  

Individuals seeking to be secondary educators in Texas are required to complete a 

four year degree program and a teacher preparation program approved by the State Board 

of Education.  (Texas H.B. 2012 - Texas Educator Programs, 2013). The future educator 

must complete coursework in the subject area they wish to teach and the appropriate 

course work in a teacher preparation program.  Secondary teacher candidates must pass 

two standardized assessments offered by the state.  Teacher candidates must pass an exam 

which covers pedagogy and professional responsibilities (PPR) and a content area exam 

referred to as Texas Examination of Education Standards (TExES). Content area exams 

are designed around standards that the state of Texas has created for each secondary 

content area.  Manuals that detail the content are prepared by the Texas Education 

Agency (Texas Education Agency, 2013).   Teachers may add other content area 

certificates once the initial certification is completed (Texas H.B. 2012 - Texas Educator 

Programs, 2013).  For example, an individual who becomes certified to teach history in 

grades 8-12, may take the exam for composite social studies (grades 8-12) and then be 

certified to teach any course in grades 8-12 social studies.   
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The History Major: A Degree Plan with Choice 

A person who majors in history has many course work decisions to make.  Once a 

student is enrolled in a college of Arts and Sciences and declares history as a major, they 

have some freedom to make decisions about which history classes to take.  An 

examination of three large Texas universities revealed similar requirements for a 

Bachelor of Arts in history. 

The general requirements for history majors in these three universities are 

synthesized as follows: 

 Two semesters of World History  

 Two  classes in United States History 

 Remaining classes are to be from the three major areas, and 

students must take a variety of courses from all three: 

o United States History, European History and African, 

Latin-American or Asian History 

 Texas History is a required class for those students desiring to be 

certified to teach history in the state of Texas.   

An individual who has declared a major in history is given a high degree of 

freedom to take classes that reflect personal interest. There are few prerequisites for 

history classes other than the completion of the core classes in United States History and 

or World History.  A quick preview of a history department catalog reveals a variety of 

classes with intriguing names such as “History of the Mafia” and “Earth, Wind and Fire: 

Nature and History in America” (Texas Tech University: History Department, 2014).  
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While freedom of choice enables the creation of a plan of study that reflects individual 

choice, it is not certain that this approach prepares an individual to be a secondary school 

history teacher in schools where the curriculum and the span of content is determined by 

Texas Essential Knowledge and Skills (TEKS).  

Problems History Teachers Face: State-Mandated Standards   

The Texas Essential Knowledge and Skills (TEKS) are the educational standards 

that detail what students in Texas schools should know and be able to do at the end of 

each course.  The State Board of Education has the legislative authority to adopt the 

TEKS for each subject of the required curriculum.  The Social Studies TEKS are defined 

in the Texas Administrative Code (TAC) Title 19, Part II Chapter 113 (Texas, 2010).  

Secondary level social studies courses most commonly taught in the state of Texas 

include the following:  

 World History 

 United States History (to 1877)  

 United States History (since 1877) 

 World/Cultural Geography 

 Government 

 Economics 

 Introduction to Sociology 

 Introduction to Psychology 

 Texas History  

Teachers are required to teach the content and skills that are detailed in the TEKS.   
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Currently an individual must pass the PPR then a TExES content area exam to 

assess knowledge to be granted a teaching certificate.  In order to teach history in grades 

7-12, an individual must pass the history TExES exam.  Preparation manuals have been 

created in order to assist individuals in preparing for the assessment (Texas Education 

Agency, 2013, http://cms.texes-ets.org/files/2313/6698/7446/history_7_12_233.pdf).  A 

teacher who meets these requirements would then be certified to teach the following 

secondary history courses: United States History, World History or Texas History.  An 

individual who passes the social studies exam may teach any social studies course at the 

secondary level.  Since a student with a declared major in history to a large degree selects 

her/his own classes, those selected classes may or may not provide the support for the 

subjects that the future teacher may find themselves assigned.   

Problems History Teachers Face: Preparation (Methods Course) 

How best to prepare future history teacher remains a puzzle (Warren & Cantu, 

2008).  History departments and teacher education departments are not likely to 

communicate or teach collaboratively (McDiarmid & Vinten-Johansen, 2000).  Many 

history professors feel little “connection, personally or academically, to K-12 education” 

(Schwartz, 2000, p. 36).  Those history professors who do work with education 

departments are given little incentive to do so, as inter-departmental work is not often 

valued by departmental promotion or a factor in tenure decisions (McDiarmid & Vinten-

Johansen, 2000; Schwartz, 2000).   

In order to be an effective history teacher, future history teachers must be 

proficient in their content.  However, it is argued that future history teachers must move 
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beyond traditional teaching methods in order to improve students’ abilities to think with 

history (Wineburg & Wilson, 2001).    Bain & Mirel (2006) argue that future history 

teachers must be able to be able to understand how historians “frame historical problems, 

select and organize factual details, analyze and construct historical stories” (Bain & 

Mirel, 2006, p. 213).  However, these types of skills are not likely learned at the 

undergraduate level in history departments (Bain & Mirel, 2006; Schwarz, 2000).  Future 

history teachers most likely take their content courses within the history department and 

their pedagogy within the teacher preparation program.  In particular, the methods course 

is designed to give the future history teacher the skills they need in order to use the 

appropriate teaching methodology so that their students gain historical understanding. 

Future history teachers often take a methods course offered within the teacher 

preparation program.  The methods course is designed to facilitate the ability of the future 

teacher to teach effectively within their content area.  McDiarmid & Vinten-Johansen 

(2000) contend that those courses are sometimes taught by an individual who did not 

specialize in history.  A future history teacher must be able to understand the historical 

content and be able to think critically about how and why historical narratives and texts 

are created in order to create meaning for her/his students (Bain & Mirel, 2006).  A single 

methodology course in concert with a history degree is unlikely to provide beginning 

history teachers with that needed ability (McDiarmid & Vinten-Johansen, 2000; Bain & 

Mirel, 2006).  
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  Problem Statement  

An individual who becomes a teacher makes many decisions in the course of their 

career.  An individual can be attracted to a subject first and the profession of teaching 

later (Grossman & Stodolsky, 1995; Virta, 2002).  Regardless of the order of decisions, a 

person who declares a major in history has many course-work decisions to make.  As 

these decisions can be made independent of one another, students of history may find 

themselves unprepared to “translate content into teaching” (Virta, 2002, p. 693).  Unless 

the future history teacher is well-versed in the content that they may teach - and 

understand how best to teach that content- they may enter the classroom lacking skills 

sets to teach the subject effectively (Bain & Mirel, 2006).  Teacher preparation programs 

may not fully support the transformation from history major to history teacher 

(McDiarmid & Vinten-Johansen, 2000). Classes taken in methodology and curriculum 

development may not be subject specific or if they are, they may not always be taught by 

an individual with a history education background (McDiarmid & Vinten-Johansen, 

2000).  Many history majors who are preparing to be secondary teachers may find 

themselves unprepared to combat the challenges of the secondary classroom.  In order to 

illuminate such challenges faced when an individual chooses to become a history teacher, 

and how that individual perceives the utility of both her/his history content classes and 

the teacher preparation program, needs to be examined.   

Purpose of the Study, Research Objectives and Guiding Questions 

The purpose of this study was to explore the motivations and perceptions of 

teacher candidates about their content area knowledge and about their on-going 
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development as a teacher of history in the first semester of student teaching.  The 

objective of this study was to chronicle the professional development of pre-service 

history teachers in their first semester as a teacher candidate.  To that aim, the following 

research questions guided this study: 

1.  What are the motivators/attractors of teacher candidates to the teaching career? 

2. What do history teacher candidates’ life-stories reveal about their journey 

towards becoming a history teacher? 

3. How does a history teacher candidate view their educational experiences in the 

content area in light of their experiences as a student teacher?  

4. How does a history teacher candidate envision their teaching future in light of 

their current experiences?  

Significance of the Study 

The chronicle of these individuals’ life-stories will provide a deeper 

understanding of the process of the professional development of a history teacher in the 

first semester of a two-semester student teaching program.  This study will be of 

particular value to those who work with teacher educator programs, especially those who 

work specifically with preservice history teacher candidates.  The study will also benefit 

departments of history as they seek to prepare teacher candidates by providing relevant 

and specific content to their students.  School district support staff work to support all 

varieties of support to teacher.   An awareness of how history teachers are prepared would 

better enable school district support staff to plan initial professional development for new 

hires and plan for on-going professional development as well.   
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Assumptions 

Several assumptions were the basis of this study: first, this study was guided by 

the belief that history should be an important and valued part of the secondary 

curriculum.  Second, this study was inspired by the belief that those choosing to be 

history teachers should be granted autonomy of teaching decisions and be given support 

and attention.  Thirdly, this study assumed that all participants came to the decision to be 

a history secondary educator of their own accord and would participate honestly in the 

interview process.   

Limitations 

 Several limitations also impacted this study.  The researcher was limited 

by access to participants due to constraints of time and place.  The researcher had access 

to a pool of participants in her immediate geographic area.   Time in the field was limited 

as was access to the participants, as the researcher was a full-time teacher during the 

research collection period.   

Definitions 

The following terms will be used throughout this study. The definitions 

underscore how they will be contextually situated:  

Core – refers to classes within the areas of English language arts, social studies, 

mathematics, and science offered within a high school. 

End of Course Exam – The EOC is administered at the end of specific subjects 

taken during high school.  Current EOC exams are administered for English I, II, Biology 
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and United States History since 1877.  Certain levels of academic readiness are necessary 

as part of the graduation requirements (State of Texas, 2015). 

Field experiences – provides opportunities for the teacher candidate to observe or 

teach/co-teach a high school class room. 

History teacher candidate – an individual who has chosen history for a major 

within a College of Art and Sciences and has enrolled in traditional teacher education 

certification program.   

Inclusion Teacher – a certified classroom teacher who provides a variety of 

support services for students with an individual education plan within a mainstream 

classroom setting. 

Mentor teacher – Teacher of record in the secondary classroom who works with 

the student teacher during the field experience.   

Secondary teacher – currently the secondary teaching certificate certifies 

individuals to provide instruction in the content area from grades seven through twelve in 

the state of Texas.  Specific secondary content certificates are currently available in 

chemistry, computer science, dance, English/language arts/reading, history, 

hospitality/nutrition and food science, human development and family studies, 

journalism, life science, physics/mathematics, physical science, social studies composite 

(economics, government, geography, and history) and speech. 

Site Coordinator – an individual who works with teacher candidates and mentor 

teachers.  They coordinate activities, and facilitate exchange of information.  Site 

coordinator’s responsibilities also include evaluation of the performance of the teacher 



      Texas Tech University, December 2015, Joan Jenkins 

20 

 

candidate within the mentor teacher’s classroom (Cuenca, Schmeichel, Butler, 

Dinkelman, & Nichols Jr., 2011). 

State of Texas Assessments of Academic Readiness – The STAAR program 

provides for a series of assessment that address concerns of academic readiness.  A 

variety of assessment are taken through a student’s career.  End of Course (EOC) exams 

are administered at the end of United States History Since 1877.  Student must meet 

certain levels of academic readiness on these exams in order to graduate from high school 

(State of Texas, 2015). 

Student teaching – refers to the phase when the teacher candidate is actively 

teaching and/or co-teaching under the supervision of a mentor teacher and site 

coordinator in a high school class room. 

Teacher candidate -  any individual who has committed to becoming a teacher and 

who has entered a teacher preparation program with the intent of completing the required 

classwork and certification process in order to become a certified history teacher in the 

state of Texas. 

 Teacher Preparation Program – a university based program that offers the needed 

education courses and supervised field experiences to attain a teacher certificate.   

Texas Essential Knowledge and Skills - The TEKS are the curriculum standards 

adopted by the Texas State Legislature and define the standards and curriculum that it is 

to be taught in Texas.  All content areas K-12 have a state adopted TEKS associated with 

them, either by year (Pre-K-5), or by content area (6-12).   
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Summary 

The purpose of the study was to explore the teacher candidates’ perceptions of 

their content area knowledge tangential to subjects they might teach in public schools and 

on their on-going development as a teacher of history in the first semester of student 

teaching.  An additional purpose was to explore the motivations behind the teacher 

candidate’s decision to become specifically prepared as a history teacher.  This case study 

will be of interest to teacher education programs as they seek to improve their practices 

for all their secondary history teacher candidates.  This case study would also be of 

interest to districts who wish to better support their history teachers.  The understanding 

of teacher motivations and of teacher perceptions about their own preparations will better 

enable those who work with teachers to support them more appropriately and enable 

longevity in the classroom.    
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Chapter II 

Review of Literature 

The focus of this study was to explore the motivations and perceptions of teacher 

candidates about their content area knowledge and on their on-going development as a 

teacher of history in the first semester of a two semester student teaching experience.   To 

provide the framework needed to explore this issue, the literature that follows examines 

the following themes: motivation for choosing teaching as a career, teacher preparation 

programs, professional development of secondary teacher candidates, the student 

teaching experiences, and the preparation of history teachers. 

Motivations for Choosing Teaching as a Career 

Gurarino, Santibanez, and Daley (2006) argue understanding teacher motivation is 

important because the goal of the education system is to provide every student with a 

high-quality education.  The United States continues to face the problems of acute teacher 

attrition and a simultaneous need for higher teacher quality (Thomson, Turner, & 

Nietfield, 2012).   Very few studies exist that combine the issues of recruitment and 

retention with teacher quality for a variety of reasons – it is difficult to create definitions 

of an effective teacher with any consensus and few sources of data exist that would 

enable a researcher to track such teachers (Guarino, Santibanez, & Daley, 2006).   

Understanding motivation is also beneficial for the education system as well in order to 

meet the dual goals of recruiting and retaining effective teachers (Guarino, Santibanez, & 

Daley, 2006; Thomson, Turner, & Nietfield, 2012; Watt, et al., 2012).   
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In Western countries, teaching as a career choice has not been highly esteemed.  

Teaching careers offer little status and low salaries (Lortie, 1977; Richardson & Watt, 

2010; Richardson & Watt, 2006).  In order to better understand why individuals choose 

teaching as career, it is important to understand how and why the decisions are made that 

facilitate teaching as a career choice.  Watt, Richardson, Klusmann, Kunter, Beyer, 

Trautwein, and Baumert (2012) argue the daily job of teaching has become more complex 

and demanding than in the past.  Teachers face an increasingly diverse school population, 

higher expectations of schools, and new types of responsibilities.   At the same time that 

teaching jobs are changing, teacher attrition has led to a demand for higher teacher 

quality (Watt, et al., 2012). 

Lortie’s (1977) seminal work, Schoolteacher: A Sociological Study details the five 

attractors to the profession of teaching.  Lortie describes them as: the interpersonal 

theme, the service, theme, the continuation theme, material benefits, and the theme of 

time compatibility.   

 The interpersonal theme attracts those individuals with a desire to work 

with young people.   

 The service theme attracts those who seek to perform a special service to 

society by working with children.   

 The continuation theme attracts those who enjoyed their schooling 

experiences and want to work in a school-type setting.   
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 The material benefits theme can be under-emphasized, but yet there are 

significant material benefits associated with teaching such as pay, prestige, 

and employment security.   

 The theme of time compatibility addresses the unique schedule of teachers 

– such as vacation time around the holidays and extended time off in the 

summer (Lortie, 1977, pp. 26-46).  

Recent studies have incorporated much of Lortie’s work about the attractors to 

teaching.  There have been large numbers of studies from various countries that 

document the reasons for choosing teaching as a career (Richardson & Watt, 2010).  The 

dominant country in these studies has been the United States (Richardson & Watt, 2010).  

For studies completed up until the 1990s, the service theme emerged as the predominant 

reason for teachers entering the field (Richardson & Watt, 2010).  Watt and Richardson 

worked to develop a new model – the FIT-choice (Factors Influencing Teaching) – which 

incorporated Lortie’s work in what they considered to be a more systematic model which 

could be applied to multiple nations and contexts (2007).  

The FIT-choice model (Factors Influencing Teaching) was developed in order to 

evaluate the primary motivations of teachers to teach.  The model enables “definitional 

precision” and eliminates overlapping categorizations (Watt & Richardson, 2007, p. 168).  

Expectancy value theory was used as a framework to create the model.  Expectancy 

theorists “regard success expectations and task valuation as major determinants of 

motivation for academic choices” (Watt & Richardson, 2007, p. 169).   The model that 

emerged balances an individual’s prior teaching and learning experiences, feelings about 
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the task of teaching, the intrinsic career values associated with teaching, personal utility 

value, and social utility value (Watt, et al., 2012; Watt & Richardson, 2007).  

Features of the model: 

 The intrinsic values associated with teaching 

o Characterized by being interested in and liking teaching.   

 Personal Utility Value 

o Characterized by desire for job security, time for family and job 

transferability 

 Social Utility Value 

o Characterized by the desire to work with children, shape future 

generations, and make a social contribution 

 All of the above factors are impacted by 

o Self-Perceptions of teaching ability 

o Task Demand – what are the career demands of a teacher 

o Task Return – what are the benefits of being a teacher (Watt & 

Richardson, 2007, p. 176) 

Intrinsic Value 

Watt, Richardson, Klusmann, Kunter, Beyer, Trautwein, and Baumert (2012) 

explains that the intrinsic values associated with the choice of teaching as a career has 

been less researched, but has emerged as an important part of the motivations for many 

individuals.  Thomson, Turner, and Nietfield (2012) explain that intrinsic value factors 

are characterized by subject enjoyment, believing the subject is important for students, 
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personal enjoyment of the subject, and job mobility.  The intrinsic value of teaching 

combined with an individual’s beliefs about the ability to become a teacher emerged as 

some of the stronger motivations that draws individuals towards a teaching career (Watt 

& Richardson, 2006).  Thomson, et al (2012) noted that intrinsic values have emerged as 

some of the higher motivational characteristics of future educators.  

Personal Utility Value  

Personal utility values are characterized by concern for quality of life issues such 

as job security, job transferability, and time for family (Watt & Richardson, 2007).  Time 

for family has been long been an attractor for female teachers (Lortie, 1977).  Lortie 

(1977) notes that the care of children is said to be women’s work and teaching has been a 

historically acceptable job for women.  Women have come to dominate the teaching field.  

Time for family emerges as a significant factor for choosing teaching as a career in 

multiple studies (Watt, et al., 2012; Watt, 2007, Guriano, et al. 2006, Olsen, 2008).  Watt, 

et al (2012) argue that job security emerged in many studies as well.  Individuals who 

chose teaching wish to have long-term stable earning opportunities.  Job security emerged 

as a theme amongst those who were making a career change into teaching (Richardson & 

Watt, 2005).  Job transferability refers to the ability to secure a teaching position in 

different countries or areas (Richardson & Watt, 2005; Thomson, et al., 2012).  This also 

emerged as a theme with those who changed careers (Richardson & Watt, 2005).  

Teaching can be a desirable career for many who wish to have job stability combined 

with some ability to have job transferability.  
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Social Utility Value  

Social utility values resemble “altruism as variously described in the teacher 

education literature” (Watt, et al., 2012, p. 793).  Social utility values are characterized by 

desire to shape future generations, enhancing “social equity,” making a contributions to 

society, and working with children (Watt, et al., 2012, p. 793).  Social utility value has 

been one of the longest held attractors to the teaching profession (Lortie, 1977).  Lortie 

(1977) explains that “one can argue that teaching as service is grounded in both sacred 

and secular aspects of American culture” (p. 28).   Individuals who wish to help under-

privileged youth, benefit the socially disadvantaged, and shape future generations all are 

likely to report these beliefs as motivators for choosing teaching as a career (Watt, et al., 

2012, Richardson & Watt, 2010, Thomson & Palermo, 2014, Olsen, 2008).  Thomson, et 

al. (2012) researched the motivations of pre-service teachers and based on their responses 

to surveys placed those individuals into clusters.  These clusters were identified by major 

characteristics: cluster one was enthusiastic, cluster two was conventional and cluster 

three was pragmatic (Thomson, et al. 2012, Thomson & Palermo, 2014).  Those placed 

into the cluster one and two indicated a degree of altruistic beliefs about the role of 

teachers.  The third cluster were pragmatic and were motived by more intrinsic 

motivations and were least impacted by altruistic motivations.  Schultz, Crowder, and 

White’s (2001) study also indicated that pre-service teachers are often motivated by 

altruistic beliefs when selecting the career of teacher.   Historically, these beliefs were 

accorded the strongest influence in the selection of teaching as a career, but Watt et al. 

(2012) argue that other motivations are emerging more strongly.   
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Additional Attractions to the Profession 

Perceived Ability 

Other factors impact the decision to become a teacher.  In Watt & Richardson’s 

(2007) study, individuals who chose teaching as a career often rated themselves as having 

teaching ability.    In an international study completed by Watt, et al. (2012) pre-service 

teachers from the United States, when compared with German and Australian pre-service 

teachers, ranked themselves the highest in perceived teaching ability.  Olsen’s (2008) 

study also revealed that individuals who choose teaching as a career often believe that 

they are effective at tasks related to teaching such as explaining things to others.  

Perceived ability is a potent attractor to the teaching career that is not often addressed by 

teacher preparation programs (Watt & Richardson, 2007).     

Task Demand and Return 

Task demand and return concerns are characterized by what are often considered 

the more negative and more positive aspects of teaching as a career.  Task demand 

contains two constructs that Watt and Richardson (2007) called expert career and high 

demand.  Task return is characterized by three constructs: social status, teacher morale, 

and salary (Watt & Richardson, 2007).   

Task demand issues include the understanding that teaching requires expert 

knowledge, high levels of technical knowledge, large workload, and can be emotionally 

demanding (Richardson & Watt, 2012; Watt, et al., 2012).  Task return issues include the 

understanding that teachers are perceived as professionals, as holding a high-status, have 

high morals, and are valued by society.  Pre-service teachers from the United States, 
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when compared with German and Australian pre-service teachers, had the highest 

perceptions of task demand (Watt, et al. 2012).  Teachers from the United States 

perceived that teaching was a career choice valued by society, but whose work was 

underpaid (Lortie, 1977; Watt, et al., 2012).   Both of these issues, both task demand and 

task return have implications for teacher recruitment as well as designing professional 

development that sustains and addresses teacher candidate concerns (Watt & Richardson, 

2008).   

Social Dissuasion 

Social dissuasion occurs as a result of factors that could dissuade a teacher 

candidate from their career choice.  Lortie (1977) describes teaching as a career that is 

“special, but shadowed” (p. 28).  Teachers find themselves honored, lampooned, and 

disdained all at the same time (Lortie, 1977).  Teachers provide valuable services to their 

students, but typically the career is regarded as being low-status.  Schutz, Crowder & 

White’s (2001) study relates that individuals can be dissuaded from their career choice of 

teaching by family members who rate teaching as a poor career choice.  Watt’s, et al. 

(2012) study revealed that pre-service teachers in the United States ranked social 

dissuasion issues comparatively higher than the other countries surveyed.   In order to 

make professional development of teachers more responsive to teacher candidates’ needs, 

teacher preparation programs need to provide support to candidates in order to negotiate 

and understand both the positive and negative aspects regarding the teaching career.  
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Impact of Family  

Family support can facilitate the choice of the teaching career.  Lortie (1977) 

reports that data within his particular study revealed that one third of the respondents had 

a close family member who was a teacher.   Schutz and Crowder’s (2001) study notes 

that there were four main type of influences that impacted the teaching career choice: 

family influences, teacher influences, peer influences and teaching experiences.  Pop and 

Turner (2009).  Closely related to family experience, is individual experience.  Teacher 

candidates often choose teaching as a career, because their own experience as a student, 

plus their perceived experiences of family, enable them to believe that possess inside 

knowledge of what it means to be a teacher (Lortie, 1977).  Pop and Turner relate that 

helping teacher candidates acknowledge the motivations that brought them to the 

teaching career is important so that teacher preparation programs can better “scaffold pre-

service teachers’ development of confidence, self-efficacy, and realistic beliefs about 

teaching” (Pop & Turner, 2009, p. 697). 

Future Career 

 Watt and Richardson (2008) suggest that the reasons why individuals choose 

teaching for a career plays a role in the level of engagement within the teaching career as 

well as long term employment.  Teacher candidates that considered themselves more 

highly motivated were more likely to have a goal to stay in the teaching profession long 

term (Watt & Richardson, 2008).  Thomson, Turner, and Nietfeld (2012) also report the 

type of beginning teacher – whether they be motivated by altruistic or intrinsic – 

influences the future career trajectory.  The researchers suggest that if career expectations 
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could be more closely matched with the real experiences once a job is secured – then 

retention within the teaching careers could be improved (Thomson, et al., 2012).   Capps, 

Burger and Holt’s (2011) study – completed specifically within Texas universities – 

reveals that when undergraduates were asked whether or not they were satisfied with their 

career selection, high school teachers believed that they were most likely not to enjoy 

their future career choice.  Capps, et al (2011) further suggest that teacher preparation 

programs should review the dispositions of those in their various programs in order to 

best place them within a teaching field so as to facilitate future teacher retention.  

Summary 

Understanding the motivations that drive individuals towards a career in teaching 

is paramount.  In order to attract more individuals to the teaching careers, teacher 

preparation program need to focus their recruitment efforts (Watt, et al., 2012).  

Stereotypes about motivations for choosing the career of teaching abound.  Some of these 

stereotypes include: teaching as a family-friendly career,  teachers want to shape future 

generations, or even ‘those who can’t – teach,’  and teaching might be a fall back career 

choice if an individual didn’t make it into graduate school, medical school or even law 

school (Lortie, 1977; Richardson & Watt, 2010).   

Richer understandings of what attracts individuals towards a career in teaching 

would help teacher educator programs more proactively help those individuals enrich 

their understandings of the professional lives of teachers.  There are many different types 

of teacher candidates that have will have different levels of commitment towards the 

teaching career and varying career plans (Watt & Richardson, 2008).  A more realistic 
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understanding of the actual professional lives of teachers can help teacher candidates 

create a realistic set of professional goals that can sustain them throughout a career in 

teaching (Bruinsma & Jansen, 2010; Thomson, Turner, & Nietfield, 2012). 

Teacher Preparation 

Disagreement about the effectiveness of teacher preparation programs has been 

intensely debated in recent years (Darling-Hammond, Holtzman, Gatline, & Heilig, 2005; 

Zeichner, 2014).  Cochran-Smith (2010) notes that there is no consensus about “what 

teachers need to know, who should provide education for teachers, how teachers should 

be certified, and licensed, and what role university-based teacher preparation programs” 

should occupy (p. 13).  Most definitions of effective teacher preparation programs share 

similar characteristics.   

Brouwer and Korthagen (2005) explain that teacher preparation programs must 

combat the notion that teacher preparation programs impact teacher behavior very little 

once teachers gain autonomy within their own classroom.   Darling-Hammond (2005) 

and Brouwer and Korthagen (2005) both contend that teacher preparation programs 

provide valuable teacher preparation, but believe that teacher preparation programs must 

invigorate and improve their practices.  Cochran-Smith (2010) argues that there exist key 

questions that frame these issues surrounding teacher preparation.  These questions must 

be addressed with the knowledge that education and education policy are inherently 

political (Cochran-Smith, 2010).  These questions address the following issues: the role 

of teacher knowledge (practical and content), teacher learning, and understanding student 

outcomes. 
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Darling-Hammond (2006) points out standards for student learning are higher 

than ever before.  The knowledge and skills needed for effective competition in the global 

market are continuing to increase and diversify.  As a result, demands on teachers are 

changing.  Teacher preparation programs must learn how to better support and create 

environments to foster these needed skills.  Jarvis-Selinger, Pratt, and Collins (2010) 

argue one of the purposes of teacher preparation programs is to challenge participants’ 

beliefs about teaching and learning in order to create pedagogical awareness and guide 

the “professional transformation from student to teacher” (p. 69).  

 Feiman-Nemser (2001) states that the central task of a teacher education 

programs is to provide teachers with what they need to “know, care about, and be able to 

do in order to promote substantial learning for all students” (Feiman-Nemser, 2001, p. 

1016).  Teacher must not only be able to manage classroom behavior, but also must be 

able to deliver content to an ever more diverse group of students (Darling-Hammond, 

2006; Feiman-Nemser, 2001). 

What Teachers Need to Know 

Bransford, Darling-Hammond, and LePage (2005) suggest that teachers need to 

know the following: knowledge of learners, how learners develop, knowledge of 

teaching, and knowledge of the chosen subject matter.  The authors also suggest the idea 

that teachers must understand that one of the goals of teaching is to “prepare all students 

for equitable participation in a democratic society” (Darling-Hammond & Bransford, 

2005, p. 11).    However, Forzani (2014) argues that the current standards based 

classroom and its associated high stakes assessment requires that teacher candidates be 
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prepared to meet these specific needs through the acquisition of core practices.  Teacher 

preparation programs that organize themselves around core practices try to imbue their 

teacher candidates with the specific skills necessary to be an effective teacher: how best 

to present content, methodologies, use of assessments, and the evaluation of teaching 

through the use of video (Forzani, 2014).  How best to encourage teacher candidates to 

meet these learning objectives remains elusive.   

Programs that are rated as highly successful offer participants a program that 

“deliberately combines experience, reflections, and study” (Darling-Hammond, Chung, & 

Frelow, 2002, p. 293).  Effective programs integrate both theory and practice.  Korthagen, 

et al. (2006) believe that teacher preparation programs need to help teacher candidates 

focus on learning from their experiences (both life experiences and while student 

teaching) and how to build professional knowledge.  Such professional knowledge is 

gained through education coursework, as long as it is purposely designed (Korthagen, 

Loughran, & Russell, 2006).   These types of programs can only be created when the 

teacher preparation programs have worked to create a clear vision of their program 

(Feiman-Nemser, 2001; Darling-Hammond L. , 2006, Korthagen, et al. (2006).   

Korthagen’s, et al. (2006) analysis of teacher preparation programs compared 

three teacher preparation programs.  The researchers suggest that there exits certain 

principles that should guide teacher preparation programs.   While these principles are 

similar to those suggested by other researchers, these guidelines are influenced by the 

belief that “one does not learn through experience, but through reflection on experience 

and through interaction with others” (Korthagen, Loughran, & Russell, 2006, p. 1025).   
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A few of the principles suggested are: learning about teaching involves continuously 

conflicting and competing demands, learning about teaching requires a view of 

knowledge as a subject to be created – rather than as a created subject, and learning about 

teaching is enhanced through teacher candidate’s completion of research.  Korthagen, et 

al (2006) contend that such emphasis will improve teacher preparation programs in part 

because they will encourage discussion of pedagogy at all levels.   

Teacher candidates must understand how students learn and develop in 

relationship to their age.   In particular, teacher candidates need to understand the stages 

of development and how they impact student learning.  Teacher candidates need to take 

course work wherein they learn about the social, physical and cognitive development of 

students.  Bransford, et al. (2005) believe that teacher preparation programs need to 

encourage teacher candidates to monitor their own learning in order to facilitate learning 

in others.  Teachers who possess such understanding are better able to craft lessons that 

facilitate student learning.  In addition to understanding students’ cognitive development, 

teacher candidates must develop a curricular vision.   

Teachers are often provided with a large volume of prepared curricular materials 

in order to facilitate the planning and delivery of lessons.  However, teachers must still be 

able to construct meaningful learning for their students based upon students’ ability, 

available resources, and demands of the community (Darling-Hammond & Bransford, 

2005).  Demands on teachers have grown as the standards-based movement has grown.  

In order to meet these demands, teachers must be able to “think about the subject matters 

they teach in a broader context” (p. 35).  These broader contexts include an understanding 
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of the many functions of schools – such as academic, vocational, social, and civic.  A 

curricular vison is only able to emerge once teacher candidates learn how educational 

goals and purposes intersect with teaching options and possibilities (Darling-Hammond 

& Bransford, 2005).  Hammerness’ (2004) study reveals that teachers with a clear 

curricular vision – an understanding of how to balance student needs, standardize 

curriculum, and district requirements – is more likely to be successful in the classroom.  

The development of a curricular vision is an important part of a teacher’s knowledge of 

teaching and learning.   

Teacher candidates’ major concerns are often reflective of some of the day to day 

issues found within the classroom.  Oliver and Reschly (2007) purport that major 

concerns of beginning teachers are classrooms disruptions and off-task behavior.   

Teacher candidates must learn classroom management behavior techniques in order to 

create and maintain a classroom environment that supports learning (LePage, 

Hammerness, Darling-Hammond, & Rust, 2005).    In order for teacher candidates to 

have a successful student teaching experience, teacher candidates must have a hands-on 

guided experiences that helps them be effective classroom managers.   

Teacher candidates must also gain other element of the more practical aspect of 

teaching.  Carter (1990) argues that teachers need specific knowledge pertaining to 

classroom practice.  One – of many – essential classroom practices is planning and 

decision making within the classroom.  Teachers need to know how to select appropriate 

objectives and then determine the best way to teach those topics.  Finally, teachers need 

to be able to determine whether or not lesson were taught successfully.  This would 
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include the use of both formative and summative assessments and aligned objectives.  

Teachers who were rated as more successful were better able to “engage in comparatively 

more complex planning activities” (Carter, 1990, p. 297).   

Ball (2000) argues that effective teachers must not only know their subject matter 

content, but they must understand how best to teach that content to a variety of learners.  

This view of teacher preparation, in particular, evokes the view of John Dewey who was 

loath to separate content and teaching (Ball, 2000).   Currently, many teacher preparation 

programs, put content as a center piece that teacher candidates must master (Forzani, 

2014).   Ball (2000) explains that in order to be creative in lesson design, teacher 

candidates must attain specific knowledge of subject material (Ball, 2000).   There is a 

persistent divide in teacher preparation programs between content area preparation and 

pedagogy (Ball, 2000; McDiarmid & Vinten-Johnsen, 2000).    

Shulman and Schulman (2004) argue that teacher candidates’ must develop 

essential understandings if a teacher is to become a practicing professional.  These 

understandings include: pedagogy and how it impacts student learning, technical skills in 

classroom organization, how to supervise learning, how to keep personally motivated to 

improve student learning, and the ability to engage in self-reflection.    If a teacher 

candidate is encouraged by their teacher preparation program to embrace those 

understandings (Sutherland, Howard, & Markauskaite, 2009) as well as the knowledge of 

needed content (Ball, Thames, & Phelps, 2015) – a professionally prepared teacher 

should emerge.   



      Texas Tech University, December 2015, Joan Jenkins 

38 

 

Teacher Preparation Programs  

Zeichner (2014) and Darling-Hammond (2006) believe that teacher preparation 

programs are fighting for their survival.  Current calls for the reform of teacher 

preparation programs come from both the federal government and groups that accredit 

teacher preparation programs (National Council on Teacher Quality, 2013b; Darling-

Hammond L., 2006).  While many of these criticisms are not new, certain new criticisms 

have resulted in challenges for teacher preparation programs (Zeichner & Liston, 1990).   

Teacher Preparation Program Criticism 

In light of the changing demands of classrooms, teacher education programs need 

to be re-evaluated and the programs invigorated in order to meet the needs of the 21st 

century teacher (Darling-Hammond, 2006).   Four broad areas of criticisms have been 

applied to the traditional teacher’s preparation programs (Wilson, 2014; Fuller, 2014). 

The first area concerns are the lack of rigor in programs as well as the delivery of the 

curriculum by out of touch professors (Wilson, 2014; Cochran-Smith & Fries). Second, 

there is a lack of empirically based research that teacher education programs produce 

effective teachers (Wilson, 2014; Polikoff, 2013).   Critics of traditional teacher 

preparation programs criticize the methods used to evaluate the success of the programs – 

citing research methodology problems and incorrect data usage (Wilson & Tamir, The 

evolving field of teacher education, 2008) The third concern addresses the debate of 

professionalism and questions of whether teaching is a profession or not.  Zeichner 

(2014) explains that some non-university based programs embrace this later stance and 

have been preparing teachers as technicians that perform using a script and extensive 
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curricular materials.  This criticism of the teaching profession has been complicated by 

the belief that individuals are born to be teachers, and that teaching is more of a calling; if 

teaching is a calling – then there is little need for teacher preparation programs. (Wilson, 

2014; Lortie, 1977).  The fourth concern is that the teacher preparation programs deliver 

a liberal “progressive ideology that critics portray as a type of Orwellian mind control” 

(Wilson, 2014, p. 185).  Individual’s participating in a teacher preparation program who 

do not embrace the ideology of the program could find themselves isolated and even 

unwilling to participate in the program (Wilson, 2014).  These criticisms are both a 

mixture of old and new and are also reflective of the politicization of education (Wilson, 

2014). 

Reform Program Components 

Zeichner and Liston (1990) argue that few of these reform ideas are truly new and 

most of the current trends in education actually reflect past historical trends in education.  

In the simplest terms, the current reform movement seeks to prepare teachers for the 21st 

century.  Students need to be prepared in order to meet the demands of the high-stakes 

testing that characterizes much of the education system.  Darling-Hammond (2010) 

argues the purpose of teacher educator programs must be to prepare teachers for the 

complex job that they will face.  Teachers need to be able to understand how students 

learn, how to use appropriate pedagogical standards, how to manage a classroom, 

participate in professional learning communities to enrich their own learning, understand 

the development of students as well as a host of other skills (Darling-Hammond, 2006; 
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Feiman-Nemser, 2006).  These skills and knowledge requirements are reflection of the 

traditional understandings of what teachers need to know. 

Response to Criticism 

University-based teacher preparation programs have responded to the criticisms 

leveled towards them as a result of the accreditation processes required by the Council for 

the Accreditation of Educator Preparation (CAEP).  CAEP is now the new name for the 

combined organizations of the National Council of Accreditation of Teacher Educators 

(NCATE) and Teacher Accreditation Council (TEAC) (Wilson, 2014; Zeichner, 2014).   

Many of these responses represent a variety of reforms that have been embraced by 

colleges of education for some period of time (Darling-Hammond, 2006; Zeichner, 

1990).  What follows is a summary of the variety of improvements suggested: 

 Move preparation of teacher candidates closer towards the schools where 

teacher candidates will work – such as move the methods and curriculum  

course within a K-12 classroom setting (Zeichner, 2014; Darling-

Hammond, 2006). 

 Strengthen the clinical experiences of teacher candidates by the active 

selection of mentor teachers and extension of time spent in the teaching 

field – not merely using those who volunteer to work as mentor teachers 

(Zeichner, 2014; Wilson, 2014; Darling-Hammond, 2010). 

 Focus on courses to help pre-service teachers to learn specific procedures 

and tools that are in use within school districts (Darling-Hammond, 2010). 
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 Strengthen the education course work associated with teacher preparation 

programs (Zeichner & Conklin, 2008).   

 Holding teacher preparation program accountable for the performance of 

their graduates (Zeichner, 2014; Wilson, 2014; Fuller, 2014). 

 Increase standards for admission into teacher education programs 

(National Council on Teacher Quality, 2013b). 

 Development and use of new teacher evaluation systems based on a 

standardized protocol and the use of that evaluation instrument on teacher 

candidates as well as teachers (Wilson, 2014; Hill & Grossman, 2013)  

Teacher Preparation Program Accountability 

Both No Child Left Behind (NCLB) and Race to the Top (RTTT) brought 

“renewed sense of accountability” to teacher preparation programs (Wiseman, 2012, p. 

87).  NCLB emphasized subject content matter preparation and required that teacher’s 

content knowledge be assessed (Wiseman, 2012; Division of Educator Leadership and 

Quality, 2014).  Some teacher preparation programs focused on the content knowledge 

requirements and focused little on pedagogical and curriculum classes (Wiseman, 2012; 

Zeichner & Liston, 1990).   

RTTT was introduced by President Barack Obama’s administration in 2009.  

RTTT identifies teacher quality as one of the most important educational issues 

(Wiseman, 2014).  RTTT continues the emphasis on content knowledge started by NCLB 

(Wiseman, 2014).  New to teacher preparation programs, however is the requirement that 

teacher preparation programs link their program to the effectiveness of their graduates 
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once in the field (Wiseman, 2012; Henry, Kershaw, Zulli, & Smith, 2012).   Not all states 

participate in RTTT, as the program is only implemented in states that apply for and are 

awarded the grant monies associated with the program.   Darling-Hammond (2006) 

relates that effectiveness data for teacher preparation programs is difficult to collect as 

well as interpret.  

One way of judging teacher preparation programs is to tie student testing data 

scores to teachers and their specific teacher preparation program.  This has been proven 

to be problematic (Henry, Kershaw, Zulli, & Smith, 2012; Darling-Hammond L. , 2006).  

There are several problems associated with this plan.  Henry, et al. (2012) believe it is not 

possible to estimate a teacher preparation’s program “true effect on student test scores” 

(p. 350).   Punishing teacher preparation programs for the performance of graduates may 

not be not fair because some graduate chose to serve in challenging schools, or chose to 

teach content areas that are perceived as being more challenging (Henry, Kershaw, Zulli, 

& Smith, 2012).  Not all states offer or require all the same standardized tests which 

further complicates the situation.  Student test scores themselves are not regarded as fair 

by some researchers because some assessments do not measure the kind of thinking and 

understanding that one hopes to provide for students (Wilson, 2014). 

 The recent National Council on Teacher Quality reported that the field is in 

disarray: programs have low admissions standards, inconsistent programs, and 

disagreement between programs as to what constitutes an effective program (Fuller, 

2014; NCTQ, 2013b).  Some university faculty members found the new standards to be 

problematic and believe that the new standards and requirements would be challenging to 
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implement (Sawchuk, 2013).  Now that there is only one institution – Council for 

Accreditation of Educator Preparation (CAEP) – institution responsible for the 

accreditation and evaluation of teacher preparation programs, teacher preparation 

programs now have the ability to respond to the new reform mandates in a more unified 

manner (Wiseman, 2012). 

Summary 

Teacher education seems to be facing a crisis – criticisms of university-based 

teacher education programs seem to be increasing (Wilson, 2014; Fuller, 2014) and 

teacher education program are characterized as being broken (Fuller, 2014).  What 

remains to be seen is how these criticisms will impact the development of teacher 

candidates as they participate in these reformed teacher preparation programs.  Teacher 

preparation program must continue to evaluate their purposes and create attainable 

objectives that will help their teacher candidates become successful teachers that 

positively impact student learning.  

Professional Development of Secondary Teacher Candidates 

In order to prepare teachers to be effective in the classroom, useful learning 

opportunities and professional development opportunities should be made available.  

Feiman-Nemser (2001) purports that unless teachers “have access to serious and 

sustained learning” opportunities, they are unlikely to meet the new demanding standards 

required for student learning (p. 1014).    Individuals in who wish to be secondary 

teachers must complete their content classes, education classes, observation hours and 

then complete the field experience.  Professional development occurs all along this 
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pathway.  In order for professional development to be successful, teacher candidates must 

have their beliefs about teaching and learning challenged (Jarvis-Selinger, Pratt, & 

Collins, 2010).   

Secondary Teachers  

Secondary schools are relatively new in the history of education (Perrone & 

Traver, 1996).  Throughout the 19th and 20th centuries, requirements for secondary 

schools have increased and attendance (currently) is mandatory and graduation 

requirements have become more challenging (Perrone & Traver, 1996; Pulliam & Van 

Patten, 2007).  As secondary school attendance has grown, so has the need for secondary 

teachers (Pulliam & Van Patten, 2007).  Perrone and Traver (1996) explain that secondary 

teachers are expected to provide a learning environment to successfully prepare students 

to either attend higher education and/or contribute to the national economy.   

Teacher preparation for secondary teachers usually requires the selection of a 

major in a content area and the completion of a teacher preparation program. In order to 

be effective secondary teachers, teachers must develop subject matter competency, 

pedagogical knowledge competency, student development knowledge, and classroom 

management knowledge (Feiman-Nemser, 2001).   Korthagen, et al. (2006) explain that 

individuals who participate in a teacher preparation program bring to it a whole host of 

personal beliefs about teaching which can influence the entire experience.  Teacher 

preparation programs need to acknowledge the role of experience in a teacher candidate’s 

professional development and create opportunities for them to put those experiences into 

context (Korthagen, et al. 2006).  Effective teacher preparation programs challenged 
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participants’ beliefs as well as providing them with the needed knowledge to become an 

effective educator.    

 Teacher candidates bring a variety of feelings and motivations about teaching 

into their teacher preparation program.  Teacher candidates, due to their own experiences 

as students, believe that they have insider knowledge about teaching (Lortie, 1977).   

These “taken-for-granted” beliefs induce many teacher candidates into believing that they 

know more about teaching that they actually do (Feiman-Nemser, 2001, p. 1017).  

Teacher candidates should be shown visions of what teaching should be and teacher 

educator programs should help teacher candidates shape images of good teaching and 

strong professional practices.  

The Student Teaching Experience 

Role of field experiences 

As teacher preparation programs continue to examine their practices in the 

context of reform, the role of field experiences is being also re-examined. Flores and Day 

(2006) argue that the most rapid changes within a teacher candidates’ professional 

development occurs when teacher candidates begin their field experiences.  Field 

experiences are a critical part of teacher preparation programs (O'Brian, Stoner, Appel, & 

House, 2007).  Graham (2006) states that despite the pivotal role that the student teaching 

experience plays in teacher preparation programs, field experiences have been “criticized 

for being fragmented, lacking curricular definition, and appearing disconnected from 

other components of teacher preparation programs” (p. 118).   
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Field experience provide opportunities for teacher candidates to gain access to the 

‘practical knowledge’ or ‘craft’ knowledge that mentor teachers possess.  Craft 

knowledge is the practical knowledge that teachers possess.  Zanting, Verloop and 

Vermut (2003) provide examples of craft knowledge as follows: content knowledge, 

pedagogical knowledge, classroom management and organizational knowledge that cuts 

across content issues, pedagogical content knowledge, knowledge of learners, knowledge 

of educational contexts, knowledge of educational end, purposes and values.  A particular 

example of craft knowledge is knowledge of classroom management structures.  

Classroom management issues are one of the most prevalent concerns of teacher 

candidates and also impacts the longevity of teaching careers (Oliver & Reschly, 2007).  

Oliver and Reschly (2007) note that teacher candidates need to be provided with 

coursework in classroom management as well as the opportunity to engage in “guided 

practice” in the field and be given feedback by the mentor teacher (p. 3).   

O’Brian, et al (2007) argue since field experiences are such an important 

component of their programs, teacher preparation programs need to carefully craft these 

experiences.  Feiman-Nemser (2001), Graham (2006), O’Brian, et al., (2007) and many 

others, come to similar conclusions.  To this end, teacher preparation programs need to 

build a conceptual framework that plays attention to this set of experiences (Feiman-

Nemser, 2001).   Zeichner and Gore (1990) argue that the school where student teaching 

takes place exerts an important socializing force upon teaching candidates.  It is within 

this environment, that teacher candidates put their field experiences into context.  In order 

to facilitate the creation of more robust field experiences teacher preparation programs 
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should consider how to address the following issues: how to carefully sequence multiple 

placements, build relationships with schools, carefully select mentor teachers, encourage 

the use of active reflective practices, provide training for mentor and support teachers, 

provide training and support for site coordinators, created clear guidelines of expectations 

of the experience, and individual conferences (Beck & Kosnik, 2002; O’Brian, et al., 

2007).   

Length of appropriate time for field experiences varies dependent upon the 

program.  Many alternative programs have teacher candidates complete a year-long 

internship while the teacher of record for a classroom.  Such alternative programs have 

variable success rates (Darling-Hammond L. , 2006; Wlson, Floden, & Ferrine-Mundy, 

2002).  Wilson, Floden, and Merrini-Mundy’s (2002) review of research on teacher 

preparation notes that teachers who went through a year-long field experience had a 

higher-retention rate once employed those individuals had their teaching abilities related 

as higher.  Extended field experience requirements are part of the new requirements of 

teacher preparation programs. Other requirements can include the practices of modeling 

(in front of class members), the use of video or technology to record teaching artifacts in 

order to analyze teacher candidate actions (Forzani, 2014).  Wilson, et al. (2002) believes 

that much of the research on length of time of student teaching is weak and would benefit 

from large-scale study.    

The sites of field experiences also play a role in teacher candidate preparation.  

Darling-Hammond (2006) argues that in order to strengthen teacher preparation, teacher 

preparation programs must create strong relationships with schools that embody a strong 
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commitment to the transformation of teaching and learning to teach.  Both the site of 

student teaching as well as the length of time spent student teaching are important 

considerations.  The work of Sutherland, Howard, and Markauskaite (2010) argues that 

the school site enables the teacher candidate “to integrate and develop their knowledge, 

skills, values and other attitudes within these two different contexts” (p. 456).  Teacher 

candidates should be placed within schools that support learning to teach and have 

sufficient resources to support teacher candidate and mentor teachers (Darling-

Hammond, 2006; Feiman-Nemser, 2001, Flores & Day, 2006). 

Heibert, Morris, Berk, and Jansen (2007) believe that teacher candidates should 

be prepared to learn from teaching.  The authors propose that teacher candidates be given 

a framework to analyze teaching using student learning as a construct.  The suggested 

skills taught would be the use of instructional goals, empirical observations of teaching 

and learning, the construction of hypothesis about the effects of teaching on students’ 

learning, and the use of analysis to suggest improvements to teaching.   

Role of the Mentor Teacher 

Student teaching is and continues to be an important rite of passage for fledgling 

teachers.   Two contexts are specific to the successful of student teaching experience – the 

mentor teacher and the school where the experience occurs (Graham, 2006).  Mentor 

teachers play a pivotal role in the professional development of teacher candidates 

(Feiman-Nemser, 2001; Beck & Kosnik, 2002).   Both the mentor teacher and student 

teacher bring their own set of perceptions to the experience (Graham, 2006; Beck & 

Kosnik, 2002).   



      Texas Tech University, December 2015, Joan Jenkins 

49 

 

Not all teacher preparation programs effectively define the role for mentor 

teachers (Clark, 2006; Koerner, 1992).  Clark (2006) explains that mentor teachers are 

not often given support for their role as mentor and rely on their own prior experiences to 

guide their behavior.  Mentor teachers wish to have their voices valued within the process 

and do not wish to be seen as silent partners (Koerner, 1992).  Despite this lack of role 

definition, teacher candidates reported that mentor teachers played a major role influence 

their learning (Borko & Mayfield, 1995).  There are three common conceptions of the 

types of cooperating teachers: classroom placeholders, supervisor of practice and teacher 

educator (Clarke, Triggs, & Nielsen, 2014).   

Classroom Placeholders 

In the classroom placeholder model, when the student teacher arrives, the mentor 

teacher exits the classroom for the remainder of the practicum.   In this model, neither 

student teacher learning or mentor teacher learning is facilitated.  Mentor teachers who 

adopt this practice are most likely modeling the practice they learned as teacher 

candidates.  Clarke, et al (2014) refer to this type of cooperating teacher as an ‘absentee 

landlord.’  Clarke, et al (20140 and Borko and Mayfield (1995) believe that the use of this 

model is in decline.  Borko and Mayfield’s (1995) study about cooperating teachers 

revealed that as mentor teachers are offered more support and professional development 

regarding their role – this behavior has been in decline. 

Supervisors of Practice 

One of the more common models in usage today is the supervisor of practice 

model (Clarke et al, 2014).  This model envisions the cooperating teacher as a supervisor 
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who oversees the actions of the student teacher.  Cooperating teachers are most likely to 

be providers of feedback, whether it be summative or formative.  Feedback is an essential 

element of a teacher’s professional work (Clarke, 2001).  The mentor teacher is still more 

active in this model, but the interaction between the mentor and student teacher is most 

likely to be one-directional.  In this model, interactions between the parties are often 

focused on classroom management issues and student issues, rather than on reflection on 

teaching practices.  Clarke et al. (2014) study relates that communication and feedback 

provided tends to be “narrow, particularistic and technical” (p. 175).    Mentor teachers 

seem to have also had a difficult time varying the type of feedback according to the 

particular developmental stage of the student teacher (Clarke et al, 2014). 

As supervisor of practice and as teacher educators, mentor teachers serve as 

gatekeepers to the profession.  Several teacher preparation programs allow mentor 

teachers to create a final summative report that evaluates the teacher candidate’s 

performance.  This summative feedback is often restricted by the formative feedback that 

was given.  Often feedback given is general and nature and did not offer a complete 

illustration of teacher candidate performance.  Often summative reports were of poor 

quality and feedback was “reduced to general impressions” and failed to report 

significant issues with the performance of the student teacher (Clarke et al, 2014, p. 176).  

Boivin et al. (1993) attribute this to the mentor teacher not receiving professional 

direction and preparation for this type of role.  Mentor teachers need support regarding 

this issue.     
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Mentor teacher as teacher educator 

When the mentor teacher takes on the role of teacher educator, both the mentor 

teacher and the student teacher report a more positive experience (Clarke et al, 2014).  

There are multiple ways in which mentor teachers can fulfill the role of teacher educator.   

Teacher educators are characterized by the following: practitioners of good classroom 

practices, supporters of reflection, providers of context and socialization, active learners, 

“abiders of change,” and teacher of children (Clarke et al, 2014, p. 184). 

Graham’s (2006) study of mentor teachers found that teacher educators occupied 

one of two roles in the classroom: maestros or mentors.  Both maestros and mentors 

present good classroom practices.  Maestros love classroom teaching and express hopes 

that their teacher candidates will love teaching as well.  Learning to teach is viewed as 

experimental, and maestros enable their teacher candidates to practice and learn.   

Maestros work to model good techniques for their teacher candidates.  The mentor 

teachers view “learning to teach as multidimensional and recursive phenomena rather 

than linear transactions between teachers and students” (Graham, 2006, p. 1126).  

However, maestros leave their student teacher to make their own meaning and 

connections between theory from their teacher preparation program and their current 

contextual experiences.  Mentors work to help their teacher candidates make connections 

between theory and practice.  Graham (2006) notes that is possible to move a maestro to 

a mentor through the intervention of the teacher preparation program and the 

restructuring of the ways in which mentor teachers are supported.   
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Mentor teachers that were characterized as teacher educators support reflection.  

Mentor teachers that both supported both self-reflection regarding their own practices and 

encouraged their teacher candidates to practice reflection fit this description (Clarke et al,  

2014).   Clarke’s (2006) study interviewed cooperating teachers about their reflective 

practices.  In this study, mentor teachers practiced reflection on either their own advisory 

practices or on their teacher candidates’ teaching practice (Clark, 2006).  When 

cooperating teachers actively practice reflection, they enlarge the impact they have upon 

teacher candidates and create a more meaningful student teaching experience (Clarke, et 

al., 2014; Clark, 2006). 

Another role for teacher educators serving as mentor teachers is the role of 

providers of context and socialization.  Teacher candidates are often overwhelmed by the 

extent of the context that they must negotiate during student teaching (Clark, Triggs, & 

Nelson, 2014).  Mentor teachers, unlike the site coordinators, are intimately aware of the 

specific contexts and challenges associated with the school setting and often help the 

teacher candidates negotiate the different contexts (Wang, 2001).  Wang (2001) relates 

that while mentor teacher think differently about what contexts are most important, for 

example some mentors value the context of content and others value departmental 

relationships – mentor teachers who embrace the role of teacher educator understand that 

they must help their teacher candidates make sense of the multiple contexts associated 

with the practicum (Crasborn, Hennissen, Brouwer, Korthagen, & Bergen, 2011).   

Mentor teachers also assist student teachers in making sense of the multiple 

relationships that characterize the student teaching experience (Clarke et al, 2014).   
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Glenn’s (2006) study suggests effective mentor teachers “allow for personal 

relationships” (Glenn, 2006, p. 88).  Teacher candidates value mentor teachers who 

provide them with meaningful support when creating relationships with students, 

administration and department members.  Glenn’s (2006) study found that effective 

mentor teachers (according to teacher candidates) allowed for personal relationships to 

develop between the mentor and the student teacher.  In addition, Glenn (2006) relates 

that mentor teachers also believe that an authentic relationship with their student teacher 

is an important part of being a successful teacher educator.  

Teacher educators are also abiders of change.  As an abider of change, teacher 

educators are able to tolerate change within the classroom, as well as tolerate the 

emotional burdens associated with working with teacher candidates (Clarke et al, 2014).  

Koerner (1992) notes that a mentor teacher must be tolerant of disruptions to classroom 

structures in terms of classroom management and curriculum.  Mentor teachers must also 

be tolerant of the emotional challenges that working with a student teacher brings 

(O'Brian, Stoner, Appel, & House, 2007).  Bullough and Draper (2004) note that there 

was a great deal of emotional labor in working with teacher candidates.  Mentors were 

expected to act as therapists, coaches, and protectors (Bullough & Draper, 2004).  

Other emotional labor issues included: knowing when and where to discuss 

problems with the student teacher, the maintenance of a positive attitude, and knowing 

when and how to discuss the large of amounts of information that must be disseminated 

to teacher candidates (Bullough & Draper, 2004).   Teacher candidates confirm that an 

effective mentor teacher offers emotional support (Beck & Kosnik, 2002).  The role of 
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abiders of change seems not to be a current area of interest and research, despite that 

richer understandings of these issues would improve understandings of the impact of 

mentor teachers on teacher candidates’ (Clarke et al, 2014).   

Above all, mentor teachers it are teachers of children.  This issue can be one of 

the most complicated for mentor teachers and their teacher candidates (Clarke et al, 

2014).  Teacher candidates can be eager to gain control of the classroom, while mentor 

teachers feel a sense of responsibility towards students in the classroom that can inhibit 

their willingness to let a teacher candidate gain authority over the room.  In Beck & 

Kosnik's (2002) study teacher candidates reveal that they would prefer their mentor 

teacher let them teach with minimal intervention.  Glenn’s (2006) study on the qualities 

of effective mentor teachers revealed that there must be a balance of control between 

mentor teachers and their teacher candidates within the classroom setting.  Some mentor 

teachers can have problems relinquishing control of the classroom to teacher candidates 

(Beck & Kosnik, 2002).   If mentor teachers receive training regarding how to become a 

better teacher educator, they can change their classroom behavior in order to provide a 

more effective student teaching experience (Crasborn, Hennissen, Brouwer, Korthagen, 

& Bergen, 2011).   

Mentor teachers and field experiences are a vital part of a teacher preparation 

program.  Mentor teachers play a pivotal role (Crasborn, Hennissen, Brouwer, Korthagen, 

& Bergen, 2011). They provide a variety of contexts and learning experiences for teacher 

candidates.  Mentor teachers guide teacher candidates through their field experiences 

during which teacher candidates are able place into authentic contexts the theories of 
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teaching that they have learned within the teacher preparation program (O'Brian, Stoner, 

Appel, & House, 2007).  While the professional development of teachers’ takes place 

over the entire career of the teacher, clearly one of the strongest impacts of teachers is 

their mentor teachers.   

Site Coordinators  

 The program under consideration for this study utilized site coordinators.  

Reformed teacher preparation programs often make use of site coordinators.  Site 

coordinators can have a variety of roles dependent upon the teacher preparation program.  

Site coordinators can facilitate communication between mentor teachers, teacher 

candidates and program faculty.  They are disseminators of information and can be 

instructors for teacher preparation program coursework.  Allsoop, DeMaire, Alvrez-

McHatton, and Doone (2006) report that site coordinators can serve as ways to facilitate 

the linking of pedagogical knowledge to the activity of student teaching.   

Site coordinators are often responsible for negotiating relationships, mainly with 

their teacher candidates.  At time this relationship is limited by the amount of time spent 

with the teacher candidate and the lack of authentic feedback given to the teacher 

canidates (Borko & Mayfield, 1995).  Borko & Mayfield (1995) relate that teacher 

candidates did not always value their relationship with their site coordinator, and believed 

that they were not observed enough to receive sufficient feedback.  Borko & Mayfield 

(1995) suggested that a better use of site coordinators would be to facilitate the support of 

mentor teachers.  Site coordinators can play an important role in bridging the gap 
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between real-world practices in the classroom and teacher preparation program 

coursework.  

Teacher Candidates and Pitfalls 

Teacher candidate must negotiate the space between academic learning and their 

‘real-world’ learning in the mentor teachers’ classroom.  Darling-Hammond (2006) 

argues one of the “perennial dilemmas of teacher education is how to integrate 

theoretically based knowledge that has been traditionally taught in university classrooms 

with the experience based knowledge located in the practice of teachers” (Constructing a 

21st Century Teacher Education, p. 307).  Zeichner and Tabachnick (1981) argue that the 

impact of teacher education programs could be washed out by their field experience.  As 

a result of the work of Feiman-Nemser and Buchanon (1985), the tension between the 

university and school setting became known as the two-worlds pitfall.    

Feiman-Nemser and Buchmann (1985) use the term two-worlds pitfall to describe 

student teachers who are torn between the demands of the university that assigns grades 

and the school where the teacher candidate is assigned to student teach.   Teacher 

candidates must enact a set of behaviors in order to satisfy the demands of their 

university program, but those behaviors may not be valued by their mentor teacher.  In 

the face of such tension, the academic learning of the teacher preparation program may 

erode (Feiman-Nemser & Buchmann, 1985).  Effective teacher preparation programs 

work systematically to overcome the two-world pitfall by the careful structuring of 

clinical learning opportunities.   
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Mentor teachers can contribute to the two-worlds pitfall directly.  Mentor teachers 

who work with teacher candidates often know little about the types of classes their 

teacher candidates are taking and do not always use the same techniques or methods 

taught in the teacher preparation coursework (Zeichner, 2010).  Burn, Childs, & 

McNicholl (2007) investigated how teacher candidates work within their mentor teachers’ 

classroom and utilize subject specific pedagogical knowledge.  The authors argue that the 

teacher candidates’ field experiences within their mentor teachers’ classrooms weakened 

opportunities from learning on-site, because the mentor teachers did not often have a 

sufficient grasp of subject specific pedagogical knowledge (Burns, Childs, & McNicholl, 

2007).  Smagorinksy, Cook, Moore, Jackson, and Fry (2004) believe that the tension 

between the two-worlds of university and school is an important part of the student 

teaching experience.  Teacher candidates who don’t have their visions of teaching and 

learning challenges, often do not have a rich learning experience.  The tension felt by the 

teacher candidates is “potentially productive in creating environments conductive to 

formation” of a teacher (Smagorinsky, Cook, Moore, Jackson, & Fry, 2004, p. 23).  Field 

experiences need to be crafted as learning experiences and not just a time and place for 

teacher candidates to practice what they have previously learned (Zeichner, 2010).   

Zeichner (2010) purports that there are several ways to negate the disconnect 

between the field based components of teacher preparations program and the university-

based components of the teacher preparation program.   Hybrid spaces could be created 

to link teachers, teacher candidates, and teacher preparation program faculty (Zeichner, 

2010).  Theses spaces would help ensure more egalitarian contact between the stake 
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holders.  In addition, Gaudelli & Ousley (2009) suggest that seminars could be used by 

teacher preparation programs in order to negotiate the two-worlds pitfall, especially if 

these seminars were held on school campuses, rather than the university setting.  Darling-

Hammond (2006) argues that relationships between universities and schools (where 

student teaching takes place) must be carefully examined so that schools are chosen that 

embrace the ideology of teaching and learning to teach.  Schools chosen as sites must 

offer teacher candidates exposure to diverse groups of students and exposure to mentor 

teachers and administrators that support learning and learning to teach (Darling-

Hammond, 2006).   

Summary 

There are many factors that influence the preparation of teachers.  The task is 

multi-dimensional and multi-focal.  There are many stake holders and partners.   Teacher 

preparation programs must respond to government regulation, accreditation issues and 

respond to the needs of their students.  Teacher preparation programs need to continue to 

attract the most qualified candidates, re-vitalize their coursework, support mentor 

teachers, as well as create relationships with schools were the teachers will ultimately 

work (Feiman-Nemser, 2001). 

  Preparation of History Teachers 

For secondary teachers, often the choice to become a teacher is entwined strongly 

with the love of a particular content area.  Virta (2002) believes that within secondary 

schools, individual subjects represent an essential framework of school organization as 
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well as a central feature of teacher’s careers (Virta, 2002).   In particular, secondary 

schools are organized by subject – a reflection of the importance of the content area.   

A teacher must know their content and be able to select the appropriate way to 

teach the content to a variety of learners (Bell, 2000).  Grossman & Stodolosky (1995) 

believe that it is an individual’s “undergraduate major, subject-specific methods courses, 

and professional organizations” that most strongly impact the professional identity of 

teachers (p. 5).  History teacher candidates must not only learn their content, but also be 

prepared in order to deliver that content in an effective manner to a variety of students.   

The Great Divide 

How to best prepare history teachers remains a puzzle (McDiarmid & Vinten-

Johnsen, 2000; Cantu, 2008).  History department faculty often regard teacher 

preparation program coursework with mild disdain, and in turn teacher preparation 

program faculty view history department faculty as “pedantic fussbudgets” more 

concerned with dedication to a subject rather than student learning (McDiarmid & 

Vinten-Johansen, 2000, p. 156).  This division is referred to in research as ‘The Great 

Divide.’  This source of this division is multi-focal and is rooted in tradition and culture.  

Individuals who choose to become history teachers must negotiate these issues as they 

work both with history departments and teacher preparation programs. 

History as a content area is chosen for a variety of reasons.  Often content areas 

are chosen because teachers often like to teach thatsubject they themselves found 

enjoyable when they were in school (Lortie, 1977).   Virta (2002) relates that the 

participants in his study chose history because of the love of the subject itself, not 
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because of any experiences within their schooling experience.   Complications can 

emerge with the choice of history as a discipline because the study of history includes a 

number of sub-areas and disciplines which can contribute to the lack of cohesion within 

the department itself (Grossman & Stodolsky, 1995).  These complications can influence 

teacher behavior in the classroom, because history is an incredibly broad field and 

teachers can feel the “need to make individual choices about what to include and what 

not to include” (Grossman & Stodolsky, 1995, p. 6).   

History and Teacher Preparation Programs  

From the late 19th century until the 1930s, departments of history often played an 

active role in the training and preparation of teachers (Warren, 2008).  By the middle 

third of the 20th century departments of history lost interest in teacher training because it 

seemed that history itself had become irrelevant in the face of the new social studies – 

which was more interdisciplinary in nature (Warren, 2008).  The height of this movement 

came sometime in the middle 1960s-1970s.   However, the report A Nation at Risk (1983) 

spurred debate about the effectiveness and preparation of American teachers (Warren, 

2008).  Warren (2008) believes that as a result of the report – academic and professional 

historians began to push for a more active role in the preparation of history teachers.     

What History Teachers Need To Know  

There is consensus that beginning teachers must be “steeped in the disciplines 

they teach” (Bain & Mirel, Setting Up Camp at the Great Instructional Divide: Educating 

Beginning History Teachers, 2006, p. 213).  Bain & Mirel (2006) argue that good history 

teachers must have sufficient knowledge and detail so that they are able to teach their 
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subjects well.   History teachers are also expected to contribute to the citizenship 

education of their students.  Hicks (2008) noted that history teachers are expected to help 

students develop their historical understanding in order to help them become citizens.  

However, no one who prepares to be a history or social studies teacher can be expected to 

know all the subjects they can be assigned to teach (Wineburg & Wilson, 2001).  

Wineburg (2001) explains that even individuals that specialized in content areas such as 

American history can find themselves having to scramble to learn content as they 

struggle to teach it. 

In order to become effective history teachers, future history teachers must be able 

to make sense of history in such a way to make it meaningful for their students.  Effective 

history teachers are able to aid their students in making sense of the past.  Future history 

teachers must be able to organize historical facts in a meaningful way by using historical 

narratives and primary sources, while understanding the importance of historiographical 

issues (Bain & Mirel, 2006; Cantu, 2008).   Classes in historiography would help future 

teachers develop the skills that they need to work with the interpretation of texts 

themselves.  In order to create effective history teachers, Bain & Mirel (2006) argue that 

history majors seeking to become history teachers should be required to take courses in 

historiography and be schooled in the various ways in which historians “have organized 

and created historical understandings” (Bain & Mirel, 2006, p. 213).  Unfortunately, 

many history departments only offer courses that aid in the development of such abilities 

to graduate students (Bain & Mirel, 2006).     
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Fischer (2010) argues that the best way to better prepare history teachers is to 

restructure the traditional history survey courses required by history departments.  The 

restructured course explicitly requires participants to craft arguments about historical 

interpretation rather than simply cover content.  Fischer indicates that roughly ten class 

periods be reserved for covering content from specific eras and each one of these classes 

should be presented using a specific pedagogical method.   A history class prepared in 

this manner would expose history teacher candidates to a varieties of skills and 

methodology not normally presented in a typical survey class (Fischer, 2010). 

Barton and Levstik (2004) believe that, in particular, history teacher candidates 

should be able to understand and be able to explain the purpose of teaching history as part 

of a broader social purpose.   Meuwissen’s (2005) study examined the influence of a 

history methods course and its impact upon history teacher candidates.  The teacher 

candidates in the study took a course in content and methodology that enabled them to 

analyze state history standards, curricula, and assessment documents as well as discuss 

the ways in which classroom activities could be designed to “better represent the 

challenges associated with analyzing historical data” (Meuwissen, 2005, p. 256).  As 

these teacher candidates moved into their field placements, many of the teacher 

candidates were unable to use the approaches discussed in the methods class.  Meuwissen 

argues that teacher preparation programs need to encourage their history teacher 

candidates not just to teach to the test, but encourage them to question their own 

“epistemological and pedagogical convictions and break from the authority of content 

coverage” (Meuwissen, 2005, p. 257). 
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Bain and Mirel (2006) relate that history teachers are influenced by the types of 

classes that they take.  History students have the freedom to take classes from a range of 

topic areas, they can find themselves impacted by the types of classes they have taken.  

Wilson & Wineburg (2001) related that one their research participants organized the 

teaching of their historical content using social and cultural themes, a theme that reflected 

their participant’s coursework which favored social and cultural history.  Another 

participant whose classwork favored political and economic history, organized the classes 

that she/he taught using a political and economic theme.  Coursework does directly 

impact how teacher candidates disseminate content knowledge in the classroom.   

Overcoming the Great Divide: History 

Bain & Mirel (2006) argue that there are inherent problems in the current model 

used to prepare secondary history teachers.  Current models of teacher preparation 

programs often treat content knowledge and methods of teaching courses as separate.  

This model has led to additional problems in that both sides – history departments and 

teacher preparation programs – pay little attention to one another.  McDiarmid & Vinten-

Johansen (2000) argue that the sources of this divide are cultural.  Historians come from a 

long disciplinary history, while teacher preparations programs are professional programs 

that are “dependent on various disciplines, such as psychology, sociology, philosophy, 

and history” (p. 156).  This divide has also been caused by the organization of the 

university itself.  Administrators of universities offered little reward inter-departmental 

cooperation (McDiarmid & Vinten-Johansen, 2000).  Co-planning and team teaching 

between history departments and teacher preparation faculty has not been recognized as 
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effective uses of time.  Perhaps most importantly, cooperative work between teacher 

preparation programs and history departments is not valued in decisions for tenure 

(McDiarmid & Vinten-Johansen, 2000).   

This divide has left some history teachers underprepared to make meaning in the 

discipline that they intend to teach (Bain & Mirel, 2006).  While the factual detail of 

history is important in content preparation (Fallace, 2007), future history teachers should 

be prepared to work with historical texts themselves (Wineburg, 1991).  Fallace (2007) 

argues that a “sophisticated understanding of history requires a full understanding of the 

discipline – its methods, structures, and modes of thought” (p. 427).   How to best address 

this breach between the teaching of history and the ‘doing’ of history, has become an 

important focus of research (Fallace, 2007; Fischer, 2010; Bain & Mirel, 2006).   There is 

an assumption that once future history teachers learn to think like historians, this will 

translate their teaching into more inquiry-based, student-centered and reflective teaching 

(Fallace, 2007).   

Summary 

Secondary teacher candidates are impacted by the subject preparation as well as 

their teacher preparation coursework.  History teachers are expected to know the content 

that they teach as well as able to create and deliver effective lessons.   In order for history 

teachers to receive the preparation they need to be successful in these endeavors, it can be 

argued that content area departments and teacher preparation programs need to be 

encouraged to work together to reinvigorate teacher preparation (McDiarmid & Vinten-

Johansen, 2000).  Zeichner (2010) argues that there is not enough recognition and reward 



      Texas Tech University, December 2015, Joan Jenkins 

65 

 

available to those university faculty who work with teacher preparation programs.  The 

preparation of teachers needs to be valued at all levels by both university faculty and 

school district personnel.  It will take concerted effort for teacher preparation programs to 

continue to revitalize their efforts and continue to improve the preparation of secondary 

history teachers.  

Summary 

 Individuals choose teaching as a career for a variety of reasons, from altruistic to 

intrinsic.  That decision is impacted by a variety of other factors – such as understandings 

of the tasks associated with teaching – as well as other and attractors (time off work) and 

detractors (poor pay).  Deeper understandings of what attracts an individual towards a 

history teaching career would enable the creation of a realistic set of professional goals to 

better aid and support the professional development of teachers. 

 Teacher preparation programs have recently had to meet increased criticisms from 

a variety of groups and individuals.  University-based teacher preparation programs are 

reforming and investigating their own practices in order to invigorate their practices.  

Teachers need to know their content and how best to deliver that content and assess that 

content.  How best to create an effective teacher preparation program remains under 

investigation.   

 History teachers can face a unique set of circumstances.  History teachers are 

expected to have rich understandings of content that would enable the development and 

delivery of lessons.  However, classes that train history teacher candidates in such rich 

understandings – such as historiography – are not often offered to undergraduates history 
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students.  To better prepare history teachers, acknowledgement of such complexities is a 

step in the process to improving history teacher preparation.   
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Chapter III 

Methodology 

Naturalistic inquiry seeks to illuminate a phenomenon in its natural environment 

(Rossman & Rallis, 2003).  Qualitative research design takes the researcher into the field 

and as she/he collects data, she/he makes meaning throughout the process (Lincoln & 

Guba, 1985).  A case study approach is one of many qualitative approaches within the 

naturalistic paradigm.  Merriam (1998) identifies a case study as an “intensive, holistic 

description and analysis of a single instance, phenomenon, or social unit” (p. 21).  A case 

study is used to study a phenomenon that is bounded in time and is of interest to the 

researcher (Merriam, 1998). What follows is a restatement of the problem, purpose of the 

study, research questions and an explanation of the research paradigm chosen, the data 

that was collected, the context of the researcher, and the data sources used for this study. 

Restatement of the Purpose of the Study, Research Objectives and Guiding 

Questions 

The purpose of this study was to explore the motivations and perceptions of 

teacher candidates about their content area knowledge and about their on-going 

development as a teacher of history in the first semester of student teaching.  The 

objective of this study is to chronicle the professional development of pre-service history 

teachers in their first semester as a teacher candidate.  To that aim, the following research 

questions guided this study: 

1.  What are the motivators/attractors of teacher candidates to the teaching career? 
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2. What do history teacher candidates’ life-stories reveal about their journey 

towards becoming a history teacher? 

3. How does a history teacher candidate view their educational experiences in the 

content area in light of their experiences as a student teacher?  

4. How do history teacher candidates envision their teaching future in light of 

their current experiences?  

Research Design 

Establishing the Paradigm 

One of the most intriguing aspects of qualitative research is the key understanding 

that the meaning of this type of research is “socially constructed by individuals in 

interaction with their world” (Merriam, 2002, p. 3).  There are multiple constructs of 

meaning that enable a variety of stake-holders to gain utility from the research.   Sherman 

& Webb (1988) relate that qualitative research expands understandings through making 

researchers more conscious of their assumptions and illuminates the complexity involved 

within educational settings.   

Qualitative research offers the inclusion of many different stake-holders with 

something to ‘take away’.  To that end, qualitative research is often hypothesis creating, 

rather than hypothesis testing (Merriam, 1998).  In an organic setting, it is very difficult 

to manipulate variables; therefore, the aim of qualitative research is to improve 

understanding on a variety of levels (Sherman & Webb, 1988; Merriam, 1988), rather 

than to solve a distinct set of problems.   The role of researcher in qualitative research is 

central.  The researcher constructs understandings as she/he enters the field and interacts 
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with participants in the midst of data collection.  They are already analyzing data.  The 

learning that occurs is situated within a specific context (Rossman & Rallis, 2003).  As a 

result, the understandings that emerged at the end of this research were a result of asking 

questions, the contexts studied and both the participants and researchers personal 

biographies (Rossman & Rallis, 2003).   

Type of Study 

A case study design was chosen to explore the research questions.  Case studies fit 

within the naturalistic paradigm.  A feature of the naturalistic paradigm is that the 

researcher and the participants have a vocabulary in common so that the interactions 

between them are meaningful (Erlandson, Harris, Skipper, & Allen, 1993).   The parties 

involved must also have an amicable relationship in order to establish trust (Rossman & 

Rallis, 2003).  As this researcher and the participants were sharing experiences in the 

work of teaching, an amicable relationship was created and was able to be maintained.  

This is a key feature of the paradigm chosen.  This case study will be descriptive in 

nature as it seeks to illuminate the complexities of history teacher candidate preparation.   

A case study must meet certain criteria.  For example, the event under 

consideration must be a bounded event – an event that has a beginning, middle, and end 

that can be observed throughout the duration of that event or phenomena (Merriam, 2002; 

Stake, 1995).  This case study was bounded by student participants in their first semester 

of student teaching.  This case study will be descriptive in nature.  Merriam (1988) notes 

that descriptive case studies can be used to reveal “the influence of personalities on the 

issue” (p. 14).  Case studies are also designed to catch a glimpse of the complexity of the 
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phenomenon (Rossman & Rallis, 2003).  Because of these factors, a case study is an 

appropriate design tool to examine the phenomenon of the student teaching.  

Participant Selection 

Upon approval by Texas Tech University’s Human Research Protection Program 

(Appendix A), participants were contacted via email.  The participants chosen were 

enrolled in a Bachelor of Arts program, with a major in history and enrolled within the 

Future Leaders University Teacher Preparation Program (FLUTPP) as a minor area of 

study.  The participants were selected using maximum variation sampling (Lincoln & 

Guba, 1985). The maximum variation sampling technique enables unique variations to 

emerge that have adapted to the various conditions throughout the phenomenon.   For the 

project to result in a variety of voices it was important for the participants to reflect both 

genders and a variety of ethnic backgrounds.  Participants selected were enrolled in the 

second semester of the program, but the first semester of the student teaching experience.  

A list of students who met the criteria was acquired from the program and the students 

were sent an email inviting participation in the research (Appendix B).  Five participants 

replied that they were interested in participating.  Three male and two female participants 

were selected.  Inclusion criteria included being admitted into the second semester 

program, with an interest in teaching history in high school, and being placed within a 

school within a reasonable distance of the researchers’ job site.   Criteria for exclusion 

were those student teachers who were student teaching outside of social studies and those 

who were student teaching on an elementary school campus, or those within another 

semester of the program.  Five participants were chosen to participate in the study. 
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Data Sources 

Qualitative research techniques that use naturalistic techniques use a variety of 

data sources that can include interviews, documents, and observations (Erlandson, Harris, 

Skipper, & Allen, 1993; Rossman & Rallis, 2003).   

 Interviews 

As the goal of this study was to hear the voices of teacher candidates, interviews 

would be an important part of the data (Rossman & Rallis, 2003).  Seidman (2013) 

believes that the purpose of in-depth interviewing is an interest in the understanding of 

the individual experience of the participant.  Rossman & Rallis (2003) observed that 

interviews give the researcher a glimpse into the participants’ world that enable the 

researcher to understand the participants’ perspective and deepen their understanding of 

their experiences.   

The interviews for this study were collected via face-to-face and were recorded 

electronically in order to facilitate transcription.  Interviews took place at locations that 

were convenient for both the researcher and the participants.  Interview protocols, 

including a list of questions, were created.  However, the researcher, when appropriate, 

used non-scripted interviewing techniques in order to facilitate data collection.  Field 

notes were also taken during the interviews.  It should be noted that interviews were the 

main primary source of data for this study.   

Observations   

Observations are an important part of understanding the complex relationships 

that researchers are trying to observe (Rossman & Rallis, 2003; Merriam, 1988).  Due to 



      Texas Tech University, December 2015, Joan Jenkins 

72 

 

the malleable nature of the teaching environment, observers are often 

observer/participants.  The researcher must be aware of this and work to minimize her 

own participation within the observations.   The researcher had to guard against being 

perceived as another teacher in the classroom.  Observations enabled the researcher to 

gain insight into the history teacher candidates’ classroom and observe their interactions 

in the classroom.   

Documents/Records.   

The term document refers to a wide range of written materials that are important 

to qualitative researchers.  Analysis of this type of data adds richness to the study.  

Documents aid in grounding the researcher in the “real world issues and day-to-day 

concerns that naturalistic inquiry is working towards” (Guba & Lincoln, p. 234).  These 

documents are produced outside of the context of the study and are therefore “non-

reactive and grounded in the context of the study” (Merriam, 1988, p. 118). 

Researcher’s Journal 

A researcher’s journal is a valuable tool (Merriam, 1998).  The researcher’s 

journal will be a necessary tool when creating a data analysis schema.   The journal will 

also be a valuable guide when it comes to triangulation and verifying the data. The 

researcher’s journal should be the locus, the place where the researcher spends time 

thinking and writing about the subject (Lincoln & Guba, 1985).   This is an important part 

of data analysis.     The research journal is also a valuable part of the audit trail (Shenton, 

2004).  
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 Data Collection 

 Documents/records   

The first data items collected by the researcher were documents and records. The 

researcher collected and analyzed any documentation that advertised the student teaching 

program and discussed its objectives, as well as appropriate course syllabi. Documents 

for this study were the materials that advertised the FLUTPP and course syllabi, both 

available through the public records access website of the FLU.   In addition, a website 

that described the features of the TAP™ programs was also accessed.   

 Interviews   

Three interviews were planned with each of the participants.  The plan was to 

schedule an interview within the first six weeks of the student teaching experience, an 

interview before the mid semester point, and another interview as the semester was 

nearing completion.  Interviews were conducted at a location situated accommodate both 

the researcher and the participants; they were semi-structured in nature.  Some interviews 

were conducted in the researcher’s classroom, while others were conducted at a location 

of the participants’ choosing.  All interviews were conducted face-to-face.  Each 

interview used the same protocol (Appendix D).  The interviews lasted between forty 

minutes to an hour.   

Observations  

The participants were observed in the classroom setting.  The original plan stated 

that each participant was observed twice within their on-site classroom.  Due to the 

constraints of scheduling, four teacher candidates were observed twice, but the fifth 
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participant was not observed. Observations were focused upon teacher candidate 

behaviors.  What was their role? Were they leading teaching? Were there classroom 

management problems in the classroom? What other problems were present? 

Data Analysis 

There are many suggested schemas for analyzing qualitative data.    The analysis 

plan for this case study stemmed from the systems of several authorities in the field such 

as Merriam (1998), Rossman and Rallis (2003), Lincoln & Guba (1985), and Glaser & 

Strauss (1967).  The analysis of data had several phases characterized by the use of the 

constant comparison method.  The basic strategy of the method is to constantly compare 

all the data that was collected in order to create the “tentative categories which are then 

compared to each other and to other instances” (Merriam, 1998, p. 159).  Both the 

informal and formal analysis strategies suggested by Lincoln & Guba (1985) were used.   

 The data collected from interviews, field notes, and observations was unitized.   

Unitizing data involves identifying segments of the data that were responsive to my 

interview protocol questions (Merriam, 2009).  A unit of data can be a small word or 

several pages of an interview or observation record.  Unitizing data organizes the data in 

such a way that it makes sense in terms of the research questions.  Next, the data was 

coded.   

Coding is the process of assigning a word or short phrase that assigns a 

“summative, salient, essence-capturing, and/or evocative attribute for a portion of 

language-based data” (Saldana, 2009, p. 3).  Coding the data enabled the researcher to 

gain awareness of the themes within the data.  All the data was coded independently, and 
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then re-coded as to gain insight from comparison between the participants and data 

sources.  The data was printed out double spaced, and line numbers were added.  The line 

numbers were color coded in order to enable the researcher to ascertain which data was 

referenced.  The pages of data were then cut-up into “chunks” that were assigned a code.    

Once the data was unitized and coded, categorical strategies were used to identify 

differences and similarities within the data.  The data was sorted into the thematic 

categories that emerged from the data.  This process was repeated, and this second coding 

is referred to as axial coding and enhances the analytical work from the initial coding 

(Saldana, 2009).    Holistic strategies were then used to describe connections and within 

the data within the actual context of the event.  The result of holistic strategies is a 

“narrative portrait of an individual or program” (Rossman & Rallis, 2003, p. 273).  These 

holistic strategies were used to guide the analysis of the research.  The voluminous 

amount of data produced many themes.  Multiple themes emerged, and those themes 

were then refined.  Parts of the data were gleaned to focus on, while others were 

disregarded.  This refinement allowed the researcher to create a clear set of themes to 

illustrate the findings to the readers (Saldana, 2009) 

Seidman (2013) notes that categorical strategies, while extremely useful, should 

be used with caution. The researcher’s judgment plays a critical role in this process, and 

the researcher must understand that all data is important to the study and not allow their 

biased subjectivity to play a role.   
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Trustworthiness 

All qualitative research is concerned with producing trustworthy knowledge.  The 

appropriate goal for this researcher was to ensure credibility with those who participated 

in the study and those who will read the report (Merriam, 1998).  The ways that a 

qualitative researcher works to ensure trustworthiness are different than a quantitative 

researcher.   Qualitative studies need to establish credibility, transferability, dependability, 

and confirmability.    

In order to ensure credibility, this study used the goodness criteria of prolonged 

engagement persistent observation, triangulation, peer review, and member checks.  The 

participants in the field were observed multiple times in order to gain a complete a 

picture as possible of their interactions with students and mentor teachers.  In order to 

ensure triangulation, the data from the observations, documents and records, and 

interviews were coded and verified.  In order to ensure that interviews and observation 

data were reflective of the event, participants were asked to confirm their responses 

through member checking. 

Qualitative research’s specific characteristics limit generalizability of the study.  

The reader of this study must determine which of the study’s findings are transferable.  In 

order for any of this study’s findings to be transferable, the researcher provided thick, 

rich description (Lincoln & Guba, 1985).   The written report of the research should be 

sufficient so that the reader can make sense of the new knowledge in such a way that it 

adds to their current experiences.  The reader of this report may use the information given 

to re-examine their understanding of the phenomenon (Lincoln & Guba, 1985). The use 
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of purposeful sampling will also add to the transferability of the report, as it will continue 

to add a richness of context that will enable the reader to re-construct their own 

knowledge of the development of teaching identity.  

Dependability was ensured by the audit trail and triangulation.  The audit trail 

categorized the processes by which the data was collected and analyzed, as well as the 

actual data that was used throughout the process.  The audit trail was detailed in the 

researcher’s journal.  The researcher’s journal was the central location where a log of all 

of the researcher’s activities was recorded.  The journal also contained a data collection 

log and evaluation plan as it developed throughout data collection/analysis.   An audit 

trail will enable the reader of the report to find the conclusions that are reasonable and 

grounded in the data that was collected (Creswell & Miller, 2000)   Triangulation also 

requires that a variety of data will be used (Bowen, 2009).  A variety of data sources were 

used such as interviews, observations, and documents in order to provide for adequate 

opportunities to triangulate the data.   

Confirmability occurred when the qualitative investigator’s concern for 

objectivity becomes apparent (Shenton, 2004; Patton, 1980).  Characteristics of 

qualitative research allow for the role and viewpoint of the researcher to play a role, but it 

is important that the report will be a result of the voices of the participants, rather than 

that of the researcher’s.  Confirmability will also be a result of the quality of the 

observations, the neutral stance of the researcher, and the competence of the researcher 

(Patton, 1980).  In order for these to be apparent, the researcher used the methods 

discussed previously such as member checks, an audit trail, and triangulation.   
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Context of the Researcher 

I am a part-time student and a full-time secondary history classroom teacher.  The 

previous year, I was a part-time instructor at FLU’s TEP program.  Prior to that year, I 

was a full-time classroom teacher, and a part-time graduate student.  I have been teaching 

at a large high school in FLSD for 14 years.  

 I was interested in the process of student-teaching because of my own 

disappointing experience.  I felt that the university faculty members, whose courses I 

took, were disconnected from the K-12 teaching community.  The classwork I completed 

made me aware of the difficulties inherent to teaching.  However, once in the classroom, I 

realized many of the tasks that I was asked to complete in my coursework were not 

related to “real” classroom tasks.   

My own mentor teacher did very little mentoring, and provided little support or 

guidance throughout the process.   I was asked to use my mentor teacher’s materials and 

was given only a limited amount of teaching experience during my single semester of 

student teaching.  The university supervisor of my student teaching experience was a 

caring individual, but, once again, seemed powerless to change my situation.  She 

encouraged me to make the best of a difficult situation.    I was told that I would be a 

great teacher, but in no way did I feel confident or prepared to enter the classroom.   

Early in my teaching career, I received a student teacher to mentor in my 

classroom.  I was only a second year teacher when I was expected to mentor my first 

student teacher.  I did not feel up to the task, but as the only full-time history teacher 

available, FLU determined I was the best teacher to offer the needed experiences.  This 
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was done with input from the Principal. We had very little input on who was chosen to be 

a student teacher.  (Please note that this program was a different teacher preparation 

program than the current one in place.)  I have had six student teachers over my fourteen 

year career, and I still am interested in the process.   

Since those early days in my teaching career, I have wanted to research the 

student-teaching experience in order to give myself a better perspective of the process.   I 

wanted to know what student teachers thought about the process in order to improve my 

own processes.  This research project fulfilled a long-term desire that I had to give voice 

to the student teacher in the process - a voice I felt I needed to hear.   

Research Site 

Setting: Undergraduate Program 

All the participants attended a large research university, Future Leaders University 

(pseudonym).  FLU is a large university in the southwest which serves over 35,000 

students.  Students come from all 50 states and from 96 foreign countries to attend FLU.  

FLU offers 150 under-graduate, 100 Master’s and 50 Doctoral degrees (FLUTPP 

website).  

All participants are enrolled in a teacher education program under the aegis of the 

College of Education.  FLU is accredited by the National Council for the Accreditation of 

Educator Preparation (NCATE).  The College of Education has recently re-formatted 

their teacher preparation program.  Future Leaders University Teacher Preparation 

Program (pseudonym) (FLUTPP) is field-based, competency based curriculum that 

features a one semester observation, and two semesters of student teaching in addition to 
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appropriate coursework.  This program has been developed by university faculty in 

partnership with public school personnel.  The program is designed to produce highly 

capable teachers who are ready to begin their careers as skilled teaching professionals 

(FLUTPP Website).  

The Teacher Preparation Program 

Degree and teacher certification programs are distinct from each other.  Students 

classified as juniors may apply for admission to the program.  Students work with both 

their major department advisor and a College of Education advisor to develop the 

major/minor degree plan.  Admission to the program is open to students based on 

academic preparation, achievement, and availability of space in the program.  When there 

are more qualified applicants than available spots, the number of students admitted into 

the program will be limited.  Admission into the program is competitive and based upon 

grade point average, as well as other criteria.   

 General guidelines for admission require of students the following: 

 Credited with at least 60 semester hours, including current 

semester with a minimum 2.75 GPA  

 Possess personal and social qualities as well as physical and mental 

health suitable for teaching 

 Pass a content exam in the desired teaching field 

 Meet any additional requirements as established 
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Two semesters of student teaching are required.  Certain pre-requisites must be 

met in order for acceptance into the final two semesters of the program, the student 

teaching phase. 

Requirements for student teaching phase 

 Each student must attend an informational meeting and apply for student 

teaching through the Clinical Experience office.   

 Students must pass the TExES in their teaching field. 

 Students must have a minimum GPA of 2.75 

 Students must be able to speak and understand English sufficiently to use 

the language within a classroom setting. 

 Other criteria may be used to determine admission as needed. 

Specialized feature of the FLUTPP 

 Specialized framework used to drive specific teaching behaviors.  The 

Future Teach Program uses the TAP™ rubric in order facilitate driving 

these specific behaviors.   

 Frequent digital captures of teaching events and review of those captures 

by both the teaching candidate and clinical faculty. 

 Higher quality of clinical experience and more frequent contact with 

clinical faculty. 

 Co-teaching model with selected mentor teachers that possess superior 

teaching skills.  This program embraces the co-teaching model and 
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encourages mentor teachers and teacher candidates to actively plan 

together and implement lessons together.  Citations for any of this? 

The System for Teacher and Student Advancement (TAP™)  

The TAP™ rubric for the evaluation of teaching was created by the National 

Institute for Excellence in Teaching (http://www.niet.org/tap-system/elements-of-

s=uccess/).  Formation of the TAP™ rubric is one of many reforms underway throughout 

the United States in order to improve the state of schools (http://www.niet.org/tap-

system/elements-of-success/).  There are six elements that the rubric evaluates: 

management of student behavior, student academic feedback, instructional presentation, 

student activities and materials, and lesson plans.      

Class sequence and semester structure 

 The FLUTPP takes three semesters to complete (FLUTPP website).   

 Non-education course work can be completed during the 1st and 2nd 

semesters with specific permission.   The course sequence is as follows:   

Semester One:  

 EDSE 3000 – Introduction to teaching.  One day spent at the campus 

location with a mentor teacher plus an introductory class about the TAP™ 

rubric and learn about teacher professionalism. 

 EDSE 4100 – Content Specific Strategies and Planning 

 EDLL 4211 – Literacy in the Secondary Classroom 

 EDSE 4200 – Classroom Design and Management (Arrangement of the 

classroom in order to maximize learning) 

http://www.niet.org/tap-system/elements-of-success/
http://www.niet.org/tap-system/elements-of-success/


      Texas Tech University, December 2015, Joan Jenkins 

83 

 

Semester Two: 

 EDSE 4000 – Student Teaching (On campus four days a week) 

 EDSE 4100 – Theories of Learning in Secondary Context and Technology 

Applications 

Semester Three: 

 EDSE 4000 – Student Teaching (On campus four days per week) 

 EDSE 4310 – Collaborative Teaching and Professional Planning in the 

Secondary School 

 EDSE 4320 – Communities and Planning for Diversity in the Secondary 

Context (FLUTPP website)  

Explanation of Future Teach Faculty Roles 

There are many individuals who work together in this program.  What follows is a 

brief description of those individuals and role: 

Mentor Teacher (MT) – the teacher in the public schools who has agreed or been 

asked by a school administrator to host a teacher candidate and been approved by the 

FLUTPPP site coordinator and teacher education director.   

Program Faculty – Either tenure-line faculty or instructors who have the 

responsibility of preparing instruction for the FLUTPP.   

Site Coordinator (SC) – Faculty member assigned to the teacher candidate for all 

three semesters of the program.  The site coordinator coaches and evaluates the teacher 

candidate.  All site coordinators have been trained on administration of the TAP™ rubric 

by the National Institute for Excellence in Teacher Training.    
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Teacher Candidate (TC) – Individual who has chosen to become a secondary 

teacher in the state of Texas and been granted admission to the FLUTPP. 

Setting: Future Leaders Independent School District (FLISD) 

All participants student taught within high schools located in FLISD.  FLISD is a 

large school district in the south west.  FLISD has a secondary enrollment of 13,233.  The 

demographic breakdown of the school district: 28.3% Anglo/other, 58% Hispanic and 

13.7% African-American.  There are four high schools within the district, and participants 

taught at 3 of the campuses.    

 Oak High School (pseudonym) had an enrollment 2,056. Enrollment 

demographics: 5% Asian, 9% African-American, 59% Hispanic, and 25% 

White 

o Oak High met standards during the previous accountability year 

 Elm High School (pseudonym) had an enrollment of 688.  Enrollment 

demographics: 46% African-American, 49% Hispanic, and 2.5% White 

o Elm High did not met standards during the previous accountability 

year 

 Mulberry High School (pseudonym) had an enrollment of 2,070.  9% 

African American, 57% Hispanic, 31% White 

o Mulberry High School met standards the previous accountability 

year  
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Introduction to the Participants 

This section will provide an overview of the participants.  Five participants were 

selected for the study. Four participants pursued teaching certification in history, while 

one participant was working toward a composite social studies certificate.  All 

participants were placed in high schools within the FLISD.  All participants completed 

the FLTPP and have since graduated from FLU.  All participants accepted teaching 

positions within high schools in a variety of locations.  The data is inventoried using an 

audit trail (Appendix E).  Throughout the discussion of the findings, each unit of data is 

notated, using a number in parentheses.  The audit trail chart references these numbers 

and directs the reader to the data source referenced. 

Sybil 

Sybil was 21 when she entered the FLUTPP.  Sybil had parental support when she 

made the decision to enter college and become a teacher (1).  She really enjoyed school, 

and her favorite part of K-12 education was her high school experience (2).  She 

purposely chose the FLU because of its TPP (3).  Sybil felt that the one year student 

teaching aspect of the program would help her secure a job after graduating (4).  Sybil 

has always loved teaching and knew that she wanted to do something with history (5).  

Sybil did her student teaching in a mixed 9th and 10th Grade World History classroom at 

Mulberry High School.  Three classes were on-level world history courses, and one was 

an honors world history course.    Sybil’s mentor teacher was also an athletic coach.   
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Mary 

Mary was 25 years old when she entered the FLUTPP (6).  Mary loved her high 

school years best, and history was one of her favorite subjects as well (7). She started out 

as a psychology major at FLU and faced some challenges once she entered university (8).  

After taking some university classes in history, she re-discovered her love of history and 

changed her major to history (9).   Mary then decided to enter the FLUTPP because she 

felt it was the best way to secure a job with a history major (10).  Initially, she felt 

challenged by the program’s entrance policies, but was eventually able to enter the 

program (11).  Mary did her student teaching in mixed 10th and 11th grade on-level United 

States History classroom at Mulberry High School.  Mary’s mentor teacher was also an 

academic team coach.   

Edith 

Edith was a 21 year old student when she entered the FLUTPP (12).  Edith always 

enjoyed school, and she really liked high school best (13).  Edith had parental support 

when she decided to enter college, and she was first a business major (14).  After a few 

business classes, and a change of universities, she found herself making the decision to 

become a history major (15).  Edith had taken a personality test that suggested teaching 

as a career choice.  Her mother was a teacher, so she decided to enter the FLUTPP (16).    

Edith did her student teaching in a mixed 10th and 11th grade on-level United States 

History classroom at Mulberry High School. Edith’s mentor teacher was also an athletic 

coach. 
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Joseph 

Joseph was 34 years old when he entered the FLUTPP (17).  Joseph spent some 

time working in the heating and air conditioning industry before making the decision to 

become a teacher (18).  Joseph always wanted to be in teaching and loved history from 

middle school (19).  Joseph experienced delayed entry to the 2nd semester of the FLUTPP 

because he had to re-take the content certification exam (20).  Joseph remained 

committed to the program and did his student teaching in a mixed 10th and 11th grade on-

level United States History classroom at Oak High School.  Joseph’s mentor teacher was 

also an athletic coach. 

Charles 

Charles was 21 when he entered the FLUTPP (21).  Charles enjoyed school and 

found high school to be the most enjoyable of his K-12 experiences (22).  Charles 

originally wanted to pursue becoming a lawyer, but changed his mind and decided to 

enter teaching (23).  Charles chose the composite social studies pathway because of his 

initial interest in political science (24).   Charles did his student teaching in an on-level 

government classroom at Elm High School.  Charles’ mentor teacher was also an athletic 

coach.   

Summary 

This qualitative descriptive case study sought to explore the motivations and 

perceptions of teacher candidates about their content area knowledge and their on-going 

professional development as a history teacher in the first semester of student teaching.  In 

an era of standard based reform – that is based (in part) upon data collection of teacher 
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influence upon student learning – it is extremely important to understand why teacher 

candidates chose teaching as a career and how they perceive their professional 

development.  Teacher preparation programs have been seeking to re-evaluate and re-

invigorate their practices in light of the current reform efforts.  It is important to add an 

understanding of how those reform-based programs are perceived by the teacher 

candidates.  Each of the teacher candidates’ voices were valued and acknowledged as 

they discussed challenges during their student teaching experience.  Their voices brought 

insight to the challenges teacher candidates faced as they took classes, student taught, and 

worked to become professional educators.   
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Chapter IV 

Research Findings 

Student teaching is recognized as the one of the most important rites of passage of 

any teacher preparation program (Graham, 2006; Darling-Hammond, 2006; Clarke et al, 

2014; Feiman-Nemser, 2001).  Despite the pivotal position of the student teaching 

experience, the student teaching phase has been criticized as being “fragmented, lacking 

curricular definition and appearing disconnected from others components of the student 

teaching program” (Graham, 2006, p. 1118).   In the midst of student teaching, teacher 

candidates balance personal factors, content knowledge, beliefs about learning and 

teaching, and situational factors – such as feedback from mentor teachers and university 

personnel – expectations and demands of the classroom (Borko & Mayfield, 1995).   

Teacher preparation programs continue to respond to the call to reform coming 

both from the federal government and organizations such as Council for Accreditation of 

Educator Preparation (CAEP) (National Council on Teacher Quality, 2013b; Darling-

Hammond L., 2006).  It becomes more important than ever to gain understanding about 

the ways in which teacher preparation programs impact teacher candidates.  This study 

explored the motivations and perceptions of teacher candidates about their content area 

knowledge and their on-going professional development as a history teacher in the first 

semester of student teaching.   

The following researcher questions guided this study: 

1. What were the motivators/attractors of teacher candidates to the teaching 

career? 
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2. What did history teacher candidates’ life-stories reveal about their journey 

towards becoming a history teacher? 

3. How did a history teacher candidate view their educational experiences in the 

content area in light of their experiences as a student teacher?  

4. How did a history teacher candidate envision their teaching future in light of 

their current experiences? 

The participants in this study provided insight into why teacher candidates chose 

to be teachers of history and how they made sense of their academic experiences – both 

content and education classes – while in the first semester of student teaching.  This 

chapter presents findings from a total of fifteen semi-structured interviews, eight 

observations, and documents and records associated with the Teacher Preparation 

program.   

Data was collected from five participants, four history teacher candidates and one 

social studies composite teacher candidate.  Observations were completed on four 

candidates twice during the semester.  Observations were not completed on one 

participant due to location and timing complications that arose during the semester.  

Documents associated with the Future Leaders University Teacher Preparation Program 

(FLUTPP) were also evaluated such as their websites and materials associate with the 

TAP™ rubric.  The interviews and the resulting themes will add to the understanding of 

experiences of history teacher candidates in general and as their preparation program in 

specific.   
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The understandings that emerged at the end of this research was a result of asking 

questions, the particular contexts studied, and the biographies of those involved 

(Rossman & Rallis, 2003).  Three major themes and a variety of sub-themes emerged 

from the data.  The following themes and their respective sub-themes will be examined:  

 Reasons for teaching and expectations of teaching  

o Sub-themes of Love It/Teach It, Love of Content, Why teach 

History/Social Studies, Continuity and the Impact of Family - , 

 Realities of student teaching  

o Sub-themes of Facing Classroom Management in the Mentor 

Teacher’s Room, Standardized Curriculum, Planning, or Not?, 

Disappointed with District Assessments 

 Intent of the Teacher Preparation Program versus Realities of the Program   

o Sub-themes of Working with Mentor Teachers/Inclusion Teachers, 

Site Coordinators, Time Spent Teaching Activities, Teacher 

Preparation Coursework, History Coursework, Impact of the 

FLUTPP upon Teacher Candidates and their Teaching Future, and 

Making it Better 

An audit trail chart (Appendix E) is presented to ensure the dependability and 

confirmability of these findings.  Throughout the discussion of the findings, each unit of 

data is notated using a number in parentheses.  The audit trail chart references these 

numbers and directs the reader to the data source referenced. 
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Presentation of Themes 

Reasons for Teaching and Expectations of the Profession 

The first theme that emerged from the data was that of reasons for teaching and 

expectations of the profession.  All of the participants expressed their reasons for 

choosing to enter a teacher preparation program.  Individuals choose the teaching career 

for a variety of reasons.  Lortie (1977) related that there are five main attractors to the 

teaching career: desire to work with young people, desire to serve, the theme of 

continuation, theme of material benefits and the theme of time compatibility.  Participants 

also related expectations regarding the job of teaching itself.  Watt & Richardson (2007) 

noted that individuals can be attracted to teaching due to intrinsic values (this can include 

attraction to a particular content area), and personal utility value.   These values all 

related back to Lortie’s seminal work.  Three sub-themes emerged from the data: Love 

it/Teach it, Social Utility, Why Teach History/Social Studies, and Job Continuity/Impact 

of Family 

Love it, Teach it  

Love of High School 

 Individuals are attracted to teaching for a variety of reason.  Lortie (1977) 

explains that the continuity theme attracts a certain set of individuals who found school 

enjoyable.   This attractor is more likely to impact those who become secondary teachers 

and can also be associated with the love a specific content. (Lortie, 1977, Virta, 2002).   

Four of the participants expressed that they enjoyed high school in comparison to 

their other schooling experiences.  Mary related that “I did enjoy much of school.  Well – 
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I enjoyed high school because that’s when I found that I fit in – I found friends I got into 

debate – I found out that I was good!”(1).  Mary further related that it was in high school 

that she had a teacher that challenged her and pushed her.  Mary explained, “He just knew 

to push me, he demanded that I wasn’t lazy anymore.  I hated it at the time, but I 

appreciate it now” (2).  Sybil related also that she “liked high school best.  I felt 

challenged in high school” (3).  Eli related a similar feeling.  He enjoyed high school and 

felt that it gave him more responsibility for his own learning.  Eli said “I liked high 

school a whole lot.  I felt it was less like babysitting.  I like working on my own” (4).  

Edith also related similar feelings about enjoying high school.  Edith explained, “I think I 

really like high school, because I was involved in a lot of stuff . . . I was a little bit more 

independent . . . I could choose my classes – what I wanted to do on what level” (5).   

Love of Content 

Participants expressed a love of their content.  Virta (2002) argues that the choice 

to become a teacher is strongly entwined with the love of a content area.  Participants in 

this study clearly expressed their love of history as a content area.  For some this emerged 

in high school history classes and for others it emerged in university coursework. Edith 

related “my favorite subject in high school was history.  I really liked whatever [history] I 

took” (6).  Edith also connected to her history classes in college, “when I took a lot of art 

history classes, and I really noticed how interested [I was] how much I connected with 

that - more than with a whole lot of other classes” (7).  Sybil said that her favorite subject 

in high school was “history – definitely history.  I had great history teachers” (8).  Of all 

the participants, Sybil mostly clearly related her love of history to her desire to teach 
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history, “I knew I was going to be a history teacher by like, my senior year” (9).  Mary’s 

favorite class in high school was United States History, but she did not initially choose 

history as a major.  After a series of academic failures and ending up on probation, Mary 

explained that she returned to university and took some history classes and then decided 

to change her major.  Mary explained:   

I went back and started with a few history classes and I really loved them and I 

changed my major to history.  I knew I wanted to be a history major, but what do I 

get to do with a history degree? Probably teach (10). 

Charles also expressed his love of content.  Charles was a political science major 

and was preparing to be a composite social studies teacher.  Charles said that “I love.  I 

love.  I love the material.  It’s my passion. So when I actually get the chance to talk to 

people about it – I can go on and on” (11).   

Each of these participants expressed their enjoyment of high school and an 

affinity for history or their content area.  The teacher candidates professed enjoyment of 

their content area, many of them relating their love of history.  Love of a content area is 

an important part of the decision making in becoming a teacher.   

Social Utility 

Often individuals who chose teaching for a career were also inspired by social 

utility values (Watt et al., 2012).  Social utility value is characterized by desire to work 

with children, to shape future generations, and to make contributions to society.  Social 

utility value has long been understood as one of the most important attractors to the 
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profession (Lortie, 1977; Watt, et al., 2012).  The missionary view of teaching and 

teaching as service are both incorporated into the social utility theme.   

Two of the participants expressed that some of the reasons they entered the 

FLUTPP were related to the social utility theme.  Joseph expressed the desire just to 

teach students about character and expressed his desire to create one on one relationships 

with his students.    Joseph added to this later and related that “I am really interested in 

thinking about character education – to teach them not to worry about defending 

themselves, how to be humble” (12).  Joseph worked to build one on one relationships 

with the students in his mentor teacher’s classroom.  Joseph explained that “I have tried 

to circuit around the entire class to find out what the students are doing.  I have been able 

to do that in almost every class (talk with every student)” (13).  Joseph identified with 

two aspects of the social utility theme: desire to work with young people and desire to 

impact students’ lives through working with them on character education.  

Charles expressed a belief in the service role of teaching.  Charles initially had 

aspirations of becoming a lawyer, but he described his transition to thinking about 

becoming a teacher: 

Once I decided I had a soul – that I wanted to sleep at night – I decided I didn’t 

want to do law.  So what can I do? That I can still get internal satisfaction? That’s 

when I decided to go into teaching (14). 

Charles clarified this later by stating that he “always had this fantasy [about] 

teaching kids and blowing their minds with information” (15).   Charles felt that the 

service role was part of his responsibility as a teacher.  When describing the importance 
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of teaching, Charles related, “It is a service role.  It is something that I feel is a personal 

responsibility” (16).   

These two participants both expressed aspects of the social utility theme that 

influenced their decision to become a teacher.   

Why teach History/Social Studies?  

Teacher candidates also related why they thought teaching history (or 

government) was important.  This skill was related to their expectations of being able to 

fulfill a service roll while teaching, an aspect of the social utility theme.  One of the most 

pervasive goals of the American education system has been the creation of good citizens 

(Barton & Levstik, 2008).  These teacher candidates related the teaching of their content 

to the teaching of critical thinking skills that furthered the good of enabling the creation 

of good citizens.   

Mary, Charles and Sybil all related that it was important to teach history because 

it enabled them to also teach critical thinking skills.  Providing students critical thinking 

skills is an aspect of the social utility theme: making a social contribution.    Mary stated: 

People say you have to learn history so you don’t repeat your mistakes – that’s 

true. I think it’s important because of student analytical skills (being able to put 

events in historical context) . . . we are not educating history majors.  We are 

educating citizens and we want them to be good citizens, well-rounded citizens 

(17). 
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Charles related that critical thinking skills were important because they could help 

students become better citizens and perhaps give his students skills in order to be 

successful in university.  Charles said: 

If you are voting, then you should be aware of what’s going on around in your 

world.  I was – like trying to teach them how to look at the news and be able to 

evaluate – not just be accepting of what is told to you.  If they (his students) get to 

college, the majority of your work is critical thinking and trying to put things 

together (18). 

Charles continued “even if they (his students) get a job, they still need critical 

thinking skills.  You can’t just expect your boss to hold you by the hand and lead you the 

way” (19).   Sybil reiterated similar feelings,  

I think history is an important content area because it teaches you thinking skills a 

lot of people don’t understand . . .I show them how [to] form an argument.  I 

thinking critical thinking skills are more important than actual history facts (20).  

Teacher candidates related that their content area enabled them to teach critical 

thinking skills.  They related that critical thinking skills were necessary to be a good 

citizen or needed for other necessary life skills as learners or even employees.   

Continuity and Impact of Family 

Lortie (1977) discusses the specific circumstances that also impact the attraction 

to teaching.  One of the special circumstances discussed is continuity within the family.  

Lortie (1977) argues that family encouragement has a strong impact on an individual’s 

choice to become a teacher.   
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Three participants in the study explained that they had family that were teachers.  

Sybil related that “I felt that I knew how classrooms’ work[ed] just because the time spent 

in my mom’s classroom and my observations and hearing my mom’s stories and as being 

a student” (21).  Sybil also explained “my mom is a teacher, my two cousins are teachers 

so being a teacher was always on my radar – was always like in my gene pool – it was 

like destiny” (22).   Sybil also related that her mother encourage her to choose the 

FLUTPP.  Her mother believed the program would provide her with more experience.  

Sybil related that her mom said “yes – that’s awesome you need to do that one-year 

program!” (23).   

Edith made the decision to be a teacher after discovering her love of history in 

university. Edith explained that “well now I am a history major – what am I going to do 

with it?” (24).    Edith related that she had taken a freshman type class that administered 

personality tests and given advice to the students about possible careers.  The test result 

indicated that teaching was a possible career choice.  Edith said  

We took a test – that tests your personality and one of the things that was 

suggested was to be a teacher.  And then I got into the history thing and well – I 

think I could do that! My mom used to be a teacher, she was a classroom 

teacher . . . she went into nursing, but she really likes me becoming a teacher (25).   

Joseph believed that he would always end up a teacher because most of his family 

were either teachers or coaches.  Joseph wrote, “I have always felt in my heart that I 

would end up teaching. Most of my family besides my parents are or have been teachers 

and coaches” (26).   
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Three participants described how family members who were teachers enabled 

them to think about becoming teachers.   

Summary 

The theme of reason for teaching and expectations of the profession revealed that 

the participants desire to teach history was a result of several attractors and influences.  

Affinity for the job of teaching as well as affinity for a content area emerged as sub-

themes that specifically addressed the desire to teach.  Other sub-themes also addressed 

this issue such as the social utility theme.  Other attractors to the profession emerged 

from the data as well: reasons for teaching the content, and job continuity.     

Realities of Student Teaching 

The second theme that emerged from the data was the realities of student 

teaching.  The experience of student teaching is the capstone of the teacher preparation 

program.   The teacher candidates all related their contextually based challenges while 

student teaching.  Feiman-Nemser (2001) believes that the student teaching experience 

plays a critical and complex role in the preparation of teachers.  Student teaching enables 

teacher candidates the opportunity to observe students and the workings of secondary 

schools – in a different way in which they were perceived when they themselves were 

students.  Teacher candidates often perceive that they know how school works as a result 

of the familiarity pitfall.  In addition, they are often still students themselves (Lortie, 

1977; Feiman-Nemser & Buchmann, 1985).  Teacher candidates need opportunities to 

place their learning into context and student teaching provides teacher candidates the 

opportunity to do this (Feiman-Nemser, 2001; O’Brian et al., 2007).  The types of 
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challenges that the teacher candidates experienced emerged within four sub-themes: 

facing classroom management in the mentor teacher’s room, standardized curriculum, 

and disappointed with district assessments.  

Facing Classroom Management in the Mentor Teacher’s Room 

Classroom management was a major concern amongst the teacher candidates in 

the study.  Effective teachers have fewer instances of classroom disruptions and are 

generally viewed as being more competent than ineffective teachers (Oliver & Reschly, 

2007).  Teacher candidates have an opportunity to learn about classroom management 

when working with the mentor teacher and have an opportunity to learn from the mentor 

teacher’s practical knowledge (Zanting, Verloop, & Vermunt, 2003).  All of the 

participants described their lack of classroom management skills and their frustration 

with not being able to manage student behavior.    

Charles described his mentor teachers classroom management struggles as well as 

his own.  Charles explained that sometimes his mentor teacher had problems with 

classroom management, especially when it came to one challenging class.  Charles 

related an example of his classroom management struggles: 

During 4th period – that’s the only class [that he struggles with].  Even when 

Coach [the mentor teacher] and the inclusion teacher and myself are there, it’s 

difficult to stay on top of everybody.  No matter how we break them up – no 

matter how we group them – we just have problems with some of the students (1). 

Charles also explained that when his mentor teacher left the room, student start to 

misbehave.  Charles said: 
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Coach [his mentor teacher] has a really strict classroom management plan.  You 

can definitely tell when Coach is in the room.  As soon as he walks out, the class 

starts to unravel . . . you can tell they don’t have the same kind of respect for me 

that they have for Coach (2).   

Charles was not able to have the same type of classroom management style as his 

mentor teacher.  Charles also described a day when a lesson went well all day long, but 

during the last period of the day – the lesson did not go well.   The students did not 

perform as he wished and he began to get frustrated.  After this experience Charles 

realized that “if I know I’m wrong – I go with it – they [the students] can’t know that I 

am wrong” (3).  Charles continued to have problems with students, one student insisted 

on calling Charles by his first name, Charles responded with threatening to send the 

student to in school suspension for the week (4).  Charles described his mentor teacher as 

having a strong classroom management presence, “He is a disciplinarian – he’s actually 

able to get the ones that won’t respond to anybody else to respond to him” (5).  As 

Charles worked in his mentor teacher’s classroom - he experienced classroom 

management, but never found his own way to manage student behavior.  He perceived his 

mentor teacher as the disciplinarian, and was unable to create an effective way to manage 

students without his mentor teacher’s assistance.   

Mary also confirmed that respect was an issue.  Mary – when speaking about one 

specific class – said “that class is so hard, they just don’t respect me at all . . . I just try 

hard to walk out of that class and not feel defeated” (6).  Mary also related that her 

mentor teacher had a different approach towards classroom management, Mary’s own 
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voice in terms of classroom management was never made clear because she worked 

under her mentor teacher.  Mary believed one of the problems that she would face in her 

own classroom was classroom management issues and her lack of ability to manage 

student behavior.  Mary related that: 

if I ever leave teaching, and do something else it would be because of classroom 

management.  I just don’t know (about how to manage student behavior) because 

my mentor teacher handles things so much more differently that I would and I 

have problems – different kinds of problems (7). 

Mary thought that some of the differences that she experienced in terms of 

classroom management might be due to her gender.  When Mary re-directed the behavior 

of one specific student, that student would go to sleep.  Mary looked to her mentor 

teacher for advice, and her mentor teacher advised her to stop interacting with that 

student.  Mary said: 

I do think this is a gender issue. I have had a couple of problems because I am a 

girl.  This one student won’t respect me . . . when I redirect him he goes to sleep 

and so I don’t redirect him anymore and that was my mentor teacher’s suggestion 

– you need to stop having relations with that student (8). 

Mary had a hard time authentically experiencing classroom management, because 

she operated within the strictures of her mentor teacher’s classroom.  Observations 

confirmed than either the mentor teacher or the inclusion teacher worked with students 

and classroom management (9).  During both observations, three adults were in the 

classroom. 
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Edith also did not engage in authentic classroom management.  Edith had a hard 

time with her the idea that she was to love her students.  Other teachers express that they 

loved their students, but Edith had a hard time with this expectation.  Edith explained: 

there are some teachers that are like, “I just love my students – I just love kids!” 

That’s not going to last you for very long.  There’s no way you love your students 

every day.  I don’t care how good your classes are.  There are some crappy kids 

out there.  That are rude.  Some kids are so disrespectful. And you want to slap the 

crap out of them. I dread having a certain class because of one student.  They are 

so disrespectful and you can’t do anything about it (10).   

Edith felt powerless to manage classroom behavior issues in the classroom.  Edith did not 

understand how she was to express her authority in the classroom.  Edith thought that if 

she was too stern, that she would be viewed negatively by her students.  Edith explained: 

The thing is a man can be stern . . . if a woman is stern – she’s looked at as a 

bitch.  That’s the thing that pisses me off more than anything else is that I can be 

bold and I can be stern, but I can’t be nice and have authority in the classroom 

(11).   

Two observations confirmed that the mentor teacher dealt with most classroom 

management issues (12).  During the first observation, Edith helped a student with the 

completion of the document based question, while her mentor teacher dealt with off-task 

student behavior – such as talking, laughing and non-completion of work.  During the 

second observation, the mentor teacher was advising students to keep on-task and 

complete their assignments.   
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Sybil felt that her students did not respect her.  Sybil explained, “There’s two kids 

who don’t respect me . . . I can’t teach that class while he [one of the problem students] is 

there” (13).   During an observation, it was noted that classroom management issues 

where evident.  There seemed to be few classroom procedures in place.  During the first 

observation, ten students were off task and used their phones to play a game and when re-

directed by the mentor teacher they acquiesced but only for five minute period.  The 

students as a group displayed little engagement with the lesson (14).  Sybil was observed 

when teaching alone during another class period (her mentor teacher was performing 

other duties off campus), and she experienced difficulties managing classroom behavior.  

Students were playing on their phones, texting, playing with a laser pointer and talking.  

Most students when re-directed, would only cease their behavior temporarily.  One 

student asked to leave to go the restroom and never returned to class.  At the end of class, 

Sybil expressed extreme frustration about her lack of ability to more effectively direct 

student behavior (15).   

Joseph did not describe a specific situation with classroom management issues, 

but he did say that classroom management was an area of concern.  When asked about his 

biggest concern about being in the classroom, Joseph answer “it would be classroom 

management” (16).   Towards the end of the semester, Joseph did feel that he had a better 

grasp of his classroom management, but that his experience came as a result of 

substituting prior to beginning his active student teaching semesters.  Joseph explained: 
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during my semester off I subbed a lot.  And I think that helped, especially with 

classroom management.  I knew they [the students] would treat me differently 

than as they would a co-teacher (17).   

All of the teacher candidates expressed that they encountered classroom 

management issues.  In reality though – they merely witnessed them.  The teacher 

candidates were operating within the structure of the mentor teacher’s classroom, and the 

teacher candidate were unable to authentically engage in classroom management.  Since 

the teacher candidates themselves enjoyed high school, it is possible that their 

expectations were to have students that resembled themselves – not students that offered 

challenges to their presence in the classroom. 

Standardized Curriculum  

The state of Texas determines standardized format for curriculum for all social 

studies subjects.  The Texas Essential Knowledge and Skills (TEKS) is the document 

which drives all public school curriculum in Texas (State of Texas, 2015).   Teacher 

candidates in this study faced the realities of teaching when working with the TEKS for a 

variety of reasons.  Three of the teacher candidates’ were student teaching in United 

States History classrooms.  The United States TEKS are assessed using a high-stakes test 

which is a requirement for graduation.  Two of the teacher candidates were student 

teaching in classrooms where the curriculum was assessed using only district 

assessments, there is no high stakes test associated with government or world history.  

District assessments are created by the FLUISD central office and teachers are required to 

give the assessments.  District assessments have little impact upon student’s grades, but 
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are used to discuss effectiveness of instructional methods during department meetings.   

The two groups had different experiences when working with the standards. 

Two teacher candidates expressed a sense of freedom when discussing their 

TEKS.  Sybil expressed that “we [her mentor teacher and herself] both know that world 

history is untested so we can do whatever we want as long as we cover TEKS standards” 

(18).  Charles noted that he did have a sense of freedom because there was no test and 

because of the content of the course itself.  Since there was only a district assessment 

which did not greatly impact student grades, Charles believed that he had more freedom 

to teach what he thought important – skills.  Charles believed that the TEKS associated 

with government were not so bound by fact and specialized content.  Charles said that:  

I think the government and economics are two places where you have more free 

reign to actually teach critical thinking skills. As far as history and geography – 

they’re very factual based, but whenever you get to government you have the 

option to do a little bit more critical thinking outside the box (19).   

Several teacher candidates related challenges associated with working with their 

TEKS associated with their particular course.  Edith, who student taught in a United 

States History Classroom, found it difficult to understand how to allocate time in the 

classroom to specific TEKS.  Edith thought there were two extremes in the curriculum.  

She was challenged by the requirements to teach specific people and large eras (such as 

the Great Depression), but still Edith felt unsure of what her students needed to know.  

Edith related 
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I think in some aspects there are two extremes – sometimes they [the state 

standards] want you to have specific people that you talk about in very specific 

little things.  But then you spend such a long time on the Great Depression, but in 

the TEKS it seems to be a minute part.  I mean – it just says that they [the 

students] need to know the significance of an era, but it doesn’t give you exactly 

what they [the students] need to know (20). 

Sybil related that she was challenged by thinking about how best to teach her 

TEKS (in a world history classroom).  Sybil said  

I think they lack concepts – because the TEKS don’t go in any particular timeline.  

We move from one region to the next [teaching the history of that region within 

that time period].  We go from one region to the next and they can’t match time to 

region.  I just finished the Middle Ages in Europe and I am about to start the 

Middle Ages in Africa and Asia (21). 

As a result of this, Sybil felt that the students were confused about chronological issues 

and as a result planned a timeline project so the students could “grasp all those concepts” 

(22).    

 When the teacher candidates were observed, content was addressed in a variety of 

ways.  During Sybil’s first observation, the mentor teacher was presenting content (23).  

During Sybil’s second observation, she was directing a document-based activity and was 

not observed directly interacting with content (24).  During Mary’s observations, she was 

observed presenting content during the second observation, during her first observation 

she circulated the room and assisted with students (25).  Edith was observed in a co-teach 
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role only as one-teach, one assist (26).  Joseph was observed in a one-teach, one assist 

role as well (27).  Both Mary’s and Joseph’s classrooms were also supported by an 

inclusion teacher.   Not enough observations were performed to gain clear insight to the 

problem of content issues.   

Four participants experienced the realities of teaching challenges when it came to 

working with their TEKS.  Some were able to feel a sense of freedom because the 

students were not subject to a high stakes test, while others felt challenged by working 

with the TEKS and providing the students with sufficient learning opportunities.  Teacher 

candidates felt they were provided few opportunities to work with curriculum and make 

decisions regarding content and coverage.   

Planning? Or Not? 

The sub-theme regarding planning emerged from the data as well.  Planning is 

one of the tasks that teachers perform regularly.  The ability to plan effectively is one of 

the tasks that is part of a teacher’s practical knowledge (Carter, 1990).  Planning is 

another major task that mentor teachers have knowledge of and can assist the 

development of teacher candidates.  Not all teacher candidates expressed similar realities 

in terms of planning.  All teacher candidates need to be involved in planning as it is an 

important task.  Some teacher candidates regularly created plans, while others worked 

with plans that the mentor teacher provided.  Some mentor teachers did not share 

planning activities at all with their teacher candidate.  Within this sub-theme, each 

participant had experiences that were unique to their context. 
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Joseph and Mary both faced similar problems with planning.  Joseph said that he 

played a reduced role in planning because his mentor teacher “wait[ed] until that morning 

to decided what he wanted to do.  There’s really not much preparation that I will have 

done [during the semester] – I have done bellringers (an anticipatory set activity) and 

group work planning” (28).  Mary confirmed a similar situation.  Mary related that she 

had only planned one lesson from beginning to end during the semester.  Mary explained 

“I have planned activities that I have helped create and I lead those (in the classroom).  I 

only make lesson plans for my performance assessments [which are assessed by the site 

coordinator]” (29).  In addition, Mary’s mentor teacher served as the lead United States 

History teacher for the campus and had led professional development for the new 

teachers to the campus.  He worked with other United States History teacher’s during the 

summer during the new teacher orientation.  As a result Mary explained that “he had our 

first six weeks already planned the day I showed up” (30).    

Another challenge to being involved with planning also emerged.  All the social 

studies teachers in FLUISD met together in a central location once a six weeks for a 

planning day; these meetings occurred on Wednesdays.  However, teachers candidates 

were absent on Wednesday’s to take education classes on the FLU campus.  As a result 

Mary further explained, “The central planning day is on a Wednesday when we are not 

here – so he’s been planning without me” (31).   

Edith also revealed that she did not play much of a role in planning.  She related 

that due to the time constraints – getting close to the end of the semester that she and her 

mentor teacher just did not really plan that much.  “There’s just not a whole lot of 
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planning going on – it’s winding down to the end of the six weeks” (32).  Classroom 

activities were being chosen by the mentor teacher and Edith usually performed needed 

preparation of photocopies and other support material.  During instruction planning 

meetings, Edith sometimes assisted by gathering primary sources and creating question 

for document based questions (33). 

Two teacher candidates played a more active role in planning.  Charles was given 

freedom to plan for his classes.  Charles explained: 

him and I bounce back and forth ideas when we plan.  We have his old lesson 

plans from the year before and we use those as guidelines.  But if I have an idea – 

that’s different, my hands are completely free to do it.  All he asks is that I let him 

know and make copies for him to keep next year (34).   

 Sybil felt that she played an influential role in planning for her classroom as well.  

Sybil described a planning session with other teachers of the same subject: 

so they([members of a planning team) have been asking me exactly what has to 

come through – what do exactly we have to cover (what information needs to be 

taught) and then how are we going to do [teach] it.  I’m choosing the ‘how’ we are 

going to do it (35). 

Planning is a reality of teaching, and the sub-theme of planning emerged within 

the data.  Three teacher candidates felt they played a limited role in planning.  These 

three teacher candidates all student taught in a course (United States History) that is 

associated with a high-stakes assessment.  Two teacher candidates played a more active 
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role in planning; these two teacher candidates student taught in a classroom not 

associated with a high stakes assessment.   

Disappointed with District Assessments 

District assessments emerged as a sub-theme within realities of teaching.  In an 

era of increased accountability, both for teachers and for students, teachers are faced with 

many types of assessments on a variety of levels: school, district and state (Wilson, 

2015).  Within FLUISD, district assessment are provided by central office staff.  All 

social studies courses must administer the district assessment and student’s grades are not 

significantly impacted by the score on the assessment.  Data from the assessment is used 

to discuss and evaluate the effectiveness of lessons (36).   

Three teacher candidates described their concerns over district assessments.  Most 

of the concerns were related directly to the questions on the assessments themselves, 

rather than any discussion of whether or not they should be given at all.  Joseph related 

that he didn’t like the district assessment, he thought there were too many errors on the 

assessment (37).  Sybil describe her feelings about the district assessments,  

I hate them- the diagrams [illustrations on the assessment] they put on them are 

crap.  The questions themselves and the answers that are provided are very vague 

and they don’t match up well.  Maps are crap. Pictures are crap (38).  

Sybil also felt pressure because of the district assessments.  The assessments are given on 

a schedule provided by the district.  Sybil felt conflicted because she believed that she 

must maintain the speed of the content coverage required by the district, but felt that this 

pace was too fast and that her students didn’t understand the material.  Sybil related that 
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she felt she had two options. Sybil could either cover the content quickly so all material 

was presented to the students before the required district assessment.  The other option 

was to slow down content coverage so that she could re-teach material the students 

needed for comprehension, but then students would not have all the required material for 

the district assessment.  Sybil explained 

I can fall behind (regarding pacing of content) . . . or I can be on track and they 

[her students] don’t get enough information in their brain [so] that they can do it 

[the district assessment] (39).  

Charles confirmed a similar situation.  Charles believed that the district assessments were 

problematic because of the quality of the assessment as well as the background 

knowledge needed to answer the questions.  For example, Charles explained that one 

question was about a political cartoon, but he thought that his students lacked the 

background knowledge to answer the question. Charles said 

We gave one (district assessment) on Friday.  I was looking through it before they 

took the test and there’s a picture of Obama and there’s a picture of the Prime 

Minister of Israel and the Palestinian Flag and another picture of Arabic person 

holding a bomb. The question was – what is this picture satirizing? First of all – 

they barely know who Obama is and they don’t know who the other guy is.  They 

don’t know what the Palestinian flag looks like and they don’t know who the guy 

holding the missile is (40). 
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Charles went on to say that, “when I give them (my students) something like that 

(the district assessments) – it’s like I am being shot in the foot.  It’s like I am being set up 

for failure” (41).   

Disappointed with district assessments emerged as a sub-theme within the 

realities of student teaching.  Teacher candidates did not like the quality of the 

assessments that they were required to administer, and one participant related that the 

assessments made him feel like he was failing as a teacher.   

Intent of the Teacher Preparation Program versus Realities of the Program  

Teacher candidates described their experiences within the context of a program 

that had recently enacted a series of reforms.  The intent of the program is reviewed 

briefly below, a longer explanation can be found in Chapter III.   

Review of the Intent of the FLUTPP 

The FLUTPP states that its program is designed to transform teacher preparation.  

The relatively new program has been reformatted in alignment with the current reform 

movement that is on-going thorough out teacher preparation programs (Wilson, 2014).  

Council for the Accreditation of Educator Preparation (CAEP) has recently revised its 

standards for acceptable teacher preparation programs, and the FLUTPP has incorporated 

the suggested changes in order to maintain its accreditation.   

The following are characteristics of the program: 

 The use of the TAP™ rubric (select measure are used) to drive specific 

teaching behaviors: Instructional Plans, Standards and Objectives, 



      Texas Tech University, December 2015, Joan Jenkins 

114 

 

Presenting Instructional Content, Academic Feedback, and Managing 

Student Behavior. 

 Frequent video captures of teaching events and review of those events. 

 Higher quality of clinical experience and more frequent contact with 

clinical faculty 

 Co-teach model with a chosen mentor teachers that possesses superior 

teaching skills 

 The benefits described by the program state that teacher candidates who complete 

the program start their teaching career with the skills and experience beyond that of a first 

or second year teacher and will be able to positive impact student learning (FLUTPP 

website). 

The central task of teacher preparation programs is to enable the future teacher to 

promote substantial learning for all students (Feiman-Nemser, 2001).  This complex task 

involves the negotiation between construct and context.  Teacher candidates while student 

teaching also the opportunities to avail themselves of the practical or craft knowledge of 

their mentor teacher (Zanting, Verloop, & Vermunt, 2003).   During this crucial time 

period, teacher candidates are at risk of the two-world pitfall, and academic learning can 

be eroded in the face of the ‘real’ world experience of student teaching (Feiman-Nemser 

& Buchmann, Pitfalls of Experience in Teacher Preparation, 1985).  Teacher candidates 

in this study described their experiences in the teacher preparation program in the 

following areas and the following sub-themes emerged: working with mentor 

teachers/inclusion teachers, time spent performing teaching activities, teacher preparation 
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coursework, history coursework, impact of the FLUTPP on teacher candidates and their 

teaching future, and making it better.   

Working with Mentor Teachers/Inclusion Teachers/Site Coordinators  

This sub-theme emerged as teacher candidates were describing their experiences 

within their mentor teacher’s classrooms.  There are two critical components to the 

student teaching experience, the mentor teacher who guides the experience and the site 

where the student teaching takes place (Graham, 2006).  Mentor teachers need to be able 

to collaborate, relinquish an appropriate level of classroom control, provide assistance 

with learning the contexts of the school, provide feedback, and provide emotional 

support, among many other possible tasks (Beck & Kosnik, 2002; Clarke et al, 2014).  

Site coordinators can also play a valuable role in informing the practices of teacher 

candidates and providing a support system while they are working in the field (Borko & 

Mayfield, 1995).  Site coordinators within the FLUTPP supervised and evaluated teacher 

candidates as well taught teacher preparation courses.  

Mentor Teachers 

Teacher candidates described the ways in which they tried to create a relationship 

with their mentor teacher and work within the classroom dynamic, which sometimes 

included an additional teacher – the inclusion teacher.   Four participants described 

situations that illustrated this theme.  The teacher candidates described the ways in which 

they tried to create a relationship with their mentor teacher.  Sybil described her actions 

when first working with her mentor teacher, “I feel like that right now I’m just getting 

used to it – being in his classroom. I don’t feel that it is my place to go and tell him to do 
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anything” (1).   She added that “I am waiting later until next semester to talk to him about 

certain things in the classroom” (2). 

Edith felt challenged by her placement, which was with a football coach, “I was 

thinking out of every one that is history (available to be a mentor teacher) that is in block 

two – you put me with a football coach? Don’t you put a man with another football 

coach?” (3). Edith did relate that she and her mentor teacher had communication 

challenges, but that they both were aware of the need of creating a positive relationship.  

Edith said: 

Me and Coach need to communicate better, I think we both are like – well – what 

do you want to do? We are waiting for the first one to take a whack at it.  He 

doesn’t want to step on my toes. I don’t want to step on his toes (4).   

Edith tried to assist her mentor teacher by introducing new technology into the 

classroom.  She offered to turn his powerpoint into an activity based lesson using the 

interactive white board, but she was rebuffed.  “If it has anything to do with technology, 

he’s not he’s like ‘no-no-no!’ I am like well – OK” (5).  Edith felt challenged by her 

placement.   

Mary worried about living up to her mentor teacher’s standards, “I’m pretty 

confident about delivering content, what I worry about is delivering content to his 

standards, because his standards are different” (6).   Mary was also conscious not to 

contradict her mentor teacher: 

when we were working (on planning a lesson) on the progressive thinkers and 

things and I wanted to mention Alice Paul because I love Alice Paul, but I got 
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well (the response from her mentor teacher) she’s not in a TEKs.  And so I shut up 

quickly.  But I do feel comfortable bringing up that to him and there are other 

things that we covered that are not in the TEKs, but I’m not going to tell him that 

(7). 

Both these teacher candidates worked to create a relationship with their mentor 

teacher despite their differences. 

Joseph believed he had a good relationship with his mentor teacher, because of his 

own attitude.  Joseph said: 

I think the reason I have had such an easy time with Coach is because I went in 

with the idea that I’m not to step on his toes and I’m going to do as much as I can.  

I try to take all the work off him as well. Or be there – like a helper for a foreman 

– I think that’s part of it (8).  

One teacher candidate viewed her relationship with her mentor teacher differently 

than the other teacher candidates.   She described that within the classroom dynamic, that 

she was a leader and was responsible for classroom activities, even when her mentor 

teacher was absent.    Sybil described a situation wherein her mentor teacher was unsure 

of the content that he was delivering, “if Coach is in the middle of a lecture, he will check 

with me and say – Miss Sybil – is that right? And he checks with me” (9).  Later she also 

added to her description of what she felt was her role in the classroom, “A coach in 

season is a scatterbrained coach.  And right now my main job is to keep us organized. 

And next spring that will be my job when he is coaching his other sport” (10).  She later 

clarified her perceptions, “I’m in control. I leave everything ready for him on Tuesday 
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afternoon.  (Sybil attends classes on FLU campus on Wednesdays.)  So I make every 

copy, I make everything ready for him.  I kind of run that classroom – he lets me though.  

He don’t care” (11).  Sybil also related that she “already come up with a lot of what we 

are doing (in the classroom) (12).  Sybil said that “it was my understanding of what I’m 

supposed to do here – to learn to be a teacher” (13).  Sybil related that when she brought 

ideas to the department where she student taught, the other teachers responded to her 

suggestions with “yeah – we can do that – that’s probably better. . . I know they’re going 

to keep it (the lesson plan and its associated activities)  and use it next year when I’m 

gone and they have no idea how much better they’re going to get” (14).  This teacher 

candidate perceived her relationship with her mentor teacher differently than the other 

candidates.  She described a more of a leadership role for herself.   

Inclusion Teachers 

Teacher candidates described challenges while working with inclusions teachers.  

Inclusion teachers offer a variable level of support to classroom teachers depending on 

student need.  Because of state law requiring students to be placed in the least restrictive 

environment, many students with a variety of learning needs are placed in on-level 

classrooms.  Depending on the number of special education students and their needs, 

inclusion (the term for teachers that provide support services in FLISD) teachers or 

teacher’s aids can be assigned to classrooms to facilitate the provision of support needed 

for those students according to their individualized education programs.  

Joseph described the situation in his classroom.  His mentor teacher and the 

inclusion teacher had worked together for quite a while: 
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She (the inclusion teacher) is very territorial.  They [have] worked as a team and 

for the last couple of years she has been placed in that class.  I have talked to the 

site coordinators.  They said I should just pull back a little and do whatever I can 

to gain more territory because she is so territorial (15).    

An observation did confirm that Joseph worked to support his mentor teacher and 

inclusion teacher by grading, handing out papers and passes (16).  Joseph related that 

“now that I’m doing the grading she seems to be letting me do more” (17).  

Another challenge related was the inclusion teacher correcting the teacher 

candidate.   Mary described a situation in which the inclusion teacher commented on the 

differences between compare/contrast and comparing while she was teaching: 

[There] was a question on the board to compare political machines and patronage 

and so I was guiding the kids to help them answer it and because I know compare 

is one of those higher-level things.  It’s not so easy especially for some of our 

kids.  I was saying some of the ways they are similar and what are some of the 

ways there are different and Mr. Garcia (the inclusion teacher) pipes up with well 

– if it was compare/contrast then that would be similarities and differences – right 

now y’all just need to be doing similar things” (18). 

Mary felt frustrated, she also said “Mr. Garcia is so frustrating, sometimes he’s 

nice and all that, but he corrects me in front of the kids and Mr. Henderson (her mentor 

teacher) doesn’t do anything about it.  Please someone stick up for me!” (19).  Another 

teacher candidate, Edith felt unsure of what to do in regards to the inclusion teacher in 

her classroom, “she’s there once a week, usually she comes in and say’s ‘Do you need 
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me?” And I am like – well – you know – I don’t know what to do.” (20).   Edith 

perceived that she had received little support from her mentor teacher about how to 

interact with inclusion support teachers.   

Site Coordinators 

Site coordinators manage the relationships between the staff of teacher 

preparation program, mentor teachers and teacher candidates. They also teach classes for 

the teacher preparation program. In most cases they teach classes of the students with 

whom they have this managerial relationship.  They hold weekly seminar style meetings 

with teacher candidates on the field experience campus. 

Three teacher candidates expressed that the site coordinator helped them 

understand that teaching should go on even in a variety of challenging circumstances.  

Sybil explained that she was having particular difficulties when working with one class.  

Sybil’s site coordinator told her that she needed to just get used to teaching in a different 

environment.  Sybil explained, “I feel like I’m ready to teach except for maybe that one 

class, but my site coordinator told me when you’re ready – you get up there – you do it!” 

(21).   Joseph believed that he had not been allowed to have sufficient time working in 

front of students.  He believed that the inclusion teacher was being territorial – not 

allowing Joseph to perform classroom duties specifically in front of students.  When 

Joseph was experiencing difficulties managing his time in front of students, the site 

coordinators (Joseph interacted with two site coordinators) advised him on how improve 

his relationship with both his mentor teacher and the inclusion teacher. 

Joseph related,  
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I have talked to the site coordinators about what I should do – they said I should 

just pull back a bit and do whatever I can to gain more territory, because she is 

very territorial.  I have noticed that she/he (the inclusion teacher) is letting me do 

more.  At the beginning she would let me do not very much, but now that I am 

doing the grading – she seems to be letting me do more (in front of students) (22).  

 Mary related that the site coordinator also provided a way for teacher candidates to place 

their own experiences in context through discussion with other teacher candidates.  Mary 

felt that the weekly meetings with the site coordinators were very helpful – “it’s one of 

the things that I’m grateful for during our weekly meeting.  Our site coordinator spends 

the first minutes of every class and says what classroom management problems did you 

have this week and how did you address it? Because – it brings up examples that I don’t 

ever think of” (23).  This provided the teacher candidates a safe place for discussion of 

issues within the classrooms and also provided them understanding that other teacher 

candidates had challenges as well.   

 One candidate did express frustration with the site coordinator. Mary related that 

she felt that there were too many assignments associated with the weekly meetings.  

Mary related that the site coordinator “is one of the more frustrating well – not more – 

she’s just – all those requirements – I have full-time teaching responsibilities!” (24). This 

teacher candidate felt that the site coordinator did not understand the workload associated 

with student teaching. 

Teacher candidates expressed their desire to work with their mentor teachers and 

create a harmonious relationship.  Teacher candidates were also frustrated with their lack 
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of understanding of the role of the inclusion teacher within the classroom dynamic and 

how best to work with inclusion teachers.  Site coordinators were another influence upon 

teacher candidates.  Site coordinators communicated that teaching must go on in a variety 

of difference circumstances, provided a way for teacher candidates to place their own 

experiences in a larger context, and provided guidance as how to negotiate relationships 

within a classroom with multiple teachers. In contrast, at times site coordinators could be 

a source of frustration.   

Time spent performing teaching activities 

One of the emergent sub-themes was how each teacher candidates perceived their 

amount of time spent teaching.  Most of the teacher candidates wanted to spend more 

time in front of the classroom.   Mentor teachers who are rated effective by individuals 

that are student teaching relinquish appropriate amounts of control and are flexible when 

it comes method of teaching (Glenn, 2006; Beck & Kosnik, 2002).   

 Four teacher candidates related that they wanted to spend more time in front of 

students and direct more of the classroom activities.  One teacher candidate related that in 

the coming semester she would like to teach and have more time with students.  Sybil 

said that “I would like to be able to teach more – have more time.  All we do is co-teach” 

(25).  An observation of Sybil did confirm this, the mentor teacher presented the content 

of the lesson and Sybil assisted with students – re-directing behavior and answering 

questions (26).   

Edith echoed this concern, she said that “my role is one teach – one assist.  He is 

still teaching, I’m still assisting with students that have questions.  I do a lot more of the 
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activities and bellringers and things like that” (27).   An observation of Edith confirmed 

this, she introduced the lesson and then assisted with classroom issues such as classroom 

management (28).  Edith said that she had been allowed to present an entire lesson by 

herself. Edith explained, “I’ve gotten to teach a whole lesson by myself already.  That’s 

kind of a big deal for Coach – for him to let me do that” (29).   

Mary and Joseph related similar experiences.  Mary described that there was a 

pattern that her mentor teacher followed, he would present the lecture and she would 

present the remaining activities.  Mary said, 

What I’ve noticed that there is a pattern, he wants to do notes.  And I get to do 

everything else.  Which is fine with me and I get that because content is his 

liability.  Not mine.  And so whenever it comes to notes – he always loves to 

cover any really fun stories that I’m not going to tell – that I’m not going to tell 

properly (30).   

Mary also explained that “well – I’ve had a full day (providing instruction to students) – 

it’s whenever he’s not there that I get to teach a whole day” (31).  She also stated that on 

the days when she taught a full day that she had not planned that day.  Mary explained 

“I’ve taught full days, but I haven’t planned it – I went in and he said this is what I want 

you to do and so I have done that” (32).   

Joseph related a similar experience.  Joseph said, 

I’ve done a bunch of co-teaching and I’ve done station teaching.  I did the 

performance assessment.  I always do the beginning of that class (1st period), I 

always do the grading and I have been doing the grading for a while, the only 
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problem is the co-teacher (referring to the inclusion teacher).  The co-teacher 

comes in for second and third periods, and I get her for sixth” (33).    

Joseph felt that he had not been given enough time in front of students.  Joseph related 

that “you know that’s one thing – they don’t give me enough time” (34).   

Two teacher candidates also looked forward to being in control of the classroom 

in the upcoming semester.  The teacher candidates related that there were going to be 

allowed to substitute for their mentor teacher when the mentor teacher was out.  Joseph 

related that “I actually signed up to be an FLISD substitute.  If our mentor teachers are 

absent then we can sub for them and get paid” (35).  Joseph expressed, “I’ll have the 

class to myself” (36).  Sybil confirmed, “they (FLISD) are to start paying us for substitute 

jobs – so when we substitute for our mentor teacher – we will get paid. So I’ll take my 

mentor teacher job’s from now on” (37).   

Four teacher candidates were observed twice during the semester.  (The fifth 

teacher candidate was not observed to a variety of scheduling issues.)  Out of the 

observations, only Sybil was observed in front of student for the entire class period (38). 

The remainder of the observations confirmed that the co-teach model was observed.  

While the intent of the teacher preparation program was to provide teacher candidates 

with a co-teach model, teacher candidates expressed a desire to be in autonomous control 

of the classroom.   

All teacher candidates expressed that they had been able to spend time in front of 

students, however some of them expressed the desire to have more time in front of 
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students and for two participants they looked forward to being along with their students 

as they served as substitutes for their mentor teacher.   

Teacher Preparation Program coursework 

The sub-theme of teacher preparation coursework emerged from the data.  

Teacher candidates described their perceptions of the required teacher preparation 

program coursework.  Effective teacher preparation programs provide academic learning 

in the classroom and sufficient time for clinical application (Feiman-Nemser, 2001; 

Darling-Hammond, 2010).  Teacher candidates discussed the usefulness of their required 

coursework in context of their experiences in their mentor teacher’s classroom.   

All teacher candidates were required to take a class over classroom design and 

management in secondary contexts.  Teacher candidates said that they were not able to 

apply the academic learning of the class within their own classrooms.  Teacher candidates 

took the class in the first semester of the teacher preparation program.  Edith believed that 

the class was not useful for two reasons, the timing of the class and her mentor teacher 

had a different approach to classroom management.  Edith said: 

That (class on behavior management) wasn’t useful . . . because we took it last 

semester when we were here (on the secondary school site) like a day, but none of 

us were actually teaching.  My idea of behavior management is different than my 

mentor teacher’s – so until I have my own classroom, I won’t really figure out 

what works for me (39). 

Another teacher candidate expressed stronger sentiments about the classroom 

management class.  Sybil said, “The behavior management class was stupid, really 
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stupid.  We all hated that class” (40).  Sybil added that she disliked the class so much 

because she felt the target audience of the class was elementary school teachers.  She 

explained, “I felt it was more elementary.  It was just us (secondary students) in that class 

– I just hated it” (40).   Another candidate confirmed that the timing of the class was not 

so useful.  Mary explained that she would rather take a class in behavior management 

class when she was actively student teaching.  Mary said,  

I think it would be more useful if they were taught to us this semester.  Because it 

was fresh and I would have something to relate to and have a foundation to 

interact with the material.  It would really help with planning and behavior, I 

would like to take it now because I have behavior questions that come up on a 

daily basis” (42).     

Charles related that he thought the class timing was not the most helpful, but found he 

could apply some of the content that he had learned.  Charles said,  

I think the timing of it (the class) made it  . . . not so useful.  Being in the 

classroom now makes it easier to see that the high school students have the same 

issues – it’s just the way they act out is different.  The tools still work.  The 

strategies still work (43).  

Teacher candidates were also required to take a class that covered strategies for 

enhancing literacy in the secondary classroom.  Four participants related the perceptions 

about this class.  Mary found the class particularly useful, because it gave her ideas to 

help with planning the delivery of material.   Mary said 
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She presented us with a lot of different useful content in the books that we got for 

that class.  I pull them out not on a daily basis, not even on a weekly basis, but on 

a planning basis.  Whenever I sit down to plan from scratch I pour over those 

books.  She has some useful strategies and I’m pretty sure we got ‘real’ 

curriculum from that class that I really have enjoyed using (44). 

Edith confirmed this and related a similar experience.  Edith found the class 

useful, she related the following: 

Miss Wells did a great job with that class.  It was a lot of strategies. She gave use 

a lot of ideas of now to work with special education kids.  She gave us a lot of 

resources – that’s one thing she did really well . . . these could be applied to 

lessons we actually taught (45).  

Another participant confirmed this perception as well.  Charles related that the 

literacy class was very useful.  Charles said  

Honestly, it’s very helpful.  I use a lot of those different things (strategies).  It 

really helped me learn how to come up with an activity on the spot.  Made me 

learn to work quickly – all those different resources – it was really helpful (46). 

Teacher candidates had a variety of perceptions about their classroom management class 

and each response was rooted within their own contexts.   

Four of the teacher candidates described their perceptions regarding the class over 

theories of learning and technology class.  Teachers need to be able to use an increasing 

amount of technology in their classrooms.  For example, FLISD – as a result of a grant – 

provided students on certain campuses i-pads.  As in the other required coursework, 
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teacher candidates’ perceptions of the classwork were rooted in their individualized 

contexts.    

One candidate in particular found the technology in learning class useful.  Joseph 

(a non-traditional student who attended college after ten years in the air-conditioning 

repair business) was anxious about the technology and the classroom.  Joseph stated,  

I think getting familiar with technology in class helped.  It’s helped me because 

whenever I first started class, I was worried about the technology part and I’ve 

been learning over the semester how to use the interactive white board, and other 

programs (47).   

Another participant, Edith related similar perceptions.  Edith related,  

my technology class – it’s helped me get more familiar with the interactive white 

board which is important. And helped me push out of my comfort zone – it helps 

me be more creative.  To think of more technology related things I can do in the 

classroom (48). 

Two participants found that the technology class did not necessary impact their 

classroom.   Joseph said that the class was challenging, because it spoke to a particular 

type of technology or time to implement strategies was an issue.  However, not all 

schools had access to that technology for their students or their teachers.  Joseph 

explained,  

I like it (the technology class).  It has some really neat things that can be used.  I 

think the only problem with it is I don’t necessarily have the time.  To learn it in 

order to apply it consistently.  All the schools in Lubbock don’t have i-Pads (49).   
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      Another teacher candidate experience led her to feel that the technology class 

required too much work on top of all her other duties.  Sybil said that, 

I think that kind of work (referring to the time spent on assignments) at the same 

time as this (student teaching) is awful.  Because the project we are working on 

right now is a three week thing . . . It’s awful to try and do this at the same time 

I’m here four days a week and I still go to class (referring to her history content 

classes and TPP classes) (50). 

Teacher candidates also described their perceptions of the Content Strategies and 

Methods Class.  The Content Strategies class was a required class that all secondary 

math, science, English language arts, and history students took together.  It was not a 

content specific content strategies course.   One of the criticism of teacher preparation 

programs has been the separation of content from the curriculum of teacher preparation 

programs.  Ball (2000) argues that this separation has left teachers with the challenge of 

integrating subject matter knowledge and pedagogy.  Teacher candidates described little 

about the impact of the content strategies class upon their classroom or teaching 

strategies. 

Teacher candidates reflected little about the impact of the methods class upon 

their classroom.  Joseph related that the class was the most useful because he learned 

strategies to deal with some content (51).  Joseph was on a different semester track than 

the other four teacher candidates participants and was part of a history content specific 

methods course.  The other three teacher candidates who reflected about the class were in 

the generic content strategies and methods class.  Sybil simply stated that, “Methods was 
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OK – we got good resources” (52).  Charles went a bit further and stated that the methods 

class was useful to him because,  

I went into the semester already helping him (his mentor teacher) – already 

helping him plan lessons and it’s been really nice to know how to go through and 

actually make up a lesson.  It’s also really helpful to be able to know what I am 

doing (in terms of presenting the material).  That’s what has really helped me a lot 

with the classroom (53).   

Edith was somewhat more specific, she stated that the methods class, 

gave me ideas for lessons and helped me construct lessons better and helped me to 

actually look at the TEKS and figure out what I am doing.  And it has made me 

more familiar with what I should be doing in a classroom (54). 

Teacher candidates all took the same sequence of teacher preparation courses.  

The theme that emerged from this data highlights the perceptions of those candidates.  

Teacher candidates described the usefulness of their teacher preparation courses in terms 

of their usefulness to their classroom practices.   

History Coursework 

Individual who choose history as a major are given choices to make regarding 

coursework.  There is a large degree of freedom within the guidelines sets by the 

department.  Bain & Mirel (2006) argue that future history teachers need to be able to 

understand how historians frame historical problems, create narrative histories, craft 

stories, and be able to present these issues to students in meaningful ways.  Teacher 

candidates chose a variety of classes that did not always meet the needs the candidates 
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had while student teaching.  Often, the teacher candidates’ degree plan had been created 

before the decision to complete a teacher preparation program had been made.  The 

classes that were completed by teacher candidates had no specific relation to the content 

that is required to be taught by the state of Texas in the middle and high school 

curriculum.  The theme of history coursework illustrated that the courses described as 

most useful by teacher candidates were the courses that enabled them to make the content 

more interesting for students.  

 Three teacher candidates related that the history courses they found most useful 

provided opportunities to make the material more meaningful to students.  Mary related 

that the most useful history class she took was a class on women’s history because it 

enabled her to create ‘hooks’ to engage student interest.  Mary explained: 

It was like prehistory to the present.  It was my favorite class and has been one of 

the most useful.  Because when I was in observing in a history class last year – I 

pulled out that spiral every Tuesday night (Mary observed an advanced United 

States History class the previous semester) just to kind of refresh myself of some 

interesting tidbits because that’s what you need to have – hooks as you go along 

and I love those hooks because I relate to them and well – at least 50% of the 

class relates to them (55). 

Edith confirmed a similar experience.  Edith believed that her World War II class would 

be useful to her.  Edith said “Well – I guess my World War II class will come in handy 

next semester whenever we get into World Wars (56).  Charles explained that he found 

his constitutional law class most helpful because he found the curriculum he covered in 
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his university class was similar to the curriculum covered in the high school classroom.  

Charles said,  

I’m in a government classroom right now.  And when I teach anything – I teach it 

from that lens.  The constitutional law class was like the powers and limitations of 

government.  That’s been the most helpful because that’s really how Texas 

government classes set up their classes. . . its how the TEKS are set up (57).   

Sybil also explained that since she did not take many of the basic history classes – 

such as the United States History survey courses and World History survey classes – she 

had to refresh on those areas.  (Sybil had received credit for those course by her 

completion of Advanced Placement™ courses and subsequent passing scores on the AP 

exam.)  Sybil went on to explain that her modern Britain class would prove useful when 

teaching the Industrial Revolution because it would enable her to make her lectures more 

interesting (58). Sybil also related that her semester abroad would be useful because she 

could share personal photographs of her travels with her students.  Sybil explained that 

she could “pull up pictures from my study abroad trip that I took two summers ago and 

be like – guys – this is real! I’ve been there I’ve seen it!” (59).   Sybil continued that she 

had seen her mentor teach use a similar approach and the students responded positively to 

the technique, “They (the students loved it – they ate it up!” (60).  These three 

participants described situations in which the material they had learned in academic 

settings themselves was useful to them when they could apply it in a meaningful way in a 

classroom in order to engage student interest or provide needed knowledge for the 

teacher candidate themselves in order to teach the material.   
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Two teacher candidates expressed frustrations with some history coursework that 

they took because the material was not applicable in the secondary history classroom.  

One teacher candidate took a class over the Crusades and realized that she would only 

have one or two class period to go over the Crusades.  Mary explained “I just bought six 

textbooks on the Crusades and just realized if I ever to teach world history – I get to 

spend what – one or two days on the Crusades” (61).  Sybil expressed a similar 

frustration, “Here I am taking environmental history and I’ll never even need that because 

how does that apply to what I am teaching – the TEKS?” (62).   

Teacher candidates made decisions about coursework (or were even advised) 

independently of consideration of the decision to become a teacher.  The theme of history 

coursework illustrated that the courses described by teacher candidates as the most useful 

while student teaching were the courses that enabled them to make sense of the content 

when interacting with students.  

 Impact of the FLUTPP upon teacher candidates and their teaching future 

Teacher candidates reflected on how the FLUTPP impacted their teaching future.  

Teacher candidates must be given opportunities to apply what they have learned in 

academic settings in real-world settings.  Effective teacher preparation programs support 

both academic learning and real-world applications (Darling-Hammond & Bransford, 

2005).   All teacher candidates explained that the teacher preparation program did impact 

their feelings about being prepared as a teacher, but not all candidates were certain of 

their teaching future.  
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Teacher candidates believed that the program had provided them with the 

confidence needed to be employed as classroom teachers.  Sybil believed that the 

program gave her confidence, this was partly the result of herself being a confident 

person and the experiences within the FLUTPP.  Sybil explained “I think I am a confident 

person.  I think part of it is probably the FLUTPP, and it’s given me the platform to be 

confident” (63).  Sybil was so confident that she believed that the activities that she has 

made and created will be in used in the future.  Sybil said “the stuff I am making them 

(referring to the other teachers who also taught World History) and I know they are going 

to keep it and use it next year when I am gone” (64).  Sybil also felt like her exposure to 

the TAP™ rubric was helpful.   

The TAP™ rubric was used by the FLUTPP to drive specific teaching behaviors.  

Sybil felt her exposure to the rubric was useful because she had found out that the rubric 

was also used on the campus to evaluate teacher where she was student teaching.   Sybil 

said that she looked at “information left for Coach . . . about TAP™.  And I said, ‘Coach, 

this is what I am evaluated on!’ And so I think that is a pro that FLUTPP has given me.  

The TAP™” (65).  Sybil also related that she intended on being a classroom teacher for 

her teaching career.  Sybil said that, “I plan to teach for ever – or at least for as long as I 

plan to retire” (66).   

Joseph believed that experiences he had in the classroom were making him more 

confident in his ability to teach.  At the end of his first semester of student teaching, 

Joseph felt like he was able to be passionate about his teaching, because he wasn’t as 

worried about classroom management issues or content.  Joseph said, “I feel like I am on 
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a high right know – especially with students.  I can feel – not being so worried about the 

information like last time, I can be passionate about teaching” (67).   He added that he 

was able to teach lessons with confidence when given little notice.  Joseph said: 

I’ve done three lessons over that past three weeks that I didn’t realize until I got to 

class . . . Any time that they (his mentor teachers) have needed me, I have come 

up.  I’ve been able to participate. I’ve done well” (68). 

Like Sybil, Joseph said that he wanted to be a teacher for the remainder of his 

career. Joseph explained that he wanted to perhaps work on an advanced degree in 

history, but his priority would be his teaching.  Joseph said: 

I’m absolutely intending on staying in the classroom.  Well, I think that I love the 

research part of history, so I think that individually on my own time I’m going to 

continue to do that and maybe enter a Master’s program.  Just for my own want of 

new knowledge – but I want to stay in the classroom (69). 

Charles felt that he was prepared to be an effective teacher, especially if he ended 

up teaching in a similar content area (government) or grade level (seniors).  Charles 

related that “I feel that I have a strong grip on classroom management – I am just 

concerned about and how it will actually work because I am used to working with seniors 

in high school.  I am not sure how things work with freshmen or sophomores” (70).  

Charles felt that he had been prepared by the program, because he had a variety of 

experiences.  Charles said, “For the most part I feel very well prepared to handle all of 

the unknowns, even if I don’t have an answer I figure I could come up with one pretty 
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quick” (71).  Charles related that he would like to spend ten years teaching and then work 

on his doctorate with the goal of entering administration.  Charles explained: 

I would like to spend ten years teaching and then I would like to get my doctorate. 

And during that time I would like to make different observations about different 

teaching strategies and things that actually help motivate students and just work 

on stuff like that. And then I want to take some time and I want to get a doctorate 

in education . . . I kind of want to work up to a principal.  My goal is like (to be) a 

superintendent (72). 

Both Edith and Mary were not so sure of their experiences in the teacher 

preparation program and both related that the program had its merits, but they were not 

sure about their teaching future.  Edith felt that parts of the program were repetitive and 

not so useful.  She said 

We have taken classes that I feel like we have taken before.  We’ve sort of 

recycled some material.  And that I am learning the same things over and over.  

They are not giving me the resources to do what I need to get done . . . why did I 

take a class over behavior management and analysis whenever we are not even in 

a classroom? (The class over behavior management was taken during the first 

semester of the program when teacher candidates were observing one day per 

week) (73).   

Edith was unsure about her teaching future.  She explained,  

I don’t know.  There are days when – I think this is just not for me.  Okay, I’m just 

going to graduate and then I’ll figure it out.  And then there are other days like I 
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think – this is what I want to do. And then there are other days – is this really what 

I want to do for a while? Or do I want to go back to school? (74).   

Mary expressed sentiments found within literature that teacher candidates can highly 

value their student teaching experiences over teacher preparation coursework.  She 

believed that the preparation program classes were not as useful as the knowledge that 

she gained while student teaching.  Mary believed it was her field experiences that 

prepared her for her future.  Mary explained, 

I know a whole lot more about what goes on behind the scenes, because we are 

involved in all things.  We are involved in department meetings. I understand a 

whole lot better about how the school operates in general and I think that the key 

part of success in your first year of teaching is knowing who you need to depend 

on for help and in what area.  And I feel like no matter what school I get placed 

in, I will probably know the routes to go to find the person that I need (75). 

Specifically Mary addressed what she considered deficiencies within the teacher 

preparation program.  Mary explained,  

I find the (teacher preparation) program stupid and tedious.  Just in general – 

that’s been a theme for the majority of the classes I’ve had.  They basically cover 

the material that we actually use and that we actually needed in a week when we 

could have just been in the school the whole time.  You know – I know every 

single minute of my time at my school (where she student teaches) is useful and 

well spent and I learn things every day.  I cannot say that about my classes at 

FLU.  I can say that maybe that one day out of a few is useful (76). 
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Mary also added that she was frustrated by individuals in charge of the program.  

She said, “the people that are in charge that are authority figures.  That are instructors – 

have no fucking idea what’s going on at all” (77). 

In regards to her teaching future, Mary had reservations.  She believed that she 

would be able to evaluate the job future better once she had her own classroom.  She also 

viewed teaching as a reliable job that would enable other financial goals, such as buying 

rental property.   Mary said: 

My dad and my granddad made all their money by having their own business.  

My dad owns a lot of property and he manages property.  My husband and I want 

to open up our own business eventually.  And that’s our end goal.  I don’t know if 

I will go into teaching. . . . I have enjoyed it much more than I was expecting to 

(referring to her student teaching experience).  I don’t know.  I will see once I get 

alone in my old classroom (78). 

Making it better 

Teacher candidates also reflected how they thought the program might be 

improved.  Most teacher candidates believed that communication was needed between all 

the stake holders in order to improve the program.  A hallmark of successful teacher 

preparation programs is the ability to create and maintain relationships between the 

college of education that runs the program, the content department areas, and the 

secondary schools (Bain & Mirel, 2006; Graham, 2006; Darling-Hammond L. , Assessing 

Teacher Education: The Usefulness of Multiple Measures for Assessing Program 

Outcomes, 2006).  Teacher candidates offered a variety of possible improvements for the 
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teacher preparation program which included improved communication between all the 

stake holders. 

Charles explained that “no one knows what classes we are taking next semester.  

No one seems (to know) what we are actually going to be doing” (79).  Joseph believed 

that communication had been an issue within his classroom placement, he indicated that 

his site coordinator did not know of the placement of the inclusion teacher with his 

mentor teacher.  Joseph said, “to be honest with you there is a lack of communication 

from the FLUTPP to the inclusion teachers because even my site coordinator didn’t know 

about it.  She was like – who? Who is in your classroom?” (80).  However, teacher 

preparation programs are not aware of the types of students that are placed within a 

mentor teachers’ classroom.  This information would not be known by the site 

coordinator either, it is the number of special education students in a room and the 

content of the individual education plan that determines how those students are 

supported.   

Teacher candidates indicated that if the teacher preparation program and the 

college of art of sciences would communicate better the preparation offered to students 

would be improved.  Edith believed that if the department of history worked with teacher 

preparation program it would benefit teacher candidates.  Edith said, “in a perfect world it 

would be nice for the college of education and the department of history to work 

together” (81).  Mary also related that “I really wish all the content (departments) and the 

education college work together more cohesively” (82).  Both teacher candidates that this 

would help them in regards to being prepared with their specific content area (83).   Sybil 
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believed that it was important to tell future teacher candidates to get their history content 

classes done first because this would alleviate some tension while student teaching.  (Two 

of the participants in this study were completing history content classes during this first 

semester of student teaching.)  Sybil advised, “Get your content done!” (84).  Both 

Joseph and Mary related that the survey type history classes – such as world history and 

United States History – be completed closer to student teaching.  Mary said “you need to 

take both world histories and both Unites States (survey) courses” (85).  Joseph related 

that he believed that the survey courses would be most useful taken closer to student 

teaching.  (Joseph had delayed the start of student teaching, because he had failed the 

content exam required for teachers.  FLUTPP did not allow him to student teach until this 

exam was passed).  Joseph said: 

because I got delayed in my program, I went back and took the United States 

History survey courses and then I took Western civilization.  And I honestly think 

that they should save those basic classes towards the end – for education people 

(86). 

Teacher candidates felt that content courses that directly supported student learning in the 

classroom were most useful and believed that these classes should be taken closer to 

student teaching.  In reality, a solution to this is unlikely – most of these teacher 

candidates did not make a decision to become a teacher until later into their university 

career.   

Teacher candidates said that the program could be enhanced by improving 

communication between the stake holders.  Teacher candidates wanted to improve 
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communication between the history department within the college of arts and sciences 

and the teacher preparation program.  However, this issue is complicate by when the 

decision to become a teacher of history is made – this decision is often made after 

considerable amounts of coursework have been completed.   

Summary 

Three themes emerged from the data.  These three themes were reasons for 

teaching and expectations of the profession, realities of student teaching, and intent of the 

teacher preparation program versus the realities of the program.  The themes that 

emerged from the data revealed the motivational factors that impacted the teacher 

candidates and how the teacher candidates perceived their ongoing development as 

history teachers as they participated in the first semester of student teaching.   Teacher 

candidates’ interviews revealed that the preparation of teachers is complicated and multi-

faceted.  The many individuals involved, the various individualized contexts as well as 

the requirements of teacher preparation programs (which are often outside the control of 

the teacher preparation programs) complicate the preparation of teachers. 
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Chapter V 

Discussion and Implications 

Chapter V provides a discussion of the findings associated with this qualitative 

case study, explores answers to the research questions, suggests avenues for future 

research and addresses limitations associated with the study.  The purpose of this study 

was to explore the motivations and perceptions of teacher candidates about their content 

area knowledge and their on-going development as a teacher of history in the first 

semester of student teaching.  Participants included five teacher candidates: four history 

teacher candidates and one social studies composite teacher candidate.   

Teacher preparation programs are an important part of the professional 

development of effective teachers.  Sybil, Lacey, Mary, Charles, and Joseph – the 

candidates who participated in this study – described their experiences as they 

participated in teaching preparation program.  The participants faced similar dilemmas of 

how to translate content knowledge into learning for a diverse group of students as they 

were student teaching.  Student teaching is one of the most important rites of passage for 

future teachers (Graham, 2006).     

Interpretation of Findings and Discussion 

The professional development of teachers is an on-going, multi-faceted process. 

This study gave insight to how four history teacher candidates and one social studies 

teacher candidate made sense of their professional development, both in the classroom 

and in their student teaching placement.  The three themes that emerged from the data 

reveal how these five individuals made sense of their experiences as they participated in 
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their development as teachers.  The conclusions reached from those three themes are 

related below.   

Reasons for Teaching and Expectations of the Profession. 

Lortie (1977) explains that teachers are attracted to teaching for a set of five 

attractors or themes: the interpersonal theme, service theme, continuation theme, material 

theme, and the time compatibility theme.  The enjoyment of content and choice of 

content area is also part of the continuation theme.  Lortie (1977) states that individuals 

who love a certain area of their schooling past – are influenced by that enjoyment and 

then choose teaching as a career.  Four sub-themes emerged from the data 

 Love It, Teach It, 

  Social Utility 

 Why Should You Teach History/Social Studies? 

 Job Continuity and Impact of Family 

Teacher candidates expressed their love of and enjoyment of their content area as 

well as their enjoyment of history.  Four candidates expressed their love of their middle 

school or high school history teachers and that this contributed to their love of the 

subject.  In addition, four candidates related that their high school experience was their 

favorite of their K-12 school years.   Lortie (1977) related that  positive experiences of 

high school can impact career choice – often teacher candidates believe that they 

understand and ‘know’ how school works because of their own experience as a student 

(Lortie, 1977).  Teacher programs need to encourage their teacher candidates to confront 

the perceptions about teaching and learning that have brought them to their decision 
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regarding becoming a teacher.  This is a long-standing issue and has yet to be fully 

addressed.   

Two teacher candidates expressed being impacted by the social utility theme.   

The social utility theme is characterized by the belief that teachers play an important role 

in the shaping of future generations.  Lortie (1977) also refers to this as the service theme.  

These two candidates were drawn to teaching because they believed they were doing a 

service to society by becoming a teacher.   One candidate wanted to shape the character 

of students, while another desired to improve students’ life skills.  Teacher candidates 

were impacted by understood and well-researched aspects of the teaching career.  Teacher 

candidates need to be able to placfe into context these goals, often teacher candidates can 

become discouraged when not able to teach or guide students as they would like.  Teacher 

preparation programs need to encourage teacher candidates to confront their own beliefs 

about teaching and support or challenge those beliefs so teacher candidates can emerge 

from their professional development as effective educators with an achievable set of 

career goals.   

The sub-theme of choices of teaching the content area is also well described in 

literature.  Three candidates related they believed that they should teach history or other 

social studies classes, because it enabled them to teach what they perceived as valuable 

skills to their students.  Barton & Levstik (2008) explain that one of the most pervasive 

goals of the American education system has been the creation of good citizens.  Three 

teaching candidates expressed their desire to use the teaching of their content to enrich 

the ability of their students to think critically and make evaluative decisions throughout 
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their lives.   While not all the teacher candidates used the phrase ‘citizenship,’ it is clear 

that they believed that this would be an important part of their job.  Teacher preparation 

programs need to encourage their teacher candidates to actively engage and confront the 

beliefs that brought them to the decision to become a teacher.  If these decisions are 

properly examined, it may be that teacher candidates participate in teacher education with 

a better understanding of the realities of the profession.   

Job continuity and the impact of family is also an attractor to teaching.  A family 

member who is a teacher can play a role in supporting the attractiveness to the profession 

of teaching (Lortie, 1977).  Three teacher candidates had family members who were or 

had been teachers.  Because of the familiarity of what their parents or family members 

did for a living, three teacher candidates felt that they had “insider” knowledge of how 

teaching works.     

Data from the themes regarding the teacher candidates’ attractions to and 

expectations of teaching were all represented in research literature.  Despite the 

decreasing role of social utility theme, teacher preparation programs recruitment 

programs often center on social utility characteristics as well as altruistic reasons.  

However, these attractors were only clearly expressed by two candidates.  Up until 

recently, a large body of research indicated that this was the primary attractor to teaching 

as a career (Watt, et al., 2012). Watt, et al (2012) points out that intrinsic values as well as 

extrinsic values have emerged as powerful attractors to the teaching career.  Teacher 

preparation programs often market themselves towards those who already have chosen or 

are more likely to choose teaching as a career (Kyriacou, Hultgreen, & Stephens, 1999).  
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This would seem to indicate that teacher preparation programs need to alter recruitment 

campaigns to focus their attention other known positive characteristics of teaching as a 

career.   

Realities of Student Teaching. 

Feiman-Nemser (2001) describes the student teaching experience as critical to the 

professional development of teachers.  Teacher candidates operate in an awkward 

position – they are both student and teacher (Feiman-Nemser & Buchmann, 1985).  

Teacher candidates need guidance throughout the process as they negotiate how to teach 

while being a student.  Within the theme of the Realities of Student Teaching, several 

sub-themes emerged:  

 Facing Classroom Management in the Mentor Teacher’s Room 

 Standardized Curriculum 

 Planning, or Not? 

 Disappointed with District Assessments. 

Classroom management issues represented a struggle for the teacher candidates.  

All the teacher candidates inherited their own mentor teacher’s classroom management 

structures.  Teacher candidates had difficulty working within their mentor teacher’s 

classroom management structures.   A course in classroom management structures was 

taken previous to student teaching, but teacher candidates seemed unable to apply their 

course work knowledge to the student teaching experience.  Teacher candidates, as well 

as mentor teachers were not aware of how to negotiate classroom management issues. 

Effective communication between mentor teacher and teacher candidates is paramount 
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and as classroom managements issues were not addressed in an open manner, mentor 

teachers need coaching in how to communicate effectively with their teacher candidate 

(Clarke et al, 2014).   

Standardized curriculum in the state of Texas is determined via the Texas 

Essential Knowledge and Skills (TEKS).  Teacher candidates did not express a deep 

understanding of the TEKS associated with their classroom content.  Two teacher 

candidates indicated that they would appreciate more guidance when it came to the best 

way to cover content and/or sequencing the content.  Teacher candidates took a class in 

content planning, yet the teacher candidate did not absorb enough information as to how 

best to work with standards.  Teacher candidates were not supported by either the teacher 

preparation program or their mentor teachers in learning how to work with these 

standards.  Bransford, Darling-Hammond, & LePage (2005) argue that in an era of 

standards based reforms, teachers must be able to develop a curricular vison, whether 

they work in a district that provides extensive curriculum material support or not.    

The ability to develop this curricular vision requires a deep understanding of 

content as well as understanding of the various purposes of education.  A curricular vision 

enables a teacher to make the wide variety of decisions that are required by working with 

students.  Teachers must be able to balance the various purposes of schools – academic, 

vocational, social, civic, and personal (Darling-Hammond & Bransford, 2005).  The 

possibility exists that teacher candidates will not always secure jobs in larger sized school 

districts, who sometimes support their core-content teachers with district created scope 

and sequences and lessons as found within Future Leaders Independent School District 
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(FLISD).  If this is the case, these teacher candidates could struggle with this aspect of 

their job, and also may not have developed a clear curricular vision that would help them 

through these struggles.   

Three teacher candidates student taught United States History, while one taught 

US Government and another World History.  High school students enrolled in United 

States History must pass a state created assessment in order to graduate.  Teacher 

candidates in these classrooms indicated that they played more of a support role for their 

teachers in planning and teaching, rather than having autonomous control of content or 

student behavior. The teacher candidates in the non-United States History classrooms 

reported that they had a sense of freedom regarding determining content coverage in their 

classroom.  There were clear differences in the ability of the student teachers to have 

autonomy between non-high stakes tested classrooms and high-stakes tested classrooms.  

Teacher in high stakes tested classrooms were less likely to grant teacher candidates 

autonomy, perhaps as a result of the stressors associated with those classrooms.  Within 

the climate of accountability that exists within schools, mentor teachers often feel 

pressure to ensure student performance and can be resistant to grant autonomy to teacher 

candidates. (Graham, 2006).  Schools and teacher preparation programs should 

acknowledge these pressures and work together to embrace a collaborative vision of 

teaching so that teacher candidates all fully prepared (Graham, 2006). 

Planning is a task that effective teachers regularly perform (Carter, 1990).  Some 

teacher candidates planned daily lessons and units with their mentor teachers, while 

others did not.  A major roadblock to the co-planning of lessons was that district level 
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planning meetings were scheduled by the Future Leaders Independent School District 

(FLISD) to occur on Wednesdays – the day which was reserved for teacher candidates to 

attend classes on Future Leaders University (FLU) campus.  In addition, district wide 

campus development was also scheduled roughly every six weeks on Wednesdays.  At 

the district level planning meetings, a variety of planning activities were completed.  

Both scope and sequence type documents, as well as daily plans could be completed 

during any given district-wide planning.   This lack of communication regarding 

scheduling of such meetings seriously impeded the ability of the teacher candidate to be 

an effective contributing member of the classroom, specifically the planning process and 

important professional development sessions.  Communication between both the district 

and the teacher preparation program should be improved so that decision about 

scheduling reflect the understanding the teacher candidates receive the same professional 

development opportunities as their mentor teachers.    

Teacher candidates must also gain experience working with a variety of 

assessments.  Mentor teachers possess practical knowledge that needs to be shared with 

student teachers, such as working with assessments (Carter, 1990).  Teachers need to be 

able to analyze and create a variety of assessments and to evaluate the skills needed by 

students to be successful on assessments (Wilson, 2014).  Within the FLISD, district 

assessments are created by central office staff.  Teacher candidates found the district 

assessments to be problematic for a variety of reasons: the quality of the questions, the 

quality of the illustrations, and the needed background knowledge to answer the 

questions.  Standardized assessments are very much a part of being a teacher.  Teacher 
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preparation programs need to prepare teacher candidates better in regards to how to work 

with a variety of assessments.  This could include information on how to create 

assessments, how to coach students on assessment taking strategies, how to breakdown 

assessments in order to understand the skills that students might need to answer the 

questions, as well as other issues.     

Intent of the Teacher Preparation Program versus Realities of the Program  

The intent of the FLUTPP is to provide teacher candidates with enough classroom 

academics and field experience that they enter their own classrooms with the skills and 

experience beyond a first or second year teacher.   The sub-themes that emerged from the 

data that illustrated this issue: 

 Mentor Teachers/Inclusion Teachers,  

 Time Spent Performing Teaching Activities 

 Teacher Preparation Program Coursework 

  History Coursework 

  Impact of the FLUTPP upon Teacher Candidates and their 

Teaching Future,  

 Making it Better.  

Mentor teachers are a critical part of the student teaching experience (Graham, 

2006) and teacher candidates worked to create a relationship with their mentor teacher.   

Two teacher candidates in particular faced challenges when working with their mentor 

teacher.  One teacher candidate was frustrated because she was placed with a football 

coach and believed this created communication issues. Perhaps because she lacked 
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interest in football or she believed that gender might be an issue, she did not feel there 

was an adequate connection between them. .Another teacher candidate felt that her 

mentor teacher looked to her for leadership within the classroom.    These two examples 

illustrate that these mentor teachers lacked the skills needed to be effective mentor 

teachers.  Mentor teachers themselves need support about how to mentor teacher 

candidates (Graham, 2006; Clarke et al, 2014).  

Two teacher candidates had challenges when working in classrooms with 

inclusion teachers.  One inclusion teacher was reluctant to allow the teacher candidate to 

play an active role in the classroom, while another corrected the teacher candidate when 

engaged in directing classroom activities.  Inclusion teachers and their role within the 

classroom dynamic was not completely understood by the teacher candidates.  The 

reasons for these problems were not made clear, but it can be said that communication 

regarding how best to work with all stake holders in the room was not made a priority.  

Teacher preparation programs need to work with all teacher within the teacher 

candidates’ placement classroom as well and ensure that all the participants in the 

program are aware of how best to support the development of teacher candidates.   

Teacher preparation programs should work to provide support to mentor teachers so that 

they are able to negotiate the shared space in the classroom, allowing for the effective 

participation of all teachers: mentor teachers, inclusion teachers, and teacher candidates 

(Boiven, Downie, & LaRoque, 1993; Clarke et al, 2014) 

Four teacher candidates explained that they wished to have more time in front of 

students.  Teacher candidates need sufficient time in front students in order to have an 
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effective student teaching experience.  Mentor teachers also need support so that they are 

aware of how to be an effective mentor teacher, effective mentors are aware of how best 

to grant autonomy to their teacher candidates (Graham, 2006).  Time spent in front of 

students has a profound impact.   Effective programs provide extensive student teaching 

opportunities within the school setting (Darling-Hammond, Hammerness, Grossman, 

Rust, & Shulman, 2005).  Time spent in front students teaching needs to be maximized 

for teacher candidates to be successful. 

Effective teacher preparation programs provide opportunities for teacher 

candidates to use their pedagogical knowledge during clinical experiences (Feiman-

Nemser, 2001; Darling-Hammond, 2010).  Teacher candidates expressed very elementary 

understandings of the role of teacher.  Teacher candidates expressed that teacher 

preparation coursework was useful to them if it provided ideas for activities.  A teacher 

candidate explained that the literacy class introduced the idea of exit tickets and this was 

useful within the current placement.  Another teacher candidate related the content 

planning and strategies class gave ideas for lesson plans.  Teacher candidates did not 

express much understanding about how student learning developed and how to design 

appropriate learning activities.  While time spent in the school setting is important, the 

support received during this time enables the teacher candidate to place their pedagogical 

learning into context (Darling-Hammond L. , 2006).    

Teacher candidates related similar experiences regarding their content 

coursework.  They related that the history classes they took at the university were 

valuable if they provided material to help the teacher candidate teach within the 
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classroom.  Courses in United States History and World History were valued the most 

because of this connection to the content that the teacher candidates taught.  Bain and 

Mirel (2006) and Cantu (2008) argue that effective history teachers must know how to 

incorporate the use of secondary sources and primary sources and use this knowledge to 

enrich their teaching in the classroom.  However, teacher candidates viewed both of their 

major course types – teacher preparation and content coursework – through a very narrow 

window of experience, their current student teaching experience.   

 Finally the last two sub-themes described how the teacher candidates felt about 

their teaching future and how the teacher preparation program could be improved.  

Teacher candidates expressed that the program had given them confidence in their 

perceived teaching ability and all of the teacher candidates had accepted teaching 

positions for the fall.  Two teacher candidates intended on staying a classroom teacher for 

their careers, while one wished to enter administration.  Two teacher candidates embraced 

a wait-and-see approach in regards to their long-term teaching career.  Watt & Richardson 

(2008) argue that in order to facilitate individuals remaining long-term in a teaching 

career, teacher preparation programs as well as school districts need to understanding the 

differing motivations of beginning teachers and provide appropriate levels of support so 

that the differing profiles of beginning teachers have their needs met.    

Teacher candidates were frustrated by the communication issues with the stake 

holders within the program.  Teacher candidates believed that all stakeholders – 

instructors, FLUTPP staff, mentor teachers, site coordinators, the history department 

instructors/advisors, and teacher candidates – needed to communicate more freely and 
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this would result in an improved program in regards to content taught and mentor teacher 

placements made.   

Summary 

Three themes emerged from the data: 

 Reasons for Teaching and Expectations of the Profession,  

 Realities of Students Teaching,  

  Intent of the Teacher Preparation Program versus Realities of the 

Program.    

Teacher candidates chose teaching as a career and their content for similar 

reasons, and expected to play a role in students’ lives through their teaching.  Teacher 

candidates were frustrated by the realities of student teaching as they experienced the 

realities of working with a mentor teacher.  Teacher candidates viewed their experiences 

in their content and teacher preparation program courses through the lens of their own 

context and placements.  Ultimately, teacher candidates believed that the FLUTPP 

enabled them to become more confident and all of the teacher candidates had accepted 

teaching positions. 

 Answers to Research Questions 

 This research project explored secondary history teacher candidates’ 

perceptions regarding their ongoing professional development as they participated in their 

first semester of student teaching of a teacher preparation program that required two 

semesters of student teaching.  The following research questions guided this study are 

below. 
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1.  What are the motivators/attractors of teacher candidates to the teaching career? 

2. What did history teacher candidates’ life-stories reveal about their journey 

towards becoming a history teacher? 

3. How did a history teacher candidate view their educational experiences in the 

content area in light of their experiences as a student teacher?  

4. How did history teacher candidates envision their teaching future in light of 

their current experiences?  

Motivations for entering the teaching career 

Teacher candidates were attracted to teaching for a variety of reasons confirmed 

within the research: personal utility, social utility theme, job continuity, and task demand 

issues.  Teacher candidate data found in several themes confirmed existing research on 

motivations.   

Personal utility occurs when the individuals are attracted to a certain subject or 

even particularly enjoyed a particular schooling experience.  Four teacher candidates 

chose teaching as a career in part because they were impacted by continuity associated 

with schooling.  They enjoyed their history classes and they enjoyed the history teachers 

they had in high school, and therefore expected to enjoy being history or social studies 

teachers (Lortie, 1977).    In addition, this desire to become teachers was supported by 

family members.   Three teacher candidates had family members who currently were or 

had been teachers.  The teacher candidates expressed that this played a role in the 

attraction to teaching.   
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Love of a specific content area fits within the personal utility theme.  Teacher 

candidates related their love of history.  This this led them towards the choice of teaching 

as a career.  In contrast, only two candidates related social utility themes for choosing 

teacher, despite its prevalence in earlier research.  One teacher candidate was interested in 

influencing students’ character development, while another wished to give them the 

knowledge and skills to be participating members of society (Lortie, 1977).  

Question Two: Life-story and journey towards teacher 

 The professional development of teacher candidates occurs along a 

continuum.  The decision to become a teacher, the decision regarding a content area, 

experiences as a student, as well as experiences during student teaching impact this 

continuum.  It is expected that during student teaching, teacher candidates experience 

situations that will challenge their existing beliefs about teaching and learning (Jarvis-

Selinger, Pratt, & Collins, 2010).  Themes that emerged revealed that teacher candidates 

were impacted by all of these experiences.  

Data revealed that teacher candidates ultimately chose to become teachers as a 

result of love of content combined with a positive experiences in high school.  Three 

teacher candidates had family members who were teachers and this led them to believe 

that they understood the job of teaching and as a result of their own positive experiences 

in school – believed that their students would behave in a similar manner.  Lortie (1977) 

explains that the idea of continuity is particularly powerful with the teaching career.  

Additionally, these beliefs are also a part of the intrinsic attractions to teaching.  The 

intrinsic values associated with teaching include the belief that an individual possesses 
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the ability to become a teacher and also enjoys a particular subject.  Thomson, Turner, & 

Nietfeld (2012) and Richardson, & Watt (2010) both argue that these intrinsic 

characteristics associated with teacher are some of stronger motivations that draw teacher 

candidates to teaching.     

The teacher candidates’ personal life-stories led them to view the classroom – in 

particular – the history classroom as a place of learning and respect.  When teacher 

candidates had experiences in their student teaching that exposed them to students who 

did not exhibit what they considered respect, they seemed quite unable to find a way to 

address the behavior.    As the teacher candidates worked throughout their student 

teaching experiences, they encountered students and behaviors that did not confirm their 

own personal held beliefs about how students should behave and act in a classroom.  

Teacher candidates must learn to consolidate their own life-stories and their academic 

learning – both content and pedagogical – in order to become a teaching professional 

(Feiman-Nemser & Buchmann, Pitfalls of Experience in Teacher Preparation, 1985).   

Question Three: Educational Experiences  

Research participants viewed their participation in both their content classes and 

education classes in terms of application within their student teaching classroom.   The 

central task of a teacher preparation program is to provide teachers with the skills they 

need to provide effective learning to their students (Feiman-Nemser, From Preparation to 

Practice: Designing a Continuum to Strengthen and Sustain Teaching, 2001).  If course 

work had a positive impact upon classroom activities, the course was viewed positively.  

If the teacher candidate was not able to use the academic learning – either content or 
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teacher preparation coursework – while student teaching, the academic learning was not 

regarded positively.  Often the phrase the ‘two-world pitfall’ has been invoked to describe 

this phenomena.   

The two-world pitfall refers to the problems that student teachers seem to 

experience when negotiating different conceptions of teaching found between the 

university coursework and the experiences found in their student teaching classroom 

(Feiman-Nemser, 1985; Smagorinsky, Cook, Moore, Jackson, & Fry, 2004).   Teacher 

candidates find themselves stuck between the two worlds of the university setting and the 

‘real-world’ setting of the mentor teacher’s classroom (Smagorinsky, et al., 2004).  The 

problem arises because teacher candidates – in a very real way – are still students while 

they are completing program requirements.  Participants in this study were not only 

completing education coursework in the midst of student teaching, but some were also 

completing content coursework.   They had problems negotiating the two worlds in which 

they were operating. Unfortunately they were not given a great deal of mentoring in how 

to do this.  

Due to the nature of the history degree requirements, teacher candidates were free 

to choose from a large variety of courses.  Data revealed that history courses that 

provided information directly applicable to teaching high school were regarded as more 

useful.  Clearly, the teacher candidates in this study had a narrow interpretations of their 

content coursework and viewed it through this narrow lens of direct usefulness in the 

classroom.  This issue is complicated because often the decision to enter teacher 

preparation programs occurs after a majority of content coursework is completed.   
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Teacher candidates took their education courses as part of a prescribed plan.  They 

viewed the classes as useful if the class provided concrete activities or strategies that the 

participants could then use in their classrooms.  Teacher candidates’ responses were 

contextualized to their individual needs.  However, all participants related that they felt 

well-prepared when thinking about their teaching future. 

Teacher candidates related their evaluation of the program to their own confidence 

within the classroom.   Participants also only felt confident in the area in which they 

student taught – for example, one candidate who worked with seniors, was worried about 

whether or not she/he would be able to teach freshman.   What the teacher candidates 

learned while student teaching was interpreted contextually.  One of the strongest 

responses related the most useful part of the program was the amount of time spent on the 

high school campus.  Darling-Hammond, Chung & Frelow (2006) confirm that the most 

effective teacher preparation programs have extensive practicum experiences in schools 

in established partnerships with teacher preparation programs.   

Question Four: Future Speech  

 The last research question evoked data about participants’ commitment to 

a teaching future.  Data illustrated that teacher candidates did feel prepared to become 

teachers at the end of this first semester of student teaching.   The teacher candidates 

believed that it was the program as a whole that prepared them, despite their criticisms of 

explicit classes.  Two teacher candidates expressed intentions of remaining as a classroom 

teacher for their careers, two had a wait and see approach, and the last teacher candidate 

expressed a desire to ultimately end their career as a superintendent.   Teacher preparation 
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programs and school districts need to acknowledge and understand the varieties of 

motivations that draw individuals towards a teaching career.  If these motivations are 

better understand, then professional development opportunities could be crafted to better 

serve teacher and encourage them to remain within the profession (Watt & Richardson, 

2008).   

Summary 

 The professional development of teachers occurs along a continuum of 

experience.  It begins with the decision to become a teacher and professional 

development continues throughout the lifetime of teachers.  Individuals are motivated to 

become teachers for a variety of reasons and influences.  The continuum of experience 

includes motivations, content area decisions, teacher preparation program, and the 

student teaching classroom.  The intent of this study was to explore the motivations and 

perceptions of teacher candidates about their content area knowledge and about their on-

going development as a teacher of history in the first semester of student teaching.  

Understanding how the professional development of teachers is imperative in order to 

better equip teachers so that they can provide effective instruction in the classroom.  

Implications 

Teacher Preparation Program Implications 

 Understanding the motivations that drive individuals to enter teacher 

preparation programs is important.   Teacher preparation programs often center 

recruitment efforts on the known characteristics of those already motivated to be teachers 

(Watt, et al., 2012).  This delayed entry impacts the future teacher candidate as they have 
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already taken many of their content courses within the College of Arts and Sciences.  

These classes may or may not have prepared them for a teaching career in history.  If 

teacher preparation program enacted a different set of recruitment activities, it could be 

that certain individuals might be attracted to the profession earlier in their university 

academic career (Kyriacou & Coulthard, 2000).  This does represent a dilemma for 

teacher preparation programs as many individuals make the decision to become a 

secondary teacher after choosing a content area (Virta, 2002).     

The two-worlds pitfall impacts many teacher candidates as they find themselves 

in the ‘real-world’ classroom (Feiman-Nemser & Buchmann, 1985).  There are two parts 

to this pitfall.  The first involves the interaction between the teacher candidate’s own 

behavior and experiences within the university setting.   Earning good grades within 

university classes provides rewards, but those learned behaviors may or may not benefit 

the history teacher candidate while student teaching. The second aspect of this pitfall is 

that at times the history teacher candidate feels pressure to adapt to existing classroom 

behaviors of their mentor teacher and ignores their pedagogical learning (Feiman-Nemser 

& Buchmann, 1985).   

Differences between the ‘real’ world of the classroom and the world of academic 

learning can be addressed by teacher preparation programs supporting the instructors of 

teacher preparation programs and encouraging them to acknowledge the two-worlds 

pitfall and illustrate ways for teacher candidates to negotiate the pitfall.  Each set of 

‘experiences’ – those of the university and those of the secondary classroom have purpose 

and meaning.  Teacher candidates need to be made aware of the value of judging the 
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different ways in which classroom activities can be approached. Teacher preparation 

programs could address this issue within existing coursework to create space for 

beginning teachers to negotiate this pitfall in a safe environment (Gaudelli & Ousley, 

2009). 

As mentor teachers play a pivotal role in teacher preparation, they need to be 

guided towards the “supervisors of practice”  model as purported by Clark, Trigs & 

Nielsen (2014)  and given support as how best to guide their teacher candidate.  Mentor 

teachers are expected to act as therapists, guidance counselors, and protectors (Bullough 

& Draper, 2004).  Mentor teachers need to supported so that they are able to provide the 

following: how to provide feedback, how to guide the teacher to make connections 

between theory and practice, how to provide opportunities for reflection, how to make 

sense of the multiple relationships that exist with the secondary school site, and how to 

negotiate the differences between the ‘real’ world and the academic environment of 

university.  

 An unexpected discovery emerged in the data about a third party whose presence 

in the classroom was pivotal, the inclusion teacher.  Communication regarding how best 

to work with three teachers in the classroom needs to be supported by the teacher 

preparation program: the mentor teacher, the inclusion teacher, and the teacher candidate.  

Effective communication skills are essential for mentor teachers, but they often need 

support regarding this skill (Clarke et al, 2014).   
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College of Arts and Sciences   

History teacher candidates have often completed much of their required 

coursework before entry in to a secondary teacher preparation program.  Content course 

requirements are a function of the history department, rather than the teacher preparation 

program.  Decisions about which content courses to take are often dependent upon 

history department requirements, personal choice, as well as scheduling considerations.  

Preparation of secondary teachers occurs within two separate contexts, often the learning 

of the subject material is separate from pedagogical training (Zeichner, 2008).   

McDiarmid & Vinten-Johansen (2000) describe these two separate contexts as the 

‘Great Divide.’  As a way to bridge this divide, they suggest that departments of history 

and Colleges of Education create viable relationships that could result in creation of new 

classes to support the specific needs of secondary history teachers.  In order to 

accomplish this, cooperation could be encouraged through valuing it in tenure and 

promotion decisions (Bain & Mirel, 2006).   Classes could be then created that 

specifically address the needs of secondary history teachers including the following: how 

to address state standards, how to work with assessments and how to incorporate primary 

sources successfully (McDiarmid & Vinten-Johansen, 2000).   

Communication should be enhanced between the leadership of the FLUTPP and 

the school districts.  Teacher candidates spent every Wednesday on the university 

campus.  However,  FLUISD used Wednesdays as the chosen day for district wide 

curriculum meetings (approximately every six weeks) and other professional 

development opportunities. This did not facilitate ensuring teacher candidates playing a 
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role in planning or in professional development opportunities, which are vital educational 

experiences.  

Implications for School Districts 

Mentor teachers play a pivotal role in the student teaching experience. As the 

university needs to acknowledge and more actively support that role, so does the school 

district.  Mentor teachers need to be granted rewards – such as release time or stipends – 

and supported in their endeavors in working with teacher candidates.  Mentor teachers 

need to be purposively chosen for their abilities to work with teacher candidates and have 

those abilities supported through professional development supported by the school 

district as well as the teacher preparation program.    

School district support staff need to develop an awareness of how best to support 

mentor teachers as they work with teacher candidates.  Communication between the 

teacher preparation program and the school district about how best to support mentor 

teachers would result in superior mentoring behaviors.  School districts could encourage 

teachers to become mentor teachers through granting release time or even the provision 

of professional development hours.  Working with a student teacher provides valuable 

insight for the mentor teacher as well and Clarke (2001, 2006) notes that successful 

mentor teachers are enriched by working with teacher candidates (Glenn, 2006; Beck & 

Kosnik, 2002).   

Suggestions for Future Research 

Findings from this research suggest that further in-depth investigation of teacher 

preparation programs who offer one-year student teaching is warranted.  Teacher 
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candidates need a great deal of support as they work in front of students – doing their best 

to provide meaningful instruction.  While one-year programs seem to offer significantly 

more time in front of students, the amount of time spent in autonomous control of a 

classroom needs to be investigated.  This study would be strengthened by increasing the 

amount of observations in order to ascertain more fully if teacher candidates are 

completing more student teaching activities.   Time spent in classrooms is valuable to 

teacher candidates, but only if in a classroom setting that supports such learning (Darling-

Hammond, Chung, & Frelow, 2002). 

Further research should include the voice of the mentor teacher.  Despite being 

vital to the success of teacher preparation program. Clarke (2001) notes that their voices 

are not sufficiently heard in research.  The teacher preparation program could investigate 

ways to improve support to mentor teachers and include their voice in the process.  

Mentor teachers could be interviewed about their experiences as mentor teachers and 

could be observed as they work with their teacher candidates in various situations 

associated with the activities of mentoring:  the providing of feedback, planning sessions, 

and classroom management discussions, as well as other interactions as deemed 

necessary.   These interviews and observations would provide valuable insight into the 

role of mentor teachers within this specific program, and would enable the development 

of specific professional development for mentor teachers.   

Limitations 

This study is not without limitations.  Due to the researcher’s work schedule and 

teaching assignment, four out of the five participants were observed.  The researcher was 
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a full-time teacher and three participants were teacher candidates on the campus where 

the researcher was employed, which provided easy access. The remaining teacher 

candidates student taught on other campuses within FLISD.  One teacher candidate was a 

composite social studies teacher candidate, rather than a history teacher candidate. This 

serves as a limitation, because this teacher candidate completed significantly more 

content coursework in political science, geography, and economics.  This teacher 

candidate’s coursework enabled her/him to construct student learning experiences with a 

much wider background of content knowledge than the four participants who had 

completed the standard Bachelor of Arts curriculum with a major in history.     

Final Remarks 

This qualitative case study explored the motivations and perceptions of five 

teacher candidates who participated in the first semester of student teaching.  Three 

themes emerged: Reasons for teaching/Expectations of the Profession, Realties of 

Student Teaching and Intent of the FLUTPP verses realities of the program.  The themes 

confirmed many aspects of existing research in the area of teacher preparation.  Teacher 

candidates, as they participate in a teacher preparation are often bound by their own 

experiences and perceived familiarity with the job (Lortie, 1977).    Participants in this 

study interpreted their experiences both in their content classes and in their education 

classes – through the lens of their experiences while student teaching.  These results 

confirm the central place of student teaching within the teacher preparation program 

(Darling-Hammond & Bransford, 2005).   
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Teacher candidates in this study felt passionately about their content area – history 

or social studies – and felt passionately about the importance of teaching.   In the face of 

an era of ever-growing accountability, teacher preparation programs must prepare future 

teachers to be resilient in the face of increased stressors and intrusions into their 

classrooms (Watt & Richardson, 2008).  Teacher candidates need to be encouraged to 

become teaching professionals who continue examine and evaluate their own classroom 

behaviors.   

Despite the negativity that abounds regarding teaching, good teachers remain in 

classrooms.   Teacher preparation programs need to continue to identify, support and 

reward good teachers in order to provide effective mentors for teacher candidates.  

Teacher preparation programs must find a way to reward these individuals.  While the 

rewards granted to these teachers cannot be monetary, their participation can and should 

be valued through the acknowledgment and support of their importance.  These mentor 

teachers are a necessary link to the between the teacher preparation program and the 

school district.     

Secondary teacher preparation programs are impacted by significant factors that 

they cannot control.  They cannot control the state legislatures that limit the curriculum 

hour requirement of education coursework.  They cannot control of the types and 

numbers of students who apply to the program.  They often are not even in control of 

who works with teacher candidates within the school districts (Clarke, 2006).  However, 

teacher preparation programs are in control of evaluating their own practices.  Teacher 

preparation programs need to work consistently to examine their own practices and seek 
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opportunities to work with those outside of their college – such as school districts and 

other colleges – in order to improve the professional development of teachers.   
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Appendix B 

EMAIL TO PARTICIPANTS 

 

 

Dear __________________________________, 

 

Thank you for taking the time to read this email.  I am a graduate student at Texas Tech 

within the College of Education. I am a former secondary history teacher and am 

currently working towards the completion of my Ph.D. in Curriculum and Instruction.  I 

am interested in working with individuals who are working on their secondary history 

teacher certificate.   

 

If you are in the midst of your Block II field experience, I am interesting in talking with 

you about your motivations about choosing teaching as a career, and choosing history as 

a teaching field.  Your participation would involve two interviews and I would like to 

observe you two times as you work within your assigned field experience classroom. 

 

I hope that you decide to participate!  There are no benefits associated with participation 

within this study.  If you decide not to participate, there are no penalties associated with 

your decision.  There are also no foreseen risks associated with your participation.   

 

If you decide to participate, just reply to this email and I will contact you via email or (if 

you request) via phone.   

 

I look forward to hearing from you. 

  

If you have any questions, I am available at XXX-XXX-XXXX.  

 

 

Joan Jenkins 
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Appendix C 

INFORMATION SHEET 

Professional Development of History Teachers 

 

What is this project studying? 

This study is going to examine the perceptions of history majors who are participating in 

a teacher preparation program who intend to complete the requirements for a secondary 

teaching certificate in history.  What I find in the research will provide benefits for those 

working within history departments, teacher preparation departments, and those working 

with history teachers within a school district. I hope this study will be published to make 

it beneficial for an even broader group of individuals. 

 

What would I do if I participate? 
In this study, you will be interviewed twice for about 45 minutes to an hour each time.  

Some questions will be about you, others will be about your experiences as a student, and 

others may be about both the education classes and history classes that you have taken.  I 

will be digitally recording and also taking notes during the interview. I would also like to 

observe you twice in your student teaching placement. During each observation of 

approximately 55 minutes, field notes will be taken, but no digital recording will be 

made.  It is anticipated that the interviews will take from 45 minutes to an hour.  The 

observations will take approximately 55 minutes each. 

 

Can I quite if I become uncomfortable? 
Yes, absolutely. We and the Protection Board have reviewed the questions and think you 

can answer them comfortably.  However, you can stop answering questions at any time.  

You can leave anytime you wish.   Participation is your choice.  You may skip any 

question(s) you do not feel comfortable answering. 

 

How long will participation take? 
I am asking for about 45 minutes to an hour of your time per interview. The observations 

will take approximately 55 minutes each time. 

 

How are you protecting privacy? 
The interview question will not request any personal information to protect your privacy. 

My notes and the digital recordings will be kept in a locked cabinet.  You will also be 

assigned a pseudonym.   
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I have some questions about this study. Who can I ask? 

The study is being run by Dr. Margaret A. Price, the Department Chair of Curriculum and 

Instruction at Texas Tech University.  If you have questions, you can call Dr. Price at 

XXX-XXX-XXXX. TTU also has a Board that protects the rights of people who 

participate in research.  You can ask them questions at 806-742-2064.  You can also mail 

your questions to the Human Research Protection Program, Office of the Vice President 

for Research, Texas Tech University, Lubbock, Texas 79409. 

 

How will I benefit from participating? 
There will be neither benefits nor drawbacks to participate in this study. 
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Appendix D 

Interview Protocol: First Interview 

  

Can you please give me a brief introduction to you, as a person? 

 

Can you please give me an educational history of yourself?   

 What part of school did you most enjoy? (Elementary, Middle or High 

School), 

 What was your favorite subject? Why?  

 Who was your favorite teacher(s)? Why?  

 

What was involved in your decision to attend a university/college?   

 Who influenced that decision the most? 

 Why? 

 

Why did you decide to study history? 

 

What is your favorite area of history to study? 

 

What has been your favorite (college-level) history class? Why?  

 

How did your affiliation with your content area impact your decision to become a teacher? 

 

Why do you think history is an important content area?  

 

What area of history are you looking forward to teach? Why do you think that area of 

history needs to be taught? 

 

When did you decide to enter the teacher preparation program? What motivated you to 

apply to the program? 

 

Can you tell me about the classroom in which you are student teaching?  

 What content area are you student teaching? 

 Do you and your mentor teacher share a vision about the role of history in 

education?  Is this important to you?  

 Do you and your mentor teacher talk about the role of content knowledge? 

How has your mentor teacher encouraged your development as a content 

expert? 

 

Is there anything you think I should know about you? 
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Interview Protocol: Second Interview  

 

Some time was spent reviewing the first interview. (Time to clarify and go back over 

some questions and answers.)  

Is there anything you wish to clarify regarding your first interview? 

Now that you have spent some more time in your assigned classroom, what concerns do 

you have regarding your ability to deliver your history content? 

How do you feel about the TEKS (Texas Essential Knowledge and Skills)?  

Do the TEKS create a well-rounded historical curriculum?   

How have the education classes you have completed impacted your teaching in the 

classroom? 

Which of your education classes have been the most useful? Why? 

Which of your education classes have been the least useful? Why?  

Which of your history classes have been the most useful? Why? 

Which of your history classes have been the least useful? Why? 

Can you tell me about a lesson that you felt went extremely well? Why did it go well?  

Can you tell me about a lesson that didn’t go as well as you thought it might? Why did 

you think it went the way it did? 

What concerns do you have moving forward into your second semester of student 

teaching?  

What could help you address those concerns?  

How well prepared do you feel about teaching in your own classroom? 

What are your future career plans? 

What advice could you give me in regards to enhancing a teacher preparation program for 

history content specialists?  
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 Interview Protocol: Third Interview 

Some time was spent reviewing the previous interview. (Time to clarify and go back over 

some questions and answers.)  

 

Can you tell me about a lesson that you felt went extremely well? Why did it go well?  

Can you tell me about a lesson that didn’t go as well as you thought it might? Why did 

you think it went the way it did? 

What concerns do you have moving forward into your second semester of student 

teaching?  

What could help you address those concerns?  

How well prepared do you feel about teaching in your own classroom? 

What are your future career plans? 

What advice could you give me in regards to enhancing a teacher preparation 

program for history content specialists?  
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Appendix E 

Audit Trail Table: Chapter III 

 

Number Participant Source Source 

Number 

Unit Number 

1 Sybil Interview 1 50-55 

2 Sybil Interview 1 19-37 

3 Sybil Interview 1 198 

4 Sybil Interview 1 212-213 

5 Sybil Interview 1 96-98 

6 Mary Email NA NA 

7 Mary Interview 1 15-18 

8 Mary Interview 1 91-93 

9 Mary Interview 1 53-54 

10 Mary Interview 1 55 

11 Mary Interview 1 99-108 

12 Edith Email NA NA 

13 Edith Interview 1 8 

14 Edith Interview 1 45 

15 Edith  Interview 1 61 

16 Edith Interview 1 62-69 

17 Joseph Email NA NA 

18 Joseph Interview 1 25-26 

19 Joseph Interview 1 15-17 

20 Joseph Interview 1 55 

21 Charles Email NA  

22 Charles Interview 1 16-17 

23 Charles Interview 1 38 

24 Charles Interview 1 44-45 
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Audit Trail Chapter IV 

Theme One Reasons for Teaching and Expectations of the Profession 

Number Participant Source Source 

Number 

Unit Number 

1 Mary Interview 1 11-13 

2 Mary Interview 1 31-33 

3 Sybil Interview 1 19-20 

4 Charles Interview 1 16-19 

5 Edith Interview 1 11-13 

6 Edith Interview 1 15-18 

7 Edith Interview 1 48-50 

8 Sybil Interview 1 34-35 

9 Sybil Interview 1 100-101 

10 Mary Interview 1 53-55 

11 Charles Interview 1 177-179 

12 Joseph Interview 1 82-84 

13 Joseph Interview 3 71-72 

14 Charles Interview 1 187-189 

15 Charles Interview 1 179-180 

16 Charles Interview 1 166 

17 Mary Interview 1 74-78 

18 Charles Interview 1 208-213 

19 Charles Interview 1 220-221 

20 Sybil Interview 1 105-110 

21 Sybil Interview 1 216-218 

22 Sybil Interview 1 101-103 

23 Sybil Interview 1 198-200 

24 Edith Interview 1 61-62 

25 Edith Interview 1 62-28 

26 Joseph Email 2 12-14 
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Theme Two: Realities of Student Teaching  

Number Participant Source Source 

Number 

Unit Number 

1 Charles Interview 3 8-10 

2 Charles Interview 2 163-166 

3 Charles Interview 2 193-194 

4 Charles Interview 2 199-201 

5 Charles Interview 2 169-171 

6 Mary Interview 2 8-10 

7 Mary Interview 3 41-44 

8 Mary Interview 3 46-49 

9 Mary Observation 1&2 NA 

10 Edith Interview 3 156-161 

11 Edith Interview 3 16-18 

12 Edith Observation 1 NA 

13 Sybil Interview 1 247-251 

14 Sybil Observation 1 NA 

15 Sybil Observation 2 NA 

16 Joseph Interview 1 68 

17 Joseph Interview 2 60-62 

18 Sybil Interview 1 149-151 

19 Charles Interview 1 103-107 

20 Edith Interview 2 11-14 

21 Sybil Interview 2 20-24 

22 Sybil Interview 2 37 

23 Sybil Observation 1 NA 

24  Sybil Observation 1 NA 

25  Mary Observation 1/2 NA 

26 Edith Observation 1/2 NA 

27 Joseph Observation ½ NA 

28 Joseph Interview 2 36-40 

29 Mary Interview 2 132-134 

30 Mary Interview 2 39 

31 Mary Interview 2 40-41 

32 Edith Interview 2 99-100 

33 Researcher 

Researchers 

Journal NA Pg. 19 

34 Charles Interview 2 142-145 

35 Sybil Interview 2 147-150 

36 Researcher 

Researchers 

Journal NA Pg. 10 
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Number Participant Source Source 

Number 

Unit Number 

37 Researcher 

Researchers 

Journal NA Pg 18 

38 Sybil Interview 3 55-57 

39 Sybil Interview 2 13-16 

40 Charles Interview 2 32-37 

41 Charles Interview 2 41-42 
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Theme Three: Intent of the Teacher Preparation Program versus Realities of the 

Program 

Number Participant Source 

Source 

Number Unit Number 

1 Sybil Interview 1 153-155 

2 Sybil Interview 1 155-156 

3 Edith Interview 3 94-96 

4 Edith Interview 3 27-29 

5 Edith Interview 3 51-53 

6 Mary Interview 2 32-34 

7 Mary Interview 2 59-62 

8 Joseph Interview 3 94-96 

9 Sybil Interview 2 197-199 

10 Sybil Interview 2 207-209 

11 Sybil Interview 2 213-225 

12 Sybil Interview 1 160-161 

13 Sybil Interview 3 118-120 

14 Sybil Interview 3 129-131 

15 Joseph Interview 2 8-16 

16 Joseph Observation 1 NA 

17 Joseph Interview 2 15-16 

18 Mary Interview 2 221-226 

19 Mary Interview 2 215-217 

20 Edith Interview 2 48-50 

21 Sybil Interview 1 219-221 

22 Joseph Interview 2 11-16 

23 Mary Interview 3 69-72 

24 Mary Interview 3 208-210 

25 Sybil Interview 3 36-37 

26 Sybil Observation 1 NA 

27 Edith Interview 2 27-29 

28 Edith Observation 1 NA 

29 Edith Interview 3 88-91 

30 Mary Interview 2 22-25 

31 Mary Interview 2 153-154 

32 Mary Interview 2 151-152 

33 Joseph Interview 22 24-27 

34 Joseph Interview 3 11-12 

35 Joseph Interview 3 33-34 

36 Joseph Interview 3 36 

37 Sybil Interview 3 3-4 
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Number Participant Source Source 

Number 

Unit Number 

38 Sybil Observation 2 NA 

39 Edith Interview 2 76-80 

40 Sybil Interview 2 91-93 

41 Sybil Interview 2 164-168 

42 Mary Interview 2 96-102 

43 Charles Interview 2 72-75 

44 Mary Interview 2 109-114 

45 Edith Interview 2 68-70 

46 Charles Interview 2 89-91 

47 Joseph Interview 3 41-43 

48 Edith Interview 1 61-64 

49 Charles Interview 2 82-84 

50 Sybil Interview 2 110-117 

51 Joseph Interview 2 58-60 

52 Sybil Interview 2 106 

53 Charles Interview 2 62-64 

54 Edith Interview 2 59-60 

55 Mary Interview 2 117-122 

55 Edith Interview 2 82-84 

57 Edith Interview 2 96-101 

58 Sybil Interview 2 175-182 

59 Sybil Interview 2 182-184 

60 Sybil Interview 2 190 

61 Joseph Interview 1 87-88 

62 Sybil Interview 3 143-145 

63 Sybil Interview 3 125-127 

64 Sybil Interview 3 129-131 

65 Sybil Interview 3 85-90 

66 Sybil Interview 3 97-98 

67 Joseph Interview 3 4-6 

68 Joseph Interview 3 6-8 

69 Joseph Interview 3 84-88 

70 Charles Interview 3 39-41 

71 Charles Interview 3 50-51 

72 Charles Interview 3 54-59 

73 Edith Interview 3 120-128 

74 Edith Interview 3 102-105 

75 Mary Interview 3 94-101 

76 Mary Interview 3 196-203 

77 Mary Interview 3 206-207 

78 Mary Interview 3 124-135 
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Number Participant Source Source 

Number 

Unit Number 

80 Joseph Interview 2 19-22 

81 Edith Interview 3 145-147 

82 Mary Interview 3 181-183 

83 Researcher 

Researchers 

Journal NA pg. 62 

84 Sybil Interview 3 133 

85 Mary Interview 3 167-170 

86 Joseph Interview 2 64-66 

 

 

     

 


