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ABSTRACT 

 

 

SITUATED MENTORING: A MULTIPLE DESCRIPTIVE CASE STUDY OF 

MENTOR TEACHERS AND THEIR TEACHER CANDIDATES 

Under the direction of SHARON MURPHY AUGUSTINE, Ph.D.  

 

 

A shortage of teachers is a serious threat to today’s schools as between 30% and 

50% of teachers leave the profession within the first five years. A need exists to develop 

teacher induction programs that begin with learning to teach through situated 

engagement, rather than mere knowledge acquisition, so that novices stay in the 

profession. 

Due to the social nature of this study, and the reliance on participants’ 

perceptions, social constructionism was selected as the epistemology with situated 

learning and legitimate peripheral participation as the theoretical perspectives to conduct 

a multiple descriptive case study methodology that involved document analysis and 

interview research to explore the efforts of one private, faith-based university in the 

Eastern United States to prepare high school math and science teachers to fill the current 

teacher shortage.   

The over-arching finding was the notion that the Fellows learned through every 

day formal and informal interactions with their Mentor Teachers during their shared 

practices. Significant learning occurred through increasing social practices, which were 

part of a community of practice.  The situated engagement allowed the Fellows to 
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develop an identity within the community, undergo a process of change, and become a 

full member by acquiring the language and knowledge of the group. 

Preparation programs that provide strong mentoring and induction may 

experience lower rates of turnover among graduates.   The impact of the intense and 

lengthy mentoring that candidates receive is highly dependent upon appropriate 

personality matches between mentors and mentees, the time devoted by all parties 

involved, and the chance to have an extended experience that allows for a true 

understanding of what the teaching profession entails. 

Future research should include investigations of other teacher preparation 

programs, longitudinal studies that follow novice teachers during the induction phase of 

their career, and studies that look more closely at the effect that these novices have on 

student learning. 
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CHAPTER 1 

INTRODUCTION 

Four years ago, I transitioned from being a classroom teacher for nineteen years to 

the Coordinator of Clinical & Field experiences for a College of Education at a small 

private university in the Midwest.  While working in this role, I could see how crucial the 

mentoring that preservice teachers received from their cooperating teachers was in their 

overall preparation for learning how to teach and become inducted into the profession.  

Even though the university had a sound program full of highly relevant course work, it 

was not until a candidate spent extended periods of time under the direct supervision of a 

successful teacher that she gained the knowledge and the skills that she needed.   

For example, I worked with a middle childhood candidate who was preparing to 

be licensed in Social Studies and Language Arts who was extremely bright and had all 

A’s in his classes at the university.  However, when he went into the field for his methods 

courses, he struggled at first because he came across as too academic and too rigid.  He 

knew the content well, but he didn’t know how to make the content relevant to sixth 

graders and how to show them that he could relate to them as people.  But, his mentor 

teacher modeled this for him and through reflective dialogue and coaching he grew in 

these areas in ways that he never could have at the university. 

It was also apparent that just because someone was a successful classroom 

teacher, he/she was not automatically an effective mentor for teacher candidates.  I placed 
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a high school mathematics candidate with a very well-respected teacher in a highly 

reputable district.  On paper she seemed like someone who should be an outstanding 

mentor.   

The reality was that while the teacher was willing to have the candidate in her 

room, she was not willing to employ the co-teaching strategies that we suggested, was 

only willing to do the bare minimum when it came to feedback and reflection, and 

expected the candidate to merely mimic her lessons and style rather than find his own 

style and voice.  Fortunately, the candidate had a supportive university supervisor who 

provided regular feedback and coaching and so he was still successful despite the lack of 

mentoring from the classroom teacher. However, his frustration and disappointment with 

his Mentor Teacher was evident in discussions he had with other candidates throughout 

the experience when they came back to the university for debriefing. 

At the end of student teaching, it was clear that the candidates that had received 

educative mentoring by a critical colleague, someone who helped the candidate improve 

his/her practice by lending a sympathetic ear, along with prompting and guidance to 

reflect and grow which encompassed mutual engagement, joint enterprise, and a shared 

repertoire, were the ones who felt much more prepared and confident. 

Another problem that surfaced while I was the Field Placement Coordinator, was 

the obvious lack of qualified candidates to meet the needs of local schools.  I had 

countless requests from principals looking for graduates of the program to fill a never-

ending stream of teacher vacancies.  Principals were frequently desperate to find 

qualified candidates, especially in mathematics and science.   
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Now that I have moved out of teacher preparation and have become a principal 

myself in an urban school that serves low income families, the importance of mentoring 

has moved even closer to me personally.  I face a daily challenge to make sure that all 

children at our school have access to high-quality instruction because there is 

considerable variability among my teachers and their ability to utilize best practices.   

Teachers in urban, low-income districts must use effective research based practices with 

fidelity if their students are to make progress, as there is a direct correlation between 

quality classroom instruction and academic success (Stein & Stein, 2016).    

I have several teachers with three years of experience or less who still need 

additional mentoring to be truly effective. Furthermore, because I am in a high-needs 

urban school, it is challenging to find teachers who are prepared to teach in this setting.  

Unfortunately, I had one teacher quit after only 5 weeks into the school year.  She had 

worked at the school previously for one year, had taken two years off to go back to 

school and have a baby, and now was ready to come back.  She seemed like a perfect fit 

during the interviews.   

However, the class had many students with severe behavior challenges coupled 

with a high percentage of students with academic deficits.   I knew she was struggling 

early on, and attempted to pair her with a veteran colleague for advice and institute co-

teaching with an intervention specialist.  However, she was still struggling and ended up 

quitting.  She cited in an exit email that she didn’t feel she had received enough support 

and guidance and that was a major reason that she left.  It then took me two months to 

find a qualified replacement teacher.  In the meantime, student behavior became worse 

and academic achievement suffered. 
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Therefore, further exploration of a program designed to provide high quality 

mentoring to induct candidates into the teaching profession who will be prepared to teach 

in high-needs urban schools was important to me. 

Background of the Problem 

High rates of teacher turnover create “a constant need to recruit, hire, and train 

new teachers to fill vacated positions” (Reeves & Lowenhaupt, 2016, p. 176).  Therefore, 

teacher retention is of high interest to policymakers, scholars, and practitioners alike 

(Reeves & Lowenhaupt, 2016).   The retention of teachers is key because high turnover 

hinders the development of human capital, makes schools less stable and efficient, is 

costly, and reduces teaching effectiveness (Ganser, 2002; Zhang & Zeller, 2016; Reeves 

& Lowenhaupt, 2016).  In the United States, the effectiveness of teachers has been 

directly correlated with teacher preparation and qualifications (Yamagata-Lynch & 

Haudenschild, 2009).   

Induction programs “that respond to the varied and changing needs of beginning 

teachers and that increase the likelihood that what new teachers learn from experience 

reflects the best that we know” (Feiman-Nemser, 2012, p. 302) are critical.  In addition, 

they may help to mitigate the shock that novices experience as they realize the 

complexity of the work required of teachers (Britzman, 2003). Therefore, a need exists to 

develop induction programs, which promote not only teacher recruitment, but also 

satisfaction and retention (Kemmis, Heikkinen, Fransson, Aspfors, & Edwards-Groves, 

2014; Reeves & Lowenhaupt, 2016).  Induction programs should begin with supporting 

pre-service teachers to form a professional identity from the outset of their studies, which 

will allow them to integrate their new professional self with their personal self and to 
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begin to build professional networks through the construction of practice (Feiman-

Nemser, 2012; Henderson & Noble, 2015).   

Success as a teacher is “realized with the help of others through the development 

of sets of particular skills and practices over a prolonged period” (Moll, 2014).   As 

Muhling (2015) asserts, “teaching cannot be learned through mere observation or passive 

reception of instructions.  The learning is both in the doing and in the analysis of what 

was done” (p. 1) which requires novices and mentors to rely on discourse within a socio-

cultural environment.   

It is a process that includes apprenticeship of observation, both at the pre-service, 

and in-service levels (Korthagen, 2010; Martin, Buelow, & Hoffman, 2016).  According 

to Merriam, Cafferalla, & Baumgartner (2007), this cognitive apprenticeship “places 

emphasis on teaching learners different ways of thinking about what they are learning, as 

well as the skills associated with the apprenticeship” (p. 181).  Learning to teach then 

requires social participation in a situated apprenticeship rather than mere knowledge 

acquisition (Campbell, MacPherson, & Sawkins, 2014).  Research has shown that 

newcomers to the field are seeking a structured system of support (Martin et al, 2016).  

They understand that they have two jobs as they enter the profession: teaching and 

learning to teach (Feiman-Nemser, 2012).  They know that to learn about exemplary 

teaching they need to see what it looks like, talk about it, and experiment with it, and they 

desire more feedback than their veteran colleagues (Martin et al, 2016).  New teachers no 

longer view their role as a solitary one; they desire a team approach as well as specific 

help and guidance from their more experienced peers. 
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Teacher education programs play a critical role in providing induction practices to 

pre-service teachers from the start in the hopes of ultimately retaining them in the 

profession (Henderson & Noble, 2015).   To create systemic change, new and veteran 

educators must feel that they have a voice where they can talk about the challenges of 

teaching within political contexts (Snow, Martin, & Dismuke, 2015).  Henderson & 

Noble (2015) concur and assert that the transition to the field is boosted when critical 

reflection is modeled, effective collaborative relationships are built, and increased self-

efficacy and positive dispositions are honored.  School districts cannot do this alone.  

Partnerships between schools, universities, teacher unions, and states are necessary to 

provide forums for discussion to “build on pre-service preparation and promote 

thoughtful standards-based teaching” (Feiman-Nemser, 2012, p 130).   

Teaching is not just the transfer of concepts and skills from teachers to students, 

but instead is complex and problematic work that requires on the spot decisions and 

responses.  Therefore, teacher education requires a pedagogy that combines practical 

experiences with reflection to develop adequate schemata (Korthagen, 2010).  Pre-

employment preparation is rarely sufficient for this as the gap between knowing-that and 

knowing-how as well as knowing-what-for and knowing-in-order-to is rooted in a 

division of labor between education and work (Roth, Mavin, & Dekker, 2014).  

Consequently, to be successful, a significant portion of this knowledge will continue to 

be gained on the job (Ingersoll, 2012; Eames, 2016). 

Ingersoll (2012) found that “as the number of components in a support package 

increased, the likelihood of teacher turnover decreased” (p. 50).  Mentor programs should 

be integrated within the context of activities that already exist as part of the induction 
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process, as offering a mentor program in isolation from other forms of support is no 

longer acceptable practice (Ganser, 2002).  Most school board members and other school 

leaders recognize this and so, a common practice is to include high quality mentoring by 

experienced teachers, either formally or informally, as an essential favored element of the 

induction process to help novices situate themselves within a community of practice and 

grow into effective veterans (Feiman-Nemser, 2001; Ganser, 2002; Stanulis & Brondyk, 

2013; Kemmis et al, 2014). 

Statement of the Problem 

According to the 2016 Title II reports on National Teacher Preparation data, 

during the 2014 – 2015 school year, 418,573 students were enrolled in 27,557 teacher 

preparation programs, by 2,140 different providers.  Of this number, only 172,139 were 

considered program completers.  In my home state, enrollment in teacher preparation 

programs has gone from 20,079 in 2013 to only 14,829 in 2015 (United States 

Department of Education).  Consequently, a shortage of teachers is considered a serious 

threat to today’s schools.   

An additional reason for this shortage is an alarmingly high rate of teacher 

attrition (Zhang & Zeller, 2016; Reeves & Lowenhaupt, 2016).  According to Ingersoll 

(2012), “Teaching has a high turnover compared to other occupations such as lawyers, 

architects, and nurses” (p. 49).  It has been estimated that between 30% and 50% of new 

teachers leave the profession within the first three to five years (Ingersoll, 2012; Feiman-

Nemser, 2012; Henderson & Noble, 2015).   Specifically, “the mathematics and science 

teacher shortage and the minority teacher shortage are the result of a ‘revolving door’, 

where larger numbers of teachers depart teaching long before retirement” (Ingersoll, 
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2012, p. 49).  As such, the overwhelming need for teachers frequently overshadows the 

need to refine their preparation (Ball & Forzani, 2010).  However, inadequate preparation 

increases teacher attrition (Darling-Hammond, 2006b).  Consequently, teacher 

preparation programs need to rethink their curricula and not only prepare future teachers 

with the knowledge and skills to enter the profession, they need to equip them with the 

experiences needed to stay in the profession.  

This multiple descriptive case study explored the efforts of a private faith-based 

university in the Eastern United States to train high school math and science teachers to 

fill the shortage that currently exists.  Fellows in the program already possessed a degree 

in a Science, Technology, Engineering, or Mathematics (STEM) field, but did not have 

any teaching experience or training.  The inaugural cohort of the grant-funded program 

was studied specifically. Fellows in the cohort received a $30,000 Fellowship and a 50% 

tuition reduction, and committed to teaching in a high-needs school for three years upon 

completion of the program.    

The program was patterned after a medical clinical model with a year-long, clinical 

placement which was connected to coursework.  Fellows participated in Stem Methods 

Rotations: Engineering design process, mathematical modeling, and interdisciplinary 

STEM activities to bridge theoretical and practical knowledge. In addition, as part of 

their residency, they continue to be tracked and receive further professional development.  

Research Questions 

This exploration of the perceptions of the participants regarding the mentoring 

practices that took place between Mentor Teachers and Fellows as well as the coherences 

and contradictions that existed between their perceptions may help teacher preparation 
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programs, principals, superintendents, school districts, and/or state education agencies 

develop and refine best practices for clinical and field experiences in their programs.   

Therefore, the research questions that guided this study were: 

1.  How did Mentor Teachers put their conception of mentoring into practice? 

2.  How did Fellows navigate the process of being mentored and inducted into the 

profession? 

3.  What coherences and contradictions existed between the mentor teachers’ and 

fellows’ conceptions of effective mentoring? 

Summary and Preview 

In this chapter I presented information on the importance of mentoring and 

induction to the teaching profession.  I presented a background and statement of the 

research problem and the questions that guided my study.  In Chapter Two I discuss 

relevant literature regarding my epistemology, theoretical framework, the history of 

teacher preparation, and best practices related to mentoring and induction.  In Chapter 

Three I describe my research design and procedures for data collection and analysis.  In 

Chapter Four, I present my findings relating to the perceptions of Fellows, Mentor 

Teachers, and university faculty.  Finally, in Chapter Five, I summarize my study; discuss 

implications; and describe future research directions. 
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CHAPTER 2 

LITERATURE REVIEW 

In this chapter, I provide an overview of the literature related to social 

constructionism, situated learning, and legitimate peripheral participation as it pertains to 

teacher preparation. I then discuss the history of teacher preparation, induction, and 

mentoring as it relates to the ongoing attempts to both attract and retain teachers in the 

profession.  These attempts are typically grounded in educative mentoring that meets the 

needs of adult learners. 

Ever increasing expectations continue to be placed on teachers by society, and 

only one in five teachers cite feeling prepared upon graduation (Robertson-Kraft & 

Duckworth, 2014; Stein & Stein, 2016).  Even though learning in general can be defined 

as a progression that leads to permanent change (Illeris, 2009), many regard learning to 

teach as having “propositional knowledge derived from empirical and theoretical research 

in the foundation disciplines of education, along with personal classroom experience” 

(Burn & Mutton, 2015, p. 217).  Thus, learning must include both foundational 

knowledge and experiential knowledge. 

Because classroom experience, and therefore context, is a key element of teacher 

preparation, an entry-level teacher does not have a private, personal experience, upon 

entering the profession.  Teacher preparation is always embedded in the context that he or 

she is in and the many influences that have worked on him or her so far.  What teachers 

understand to be the necessary skills, which should be employed depends largely on how 
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they approach their unique situation, and how they approach their situation depends on 

the social relationships they have been and continue to be exposed to (Gergen, 2009).  

Consequently, the process of understanding how to teach is the result of a cooperative 

initiative of persons working together (Gergen, 1985) which creates a specific 

constructed reality due to the interaction of the thoughts and language of those within 

their circle of influence (Glesne, 2016).  This language is an important part of practice, 

and it is through the engagement of practice that people learn (Lave & Wenger, 1991). 

Social Constructionism 

I approached my study of the mentoring of new teachers from a social 

constructionist viewpoint.  Social constructionism emphasizes the shaping of reality 

through socially constructed and co-created daily experiences (Aguayo, 2016).  Social 

constructionism cannot be traced to one distinct source.  It draws “from a number of 

disciplines, including philosophy, sociology, and linguistics, making it multidisciplinary 

in nature” (Burr, 2015, p. 2).  It is a historically and culturally specific epistemology that 

seeps into multiple theoretical perspectives (Crotty, 1998; Kamberelis & Dimitriadis, 

2005; Burr, 2015).   In psychology, social constructionism is attributed to Kenneth 

Gergen’s 1973 work where he argues that knowledge is “culturally specific; we therefore 

must look beyond the individual and enquire into social, political and economic realms 

for a proper understanding of the evolution of present-day psychology and social life” (as 

cited in Burr, 2015, p. 15).  It is further influenced by the work of Michael Foucault and 

Jacques Derrida (Burr, 2015) as well as Karl Mannheim and the book, The Social 

Construction of Reality by Berger & Luckmann (Crotty, 1998).   
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Social constructionism is at the same time both realist and relativist.  The way 

things are, depends upon the sense we make of them.  In “different times and in different 

places, there have been and are very divergent interpretations of the same phenomena” 

(Crotty, 1998, p. 64).  A social constructionist therefore, will try to articulate or map the 

conditions of possibility and understanding as they are now or in prior history (Gergen, 

1985; Kamberelis & Dimitriadis, 2005).  

Social constructionism requires persons to be critical of observations, be 

suspicious of assumptions of what we feel is the way things are, look closer, and 

determine how and why we know what we know (Burr, 2015).  Crotty (1998) and Burr 

(2015) stress that meaning, and therefore knowledge, within constructionism is both 

objective and subjective at the same time and is created rather than discovered as a 

culture or society throughout the course of everyday life.  The nature of reality is 

“contingent upon human practices, being constructed in and out of interaction between 

human beings and their world, and developed and transmitted within an essentially social 

context” (Crotty, 1998, p. 42).  Objective facts exist only within a relevant context; 

knowledge produces power relationships and is derived from looking at the world from 

the perspectives of others (Kamberelis & Dimitriadis, 2005; Burr, 2015).  

Consequently, knowledge develops through the daily social interactions between 

people that they create and enact together through relationships as they engage with the 

world they are interpreting (Gergen, 2009; Burr 2015; Crotty, 1998).  In this study, the 

world of the Mentor Teachers, University Faculty, and Fellows all develop and enact a 

knowledge of what it means to be a STEM teacher in a variety of contexts within 

competing goals. What constructionism ultimately supports is that the interpretations of 
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each of these groups are useful but, there is no one true or valid interpretation (Crotty, 

1998) because there are so many varied contexts in which humans operate.   

It emphasizes the “hold culture has on us and shapes the way we see things” 

(Crotty, 1998, p. 58).  In this way, culture brings meaning to the experiences and 

interactions that the supervisors, Fellows, and mentors have and helps them direct and 

organize their reactions and behaviors.   

There is some debate between constructivism and constructionism.  According to 

Crotty (1998),  

Constructivism describes the individual human subject engaging with objects in 

the world and making sense of them. Constructionism denies this and instead says 

each of us is introduced directly to a whole world of meaning.  These meanings 

are taught and learned in a complex and subtle process of enculturation.  They 

establish a tight grip on us and, by and large, shape our thinking and behavior 

throughout our lives. (p. 79)   

 

Constructivism therefore resists critical spirit while constructionism fosters it (Crotty, 

1998).  Constructivism is concerned with how individuals build meaning based on their 

personal experiences while constructionism embraces the social experiences that humans 

have and how that impacts their beliefs and understandings. Constructionism therefore is 

built upon the social construction of reality and the belief that truth is relative and 

dependent upon a person’s perspective and their relationships in the social world (Baxter 

& Jack, 2008). 

Learning 

Learning then, when viewed through the lens of social constructionism, must 

support engagement, imagination, and alignment.  Engagement does not just mean 

involvement in an activity (such as learning to teach), but also includes “community 

building, inventiveness, social energy, and emergent knowledgeability that includes 
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mutuality, competence, and continuity” (Wenger, 1998, p. 237).  This means that within a 

teacher preparation program, there must be evidence of interactional facilities, joint tasks, 

and peripherality; initiative, knowledgeability, accountability, and the use of tools to 

support competence; and reificative (making the abstract concrete) and participative 

memory that permits not only the repository of information to the Fellows, but also 

paradigmatic trajectories and storytelling (Wenger, 1998).    

It takes imagination from all parties - mentors, supervisors, and Fellows - to allow 

learning to encompass a broad context.  This imagination must include orientation to 

space, time, meaning and power; reflection using models, comparisons, and 

conversations; and opportunities for exploration where Fellows can try out new ideas, 

envision possibilities, and push boundaries (Wenger, 1998).  While this imagination can 

open possibilities, there must also be alignment to connect the new learning to future 

success as a STEM teacher.  Consequently, the teacher preparation program must also 

include convergence, coordination, and jurisdiction.  This includes having a common 

vision between University Faculty, Mentor Teachers, and Fellows, established processes 

and procedures, open communication, boundary and feedback facilities, and processes for 

mediation and conflict resolution (Wenger, 1998).   

Adult Learning 

 Learning is more than just the ability to think.  It is the attainment of “many 

specialized abilities for thinking about a variety of things” (Vygotsky, 1978, p. 83).  It is 

a vital element for the development of “culturally organized, specifically human, 

psychological functions” (Vygotsky, 1978, p. 90).  Learning is a personal process 

constrained by what one wants to know, what is available, how one learns best, and the 
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societal context at the time (Merriam, Cafferella, & Baumgartner, 2007).  To instruct 

adults, Mentor Teachers and University Faculty must be cognizant of principles of 

andragogy.  These include six core assumptions: 

1. A need to know – adults need to know why they need to learn something 

before undertaking to learn it 

2. Learner self-concept (self-directed) – adults have a self-concept of being 

responsible for their own decisions and their own lives 

3. Learner’s experience – adults come into an educational activity with both a 

greater volume and a different quality of experience from that of youths 

4. Readiness to learn (life-tasks) – Adults become ready to learn those things 

they need to know and be able to do in order to be effective in their real-life 

situations 

5. Orientation to learning (problem-centered) – Adults are motivated to learn to 

the extent that they perceive that the learning will help them perform tasks or 

deal with problems they confront in their life situations 

6. Motivation to learn (internal) – Adults are responsive to some external 

motivators (better jobs, promotions, higher salaries, etc.), but the most potent 

motivators are internal pressures (the desire for increased job satisfaction, 

self-esteem, quality of life, and the like) (Knowles, Holton, & Swanson, 2012, 

p. 63 – 67) 

 

New teachers will have diverse learning goals.  They will need to learn to perform 

(appropriation of specific actions within a specific context), participate (use the rules and 

tools to be involved independently, critically, and creatively), make meaning (improve 

subject matter), and be (discover motives, ambitions, and moral and aesthetical values) 

(Van Oers, 2008).  This work-based adult version of learning can also be viewed as 

expansive and as such, “learners are involved in constructing and implementing a 

radically new, wider, and more complex object and concept for their actions” (Engeström 

& Sannino, 2010, p. 2). 

Situated Learning 

This view of learning from a constructionist and expansive standpoint also 

requires acknowledging the importance of the situated experience, which emphasizes the 
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everyday existence and interactions between and among the people involved.  It 

emphasizes agency and intentions as well as the interactive relations of Mentor Teachers, 

Fellows, and University Faculty in their environment with a focus on their experiences.  

This knowledge is situated because it is a “product of the activity, context, and culture in 

which it is developed and used” (Brown, Collins, & Duguid, 1989, p. 32).  The learning 

the Fellows engage in is an essential aspect of the social practice they are participating in 

(Lave & Wenger, 1991).  There is no activity that is not situated; therefore, the learning 

that Fellows achieve must be viewed in terms of the whole person rather than just the 

acquisition of knowledge.  Knowledge only has meaning in the specific circumstances 

where the Fellows can make sense of the past merging with the future when making 

meaning of their present situation (Lave & Wenger, 1991).   

This view of learning as being situated is a bridge between viewing learning as a 

primarily cognitive process versus a primarily social process (Lave & Wenger, 1991).  

Learning can be viewed as an integral part of social practice and encompasses four basic 

premises: 

1. Knowledge always undergoes construction and transformation in use. 

2. Learning is an integral aspect of activity in and with the world at times.  That 

learning occurs is not problematic. 

3. What is learned is always complexly problematic. 

4. Acquisition of knowledge is not a simple matter of taking in knowledge; 

rather things assumed to be natural categories require reconceptualization as 

cultural, social products (Lave, 2009, p. 203).   

 

Consequently, the process of mentoring Fellows and inducting them into the 

profession can be viewed as a situated activity where the Fellow must participate in a 

new community of professionals where the acquisition of knowledge and skills permits 

them full participation in the community (Lave & Wenger, 1991).  A school represents a 
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very specific context in which the Fellows must participate based on situated negotiation 

and renegotiation.  A Fellow’s understanding is in constant interaction with his/her 

experiences.  The participation in the social community is both subjective and objective 

which means that their learning is not only a condition for induction to the profession, but 

is itself an evolving form of membership (Lave & Wenger, 1991). 

In addition, social learning requires: 

  

1. Meaning: a way of talking about our changing ability – individually and 

collectively – to experience our life and the world as meaningful 

2. Practice: a way of talking about the shared historical and social resources, 

frameworks, and perspectives that can sustain mutual engagement in action 

3. Community: a way of talking about the social configurations in which our 

enterprises are defined as worth pursuing and our participation is recognizable as 

competence 

4. Identity: a way of talking about how learning changes who we are and creates 

personal histories of becoming in the context of our communities (Wenger, 2009, 

p. 211) 

 

Fellows will therefore learn to teach through a combination of processes that not only 

includes knowledge, skills, and attitudes, but also experiences from the situations that 

they are engaged in, which will transform and integrate previous knowledge, skills, and 

attitudes to produce change (Jarvis, 2009).  By participating in the situated activity, the 

Fellows will, both consciously and unconsciously, adopt the behavior and belief systems 

of their Mentors and University Faculty, pick up relevant jargon, imitate their behavior, 

and gradually start to act in accordance with the norms of the profession (Brown, Collins, 

& Duguid, 1989). 

Furthermore, situated learning requires the reconstruction of identity and exposure 

to models.  Becoming a new member of the community is too complex to be discussed 

simply through goals, tasks, and knowledge acquisition (Lave & Wenger, 1991).   
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Cognitive Apprenticeship 

Situated learning is a part of cognitive apprenticeship, which allows Fellows to 

engage in authentic social activity (Brown, Collins, & Duguid, 1989).  It suggests the 

paradigm of situated modeling, coaching, and fading whereby the Mentor Teachers first 

make explicit their tacit knowledge or model their strategies for the Fellows in authentic 

activity.  Authentic activity is important for Fellows because it is the only way they gain 

access to the situation that enables their Mentors to act meaningfully and purposefully in 

the process of inducting them into the profession.  Then, they support Fellows’ attempts 

at teaching, and finally empower them to continue independently (Brown, Collins, and 

Duguid, 1989). 

Conflict will occur as part of this process because “people in the same situation 

know different things and speak with different interests and experience from different 

social locations” (Lave, 2009, p. 206).  However, this conflict should not be considered 

as truths versus errors, but opportunities for Fellows and Mentors to disagree over what 

each feels is most important, and therefore worth knowing and doing, and decide how to 

proceed in unclear circumstances (Lave, 2009).  The interaction of conflict and synergy is 

pivotal for learning in practice for it supports a balance between the two (Lave & 

Wenger, 1991). 

Therefore, the process of Fellows acquiring knowledge will always be in a state of 

change that involves them and their Mentor Teachers whose “interests, reasons, and 

subjective possibilities are different, and who improvise struggles in situated ways with 

each other in both immediate and comprehensive terms” (Lave, 2009, p. 207).  

Consequently, this apprenticeship must include legitimacy and peripherality.   
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Legitimate Peripheral Participation 

Legitimate peripheral participation permits novices and veterans the opportunity 

to discuss the activities, personas, identities, objects, and sources of knowledge that are a 

part of the community and the profession (Lave & Wenger, 1991).  Therefore, a Fellow’s 

learning is constructed through the process of becoming a full member of the teaching 

profession in a sociocultural practice, which includes the learning of needed skills. 

Legitimate peripheral participation “broadens the traditional connotations of the concept 

of apprenticeship – from a master/student or mentor/mentee relationship to one of 

changing participation and identity transformation in a community of practice” (Wenger, 

1998, p. 11).   

A community of practice is an inherent condition of professional knowledge 

acquisition (Lave & Wenger, 1991).  It refers to the process by which Fellows will 

become inducted into the community of practice where their learning takes place “not so 

much through the reification of a curriculum as through modified forms of participation 

that are structured to open the practice” to them (Wenger, 1998, p. 100).  The community 

creates the curriculum through the practices it engages in (Lave & Wenger, 1991, p. 93).  

To become a member of a community of practice with full privileges, one must have 

access to a wide range of authentic activity; veterans, and other members of the 

community; and access to information, resources, and opportunities (Lave and Wenger, 

1991). 

Communities of Practice 

Novice teachers therefore, upon entering the work force, instantly become part of 

a larger community of educators within their school, district, and state.  Communities of 
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practice are an integral part of our lives.  They recognize that learning is a vibrant social 

entity, with a synergistic effect (Merriam, Cafferella, & Baumgartner, 2007) that allows 

for learning to be intensified, the shaking up of familiarity, and the challenge to go 

beyond our current abilities (Wenger, 2009).  When learning is viewed through the lens 

of a community, it allows for the transformation and creation of culture, the 

internalization of the processes of knowing, horizontal movement and hybridization, and 

the formation of theoretical concepts (John-Steiner & Souberman, 1978; Engeström & 

Sannino, 2010).  It is an educator’s role to get learners involved in these communities of 

practice so that learners will be able to engage in, learn, and contribute to the joint 

enterprise of instructional practice and share with other members of their social group 

their understandings of their shared experience in real situations in which learners 

participate (John-Steiner & Souberman, 1978; Merriam, Cafferella, & Baumgartner, 

2007: Swanson & Coddington, 2016).  Mentors and mentees must appreciate this concept 

of shared knowledge and embrace interaction and multiple perspectives to promote 

individual and collective development (Snow et al, 2015).   

Communities of practice occur along three dimensions: mutual engagement 

(learning through interactions and relationships), joint enterprise (developing 

accountability to one another), and a shared repertoire (resources, tools, values, ideas, and 

discourses) (Swanson & Coddington, 2016).  This process 

promotes interdisciplinary visions and approaches to learning along with 

initiatives aiming at building spaces of practical action where novices can develop 

their ability to align their individual initiatives and resources to those of more 

experienced colleagues in the process of engaging with the object of their 

profession (Lupu, 2011, p. 14). 
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However, “membership does not equate to assimilation.  All members’ contributions are 

valued and their knowledge and individuality are considered a resource” (Swanson & 

Coddington, 2016, p. 286).  This peer supported learning also prepares teachers for the 

collaborative kind of professional development that is common in many schools 

(Korthagen, 2010). 

The social interactions of novices within a community change due to direct 

involvement in the activities; in the process, the novices’ skills develop and learning 

occurs (Lave & Wenger, 1991).  Therefore, legitimate peripheral participation implies 

that the teaching profession consists of and “depends on a membership, including its 

characteristic biographies/trajectories, relationships, and practices” (Lave & Wenger, 

1991, p. 55).    It involves Fellows in participation as a way of learning – of both 

absorbing and being absorbed in – the teaching profession (Lave & Wenger, 1991).   

Furthermore, legitimate peripheral participation includes the Fellows developing 

an increasing understanding of how, when, and about what veterans discuss, disagree 

with, enjoy, dislike, and respect (Lave & Wenger, 1991).  It offers exemplars (which are 

grounds and motivation for learning) and Mentors in the process of becoming inducted to 

the teaching profession.  Peripherality and legitimacy are required to make this induction 

possible. 

Peripherality 

Peripherality can empower a Fellow if it is present, or create a sense of 

powerlessness between Fellows and their Mentor Teachers if it is not.  It refers to the 

provision of an “approximation of full participation in actual practice” through “lessened 

intensity, lessened risk, special assistance, lessened cost of error, close supervision, or 
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lessened production pressures” (Wenger, 1998, p. 100).  Peripherality must include 

Fellows involved in mutual engagement with their Mentors - their actions and negotiation 

of enterprise, and to the repertoire in use - to engage the Fellows and provide them with a 

sense of how the profession actually works (Wenger, 1998).  Depending on how the 

situation is organized, legitimate peripherality can either support or detract from 

legitimate participation (Lave & Wenger, 1991). 

Legitimacy 

 Legitimacy refers to the extent to which Fellows are treated as potential members 

of the teaching profession.  It can take many forms such as being considered a useful 

member of the team, being dreaded, or being in the right place at the right time (Wenger, 

1998).  Granting legitimacy to a Fellow is crucial because he/she “is likely to come short 

of what the community regards as competent engagement” (Wenger, 1998, p. 101).  It is 

only through legitimacy that the stumblings and violations of the Fellows can become 

occasions for learning to occur rather than cause for dismissal (Wenger, 1998).  The form 

in which this legitimate access is secured for the Fellows is highly dependent upon the 

characteristics of the division of labor in the school where the Fellow is placed (Lave & 

Wenger, 1991).  

Therefore, peripherality and legitimacy both involve Fellows and their Mentor 

Teachers and they do not “presuppose an encounter free of conflicts” (Wenger, 1998, p. 

101).  Legitimate peripheral participation is important for Fellows because they need to 

observe how actual teachers at different schools with varying amounts of experience and 

expertise act and talk to get a sense of how learning to teaching is made clearer through 
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conversation and other activities (Brown, Collins, & Duguid, 1989).  Legitimate 

peripheral participation includes  

the language, tools, documents, images, symbols, well-defined roles, specified 

criteria, codified procedures, regulations and contracts as well as all of the 

implicit relations, tacit conventions, subtle cues, untold rules of thumb, 

recognizable intuitions, specific perceptions, well-tuned sensitivities, embodied 

understanding, underlying assumptions, and shared world views (Wenger, 1998, 

p. 47).   

 

This means that Fellows will learn from their Mentor Teachers through both explicit and 

tacit moves, in both what is said and what is left unsaid.  

Triadic relations are at play here because when “learning-in-practice takes the 

form of apprenticeship, the community of practice encompasses apprentices, young 

masters with apprentices, and masters, some of whose apprentices themselves become 

masters” (Lave and Wenger, 1991, p. 56).  This is played out through the Fellows, 

Mentor Teachers, and University Faculty interacting through and with each other to 

promote learning.  As Lave & Wenger (1991), state, “learning is never simply a process 

of transfer or assimilation: learning, transformation, and change are always implicated in 

one another, and the status quo needs as much explanation as change” (p. 57).  Therefore, 

the Fellows must be legitimate peripheral participants in ongoing practice for their 

learning identities to be engaged and develop into full induction into the teaching 

profession (Lave & Wenger, 1991). 

Learning Curriculum 

  The structures that Fellows will need to learn to be successful in classrooms will 

often not coincide with a prescribed curriculum outline (Lave & Wenger, 1991).  

Therefore, there is a difference between a learning curriculum and a teaching curriculum.  

The learning curriculum involves situated opportunities for the development of practice 
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and is an arena of resources rooted in everyday practice as viewed from the perspective 

of the learners.   

A teaching curriculum, on the other hand, is designed for the instruction of 

novices.  According to Lave & Wenger (1991), “when a teaching curriculum supplies, 

and thereby limits, resources for learning, the meaning of what is learned is mediated 

through an instructor’s participation, by an external view of what knowing is about” (p. 

97).  A learning curriculum then, evolves instead out of participation in a community of 

practice which fosters pedagogical relations and by design allows for a prescriptive view 

of the target skill through situated practice (Lave & Wenger, 1991). 

Debates over curriculum and the pressure to improve teaching continues to 

escalate with each new academic year (Woodrow Wilson National Fellowship 

Foundation [WWNFF], 2015), along with an overabundance of ideas of what is wrong 

with teacher preparation and how to fix it (Metzler, 2009).  Within society, there is a 

definite perception that teachers today are underperforming due to a combination of many 

factors: a perceived low academic ability of those entering the profession; weak content 

knowledge; a disconnect between the demographics of those entering teaching and the P-

12 students in schools; a lack of field experiences prior to student teaching; an 

overemphasis on pedagogy; an abandonment of the teaching of knowledge and instead an 

emphasis on the development of self-esteem; a professoriate that is disconnected from 

what goes on in schools; and a failure to meet the labor needs of difficult-to-staff schools 

(Metzler, 2009; Cochran-Smith et al, 2015; Pagliaro, 2016).   

Therefore, a universal effort is in motion across the United States to change 

teacher education to improve the effectiveness of teachers (WWNFF, 2015; Imig & Imig, 
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2007; Pagliaro, 2016).  According to Pagliaro (2016), “a ‘bad’ teacher can deter the 

progress of a child for at least four years” (p. 23).  Therefore, the desire for greater 

teacher quality and subsequently higher quality teacher education abounds (Imig & Imig, 

2007).   Consequently, a look back at where teacher preparation began may help to 

inform where it should go in the future. 

History of Teacher Preparation 

 A career in teaching was one of the first professions available to women in the 

United States (Pulliam & Van Patten, 2013).  Most of the early colonies had what were 

called Dame Schools.  These were not actual schools, but rather entailed a woman, who 

was often barely literate herself, providing basic instruction to children on the alphabet, 

counting, and prayers in her home while she conducted her own household duties 

(Pulliam & Van Patten, 2013).   

 By about 1812, a person could be hired to teach if he/she possessed an elementary 

school education (Pulliam & Van Patten, 2013).  However, as the common school 

movement spread throughout the United States, the need for more teachers increased.  

Consequently, the demand for a formal system to educate and prepare teachers became 

necessary (Pagliaro, 2016).   

In the mid- late 1800’s, to improve the quality and increase the number of 

teachers, local teacher training institutes, which were considered non-collegiate, normal 

schools, were developed, along with a process for examinations and certification in each 

county, which were to be overseen by local supervisory boards (Urban & Wagoner, 

1996).  They were called normal schools because it was expected that they would set the 

norms for quality teaching (Pagliaro, 2016).  In addition, a network of professors, 
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administrators, and state officials began to formalize teacher licensure at the state level, 

which required candidates to be trained at accredited teacher preparation programs (Hess, 

2006).   

These schools trained mostly women teachers through a curriculum that included 

theories of learning, child development, pedagogy, and common school subject matter 

(Urban & Wagoner, 1996; Hess, 2006).  At this time, teaching was considered a craft, but 

not a profession.  Therefore, the curriculum also often included technical training on how 

to do activities such as open and close windows, how to teach the letters of the alphabet, 

and drawing (Pagliaro, 2016).  Prospective teachers were rarely taught to think about why 

they were implementing different practices or required to master the content of the 

subjects they would teach (Pagliaro, 2016).  

Teacher preparation began to slowly evolve during the latter half of the nineteenth 

century (Pagliaro, 2016).  Over the course of the late 1800’s and into the 1900’s, state 

legislators began the transformation of normal schools into teachers’ colleges.  Because 

these colleges were now able to confer bachelor’s degrees for teaching, a level of prestige 

ensued (Pagliaro, 2016).   

After World War I, the National Commission on Teacher Education and 

Professional Standards was formed through the efforts of the National Education 

Association and other allied organizations.  By 1937, forty-one states had regulations for 

state issued teaching licenses, which typically required the completion of a college, or 

university based teacher preparation program (Hess, 2006).   The theory behind this was 

that the teaching profession would be elevated by making sure that new teachers had 

mastered a widely accepted body of knowledge and skills that were considered essential 
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to teaching (Hess, 2006).  While licensing does not ensure that individuals are talented 

practitioners, it does provide some assurance that those in possession of a license will 

have “demonstrated an established degree of professional knowledge (Hess, 2006, p. 

167).   

By the 1980’s, educators were asserting that a typical four-year college program 

was not enough to adequately prepare novices for the demands of teaching and at the 

very least, a newly minted teacher needed additional coursework along with experience 

to truly become a master teacher (Pulliam & Van Patten, 2013).  Fundamental reform 

efforts routinely called for a “pedagogical shift that would disconnect teacher preparation 

from its history of isolated instruction” (Gelfuso, Dennis, & Parker, 2015, p. 1) to real 

world clinically rich teacher preparation, where teacher candidates would spend more 

time practicing versus theorizing, in actual schools and classrooms (Goodwin, Roegman, 

& Reagan 2016; Stein & Stein, 2016).   

 In this vein, The National Commission on Excellence in Education issued a report 

in 1983 entitled A Nation at Risk, “which shouted strong and unambiguous warnings 

about the continuing failure” (Metzler, 2009, p. 294) of the nation’s schools due to 

inadequate teacher qualifications and the need for major improvements to the teacher 

preparation process.  To attract and retain good teachers, it was suggested that new 

guidelines be specified to toughen up the preparation and licensure process (Hess, 2006).  

In 2001, continued concerns over the quality of the teaching workforce and seemingly 

low student achievement spurred reform efforts such as the No Child Left Behind 

(NCLB) legislation (LoCascio, Smeaton, & Waters, 2016) which was a major 

amendment to the Elementary and Secondary Education Act of 1965 and brought about a 
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new era of the term “highly qualified teacher” (WWNFF, 2015, p. 1).  This act was one 

of the most ambitious interventions by the federal government to set standards for who 

was qualified to teach, yet states were still required to set their own standards for what 

constituted highly qualified (Hess, 2006).  While some improvements did occur due to 

these mandates, there remained a need for continued improvement of student 

achievement, especially in high minority urban areas (LoCascio et al, 2016).   

Despite these reform efforts and advancements, the “current research on teacher 

preparation is located within the milieu of major economic, social, and political forces 

and the modes of thought that have become dominant over the past 50 years” (Cochran-

Smith and Villegas, 2015, p. 8).  A presumption still abounds that if students have a 

stronger academic experience, the country will be more competitive economically.  To 

accomplish this, the prevailing message is that schooling still needs to be changed, and 

therefore teacher preparation as well (Imig & Imig, 2007).  Continued critics of teacher 

preparation include non-education university professors, school district administrators, 

current teachers, preparation program graduates, parents, politicians, and the business 

community (Pagliaro, 2016).   

Beliefs about teacher education are inevitably tied to beliefs about school quality.  

However, while poor teaching is not the only reason schools are viewed as 

underperforming or failing, it is the factor that is most commonly discussed (Metzler, 

2009).  Clearly, effective teaching “demands intensive training, practice, and continuous 

professional development” (Pagliaro, 2016, p. 18).  Therefore, debates surrounding the 

quality of the teacher education enterprise and the connection between teacher 

preparation and teacher effectiveness, especially a teacher’s ability to measurably 
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increase student achievement abound (Darling-Hammond, 2006a; Maheady, Jabot, Rey, 

& Michielli-Pendl, 2007; Pulliam & Van Patten, 2013; Pagliaro, 2016).   Consequently, 

the actual curriculum provided to pre-service teachers continues to generate much 

discussion. 

Teacher Preparation Curriculum 

Providing all classrooms with superior teachers, especially in high-need schools, 

is essential nationally and implications of the conversations regarding how best to make 

this happen are multiple, fluid, and contingent upon the circumstances (Popkewitz, 1998). 

However, education programs across the United States are not producing enough 

qualified teacher to fill the vacancies, especially in high need subjects” (WWNFF, 2015).  

Therefore, if serious improvement to public school education is desired, the selection and 

preparation of teachers continues to need significant improvement to provide for the 

needs of today’s global economy (WWNFF, 2015; Pagliaro, 2016; Stein & Stein, 2016).   

As stated by Pagliaro (2016), candidates choose to enter the teaching field for a 

multitude of reasons: 

wanting to work with young people; contributing to the welfare of the country; 

being inspired by a former teacher or teachers; wanting to make a difference; 

social mobility; can’t think of anything else to do; summers off; vacations and 

holidays; an easy job; a good pension; etc.  But, motivations of candidates have a 

serious effect on their performance both during the teacher education program and 

beyond (p. 46). 

 

Therefore, decisions on which candidates should be allowed entry into preparation 

programs should not be taken lightly.  Stein & Stein (2016) believe that “a clear signal 

needs to be sent that teaching is not just for anyone” (p. 192).  A perception often exists 

by those initially interested in teacher preparation, that because they have observed 
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teachers throughout their own education, they already know how to teach (Pagliaro, 

2016).  

According to the National Commission on Excellence in Education (1983), 

“persons preparing to teach should be required to meet high educational standards, to 

demonstrate an aptitude for teaching, and to demonstrate competence in an academic 

discipline” (p. 126).  Research has shown that a strong correlation exits between a teacher 

candidate’s grade point average (GPA) and higher scores on teacher licensing 

examinations (Pagliaro, 2016). Consequently, efforts to create the best education system 

possible are hindered when candidates who are not the best and the brightest, and will 

ultimately not be the best match for such a demanding profession, are accepted into 

programs (Stein & Stein, 2016). 

It is often believed that a well-prepared teaching force will result in lower teacher 

attrition and consequently improve the quality of schooling (Stein & Stein, 2016).  Thus, 

to attract top candidates, there is a current push to raise admission standards and at the 

same time adjust the curriculum in schools of education to meet the needs and 

qualifications of these more capable teacher candidates (Pagliaro, 2016; Stein & Stein, 

2016).  Even though novices will continue to learn their content while they are learning 

how to teach, it is imperative that they enter with solid content knowledge that can be 

further built upon (Pagliaro, 2016).   

Control of teacher education is given to individual states by the Tenth 

Amendment to the Constitution.   Consequently, each state has their own set of 

requirements that must be adhered to (Pagliaro, 2016).  However, there is still room for 

much variation.  Teacher education programs should flow from the mission statement of 
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the college or university as well as set the stage for induction success and teacher 

retention (Pungor, 2007; Pagliaro, 2016).  As stated by Pagliaro (2016), “teacher 

education programs typically cover foundations of schooling and learning, teaching 

methods and student teaching.  Foundations of schooling and learning include the areas 

of educational psychology, educational philosophy/history, and learning principles 

(theory)” (p. 63). Many believe this should include a strong liberal arts component and 

even a second major other than education (Pagliaro, 2016). 

However, teaching is highly complex and can be a difficult skill to master. It 

requires intense intellectual work, pre-professional preparation, and intensive induction 

and mentoring support (Cochran-Smith & Villegas, 2015; Pagliaro, 2016).  Today’s 

teachers must become both teachers and learners who will ultimately motivate, inspire, 

and create environments appropriate for all learners (Kent & Giles, 2016).  They need to 

be “facilitators who assist students in discovering knowledge and are change agents 

working towards social justice and equity in the classroom” (Pagliaro, 2016, p. 12). 

Therefore, to be considered an effective program, the curriculum should prepare novices 

for classroom realities, how to learn from mistakes, provide mentors and extensive field 

experiences, include opportunities to develop a personal teaching identity, and a chance 

to learn about the community (Pagliaro, 2016).   

Consequently, it is imperative that students entering a teacher preparation 

program be provided with the most critical information that will allow them to maximize 

their potential to become highly effective teachers through a program rooted in practice 

rather than theory (Kent & Giles, 2016; Pagliaro, 2016; Stein & Stein, 2016).  Candidates 

must be offered structured opportunities to engage in rigorous learning prior to formally 
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entering the field that will provide them with the knowledge, skills, and experiences they 

will need to teach students with varied needs (Kent & Giles, 2016).  Furthermore, future 

teachers need to be well versed in professional codes of ethics as part of their preparation 

such as those established by the National Education Association and the American 

Association of Educators (Pagliaro, 2016).   

Research suggests that a shift to have intensive, high quality, long term, 

clinically-based teacher preparation is necessary (Drake, Moran, Sachs, Angelov, & 

Wheeler, 2011; Gelfuso et al, 2015).  In addition, candidates report that unless they 

experience a wide range of placements and learning opportunities before they enter the 

profession, they feel underprepared to manage classrooms when they do (Kent & Giles, 

2016).  Therefore, in 2010, both the American Association of Colleges for Teacher 

Education (AACTE) and the National Council for Accreditation of Teacher Education 

(NCATE) reported on the need for teacher preparation to require extensive clinical 

preparation integrated with university-based coursework that was developed through 

partnerships with P- 12 schools (Drake et al, 2011).    

This focus on clinical preparation increases access to veteran teachers’ 

knowledge, improves preparation for possible employment within districts where they 

have been placed, improves K-12 student learning, and promotes the development of 

inquiry and critical thinking skills in a meaningful context (Gelfuso et al, 2015).  In 

addition, it provides candidates a critical context and realistic preview of actual 

classrooms along with a chance to connect theory to practice long before they become the 

teacher of record (Gelfuso et al, 2015; Stein & Stein, 2016).  The opportunity to observe 

actual teachers and practice the craft of teaching under the supervision of skilled veterans 
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is the most effective way to learn to teach and gain a full appreciation for every aspect of 

the profession (Imig & Imig, 2007; Stein & Stein, 2016).   

However, this concept of clinical practice can be a bit vague since practice can be 

understood as routine ways of working or as a “deliberate process of rehearsal, intended 

to refine particular skills” (Burn & Mutton, 2015, p. 218).  Teacher preparation should be 

focused on the latter of these ideals to help novices evolve into effective teachers.  Key 

characteristics should include a focus on P-12 students and the use of evidence and 

judgement on the part of the practitioner within a community of practice (Burn & 

Mutton, 2015).   

These experiences need to be more than just opportunities for novices to 

demonstrate theoretical learning, but instead should be meaningful, real-world contexts 

that provide in-context learning opportunities so that candidates will be able to adapt to 

the situations they encounter (Gelfuso et al, 2015; Kent & Giles, 2016).  Future teachers 

need to experience the realities of teaching starting in their freshman year and ultimately 

should spend 500 -600 hours in classrooms prior to student teaching.  Opportunities to 

spend time as “teacher assistants, tutors, and even school receptionists and lunch room 

attendants will help novices gain a true appreciation for what constitutes a viable and 

successful school culture” (Stein & Stein, 2016, p. 193).  In addition, it can be helpful to 

place several candidates in the same school so that they can observe each other, have 

exposure to different lessons, and an opportunity to give and receive feedback (Pagliaro, 

2016).  This merging of academia and administrative discourses in teaching allows 

candidates to develop a responsiveness to the varied learners they will ultimately 

encounter (Popkewitz, 1998).   
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This emphasis on high-quality clinical preparation is tied to the parallel between 

teacher preparation and medicine and the realization that teaching requires the same type 

of academically taught clinical practice that is used for the preparation of doctors 

(Gelfuso et al, 2015).   Intensive clinical preparation is different from mere “field 

experiences of the past by recognizing teaching as a profession of practice while 

simultaneously preparing teachers who can integrate knowledge of their students, their 

content, and their pedagogy” (Gelfuso et al, 2015, p. 2).  Consequently, colleges and 

universities that have teacher education programs should form strong partnerships with 

local schools so that candidates improve by participating in practical, hands-on 

experiences (Stein & Stein, 2016).   

Faculty within a teacher preparation program should keep in mind that students 

often end up teaching the way that they were taught.  Therefore, it is essential that 

instructors model meaningful pedagogical practices and keep lecturing to a minimum 

(Pagliaro, 2016), for to be an effective teacher, a novice must become both “a master of 

content knowledge and pedagogical skills” (Kent & Giles, 2016, p. 19).  

University/college professors need to be involved in the practice of the profession and 

actively engage their students in experiences that will help them understand the varied 

challenges they will face in their first years of teaching by acting as mentors and coaches 

who are fully invested in providing practical classroom experiences for their students 

(Stein & Stein, 2016).  In addition, Mentor Teachers should share equal status with 

education instructors and be trained by the university to ensure that the Mentor Teachers 

have the most current research on best practices and are prepared to help their Fellows 

connect what they have learned in the college classroom and what s/he is experiencing in 
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the actual K-12 classroom (Pagliaro, 2016).  Consequently, the triad of support between 

the university, supervisors, and teachers is key. 

Because of these ideals, teacher quality and accountability remain a major 

political and policy trend with heavy emphasis on teacher preparation pathways 

(Cochran-Smith & Villegas, 2015).  Some continue to protest that schools of education 

are granting degrees that lack value due to housing professors that lack continuing 

scholarship (Pagliaro, 2016).  Consequently, alternative pathways continue to be on the 

rise.   

Alternative Teacher Preparation Pathways 

Increasingly varied ways to enter the teaching field exist compared to other 

professions (Ball & Forzani, 2010).  Traditional teacher preparation pathways typically 

are viewed as: 

those that are housed in colleges and universities and lead to a BA or an MA 

degree (and are thus sometimes referred to as “college recommending”). 

Alternative is a catch-all for other pathways, particularly newer ones that have 

been designed to bring candidates who lack certain credentials into teaching 

(National Academy of Sciences, 2010, p. 35).   

 

According to the Title II 2013-14 information on alternative certification 

programs, alternative certification programs make up approximately one-third of all 

teacher licensure options, are more appealing to diverse populations, and tend to produce 

more teachers in high-need subjects (National Association for Alternative Certification).   

Instigated by A Nation at Risk, continued criticisms over teacher preparation, and a 

perceived critical shortage of mathematics and science teachers, alternative pathways to 

certification and emergency teaching certificates began to emerge in the 1980’s to allow 

candidates with strong content knowledge but little to no teacher preparation to become 
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certified teachers (National Commission on Excellence in Education, 1983; Pushkin, 

2001; Hess, 2006; LoCascio et al, 2016).  

  Universities began to develop Master of Arts in teaching programs to allow 

students who had bachelor’s degrees, but no education courses, to achieve certification at 

the graduate level (Pagliaro, 2016).  Later, the No Child Left Behind (NCLB) legislation 

allowed alternatively trained teachers to be considered “highly qualified” as part of its 

definition (Humphrey, Wechsler, & Hough, 2008).  Alternative routes to teacher 

certification are often seen as a solution that can “improve student performance and 

enhance teacher quality” (LoCascio et al, 2016, p. 105) due to continued concerns over 

high teacher turnover and its effect on student achievement. 

Even though critics argue that these pathways put “unqualified teachers in the 

classrooms of the neediest students” (Humphrey et al, 2008, p. 3), a growing number of 

alternative certification programs can now be found in most states, and over one quarter 

of a million teachers (one-third of all new teachers) have entered the teaching profession 

through these pathways rather than traditional four year programs (Ganser, 2002; 

Humphrey et al, 2008; Pulliam & Van Patten, 2013; LoCascio et al, 2016).  In 2013 

alone, Teach for America recruited over 6,000 teachers, The New Teacher Project 

recruited about 1,800, and other urban teacher residencies produced over 500 teachers 

(Goldstein, 2014).  Colleges continue to develop these programs to “build more relevance 

and skill into teacher education” (Pulliam & Van Patten, 2013, p. 288) regardless of the 

debate that these programs have opened, and the pitting of alternatively trained teachers 

against veterans (Goldstein, 2014).  
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Alternative programs are particularly common in large urban areas where the 

need for teachers is greater than the supply, especially in critical subject areas like 

mathematics and science (Ganser, 2002; Pagliaro, 2016) and where less effective teachers 

are disproportionately concentrated (Robertson-Kraft & Duckworth, 2014).   They often 

offer abbreviated preparation and allow students to enter the profession with minimal 

preparation (Swanson & Coddington, 2016).  Applicants are typically older, non-

traditional, second-career seekers.  (Pulliam & Van Patten, 2013).  Eligibility for entering 

an alternative path teacher preparation program is often determined by having an earned 

bachelor’s degree and an acceptable performance on a national achievement test 

(LoCascio et al, 2016).   

Consequently, while content competence is important, it is typically felt to be 

inadequate for the challenges of classroom teaching and so alternative track programs 

routinely require a prescribed number of educational courses integrated with student 

teaching (Pushkin, 2001; Humphrey et al, 2008).  For example, interns who already have 

a degree in something other than education and are part of alternative certification 

programs such as Teach for America or Teacher Corps, are required to both live and 

work in the community the school is in while also receiving instruction in educational 

theory (Pulliam & Van Patten, 2013).  The reason for requiring these interns to live in the 

community surrounding the school is so that they become invested in the culture and are 

better able to meet their students’ needs.   

The urban residency model, which combines university-based and alternative 

approaches to teacher education is specifically meant to meet the needs of urban high-

need districts by directly preparing candidates for future positions directly in those 
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districts (Drake et al, 2011; Goodwin et al, 2016).  These programs are rich in clinical 

practice and provide residents with extensive immersion in actual classrooms (Goodwin 

et al, 2016).  They tend to attract a highly diverse group of teachers: “40 percent people 

of color (compared to 17 percent of teachers nationally), 48 percent have been out of 

college for three years or more, and 39 percent come from the STEM subjects (science, 

technology, engineering, and math)” (Goldstein, 2014, p. 252).  In addition, they seek 

candidates who are willing to commit to a longer career in public education and who 

fully understand the needs of the community in which they are applying to work 

(Goldstein, 2014).   

The Boston and Chicago teacher residency programs are two highly acclaimed 

models of successful district-based teacher preparation (Drake et al, 2011).  They both 

conform to the above effective alternative criteria and add elements of a cohort based 

learning community, supporting candidates for multiple years once they are hired, and 

provide incentives to retain and reward accomplished teachers (Drake et al, 2011).  

Through these programs, residents slowly build their skills by watching veteran teachers 

who mentor them in how to plan and deliver their own effective lessons.  The programs 

have a highly selective process for identifying mentors and provide them with extensive 

training in how to coach and provide feedback to adult learners.  Successful residents 

who finish the yearlong program are then hired by the district as full-time teachers 

(Goldstein, 2014).  Nationally, urban teacher residencies, tend to have an 87 percent 

retention rate after four years (Goldstein, 2014).  But these programs are not the only 

ones available to would be teachers. 
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Woodrow Wilson Teaching Fellowship Program 

In 1945, unprecedented numbers of students were beginning to consider a college 

education due to grants permitted by the G.I. Bill.  However, Princeton professors and 

deans such as Whitney Oats and Sir Hugh Taylor were concerned that prominent scholars 

who had left campuses to fight in World War II would not return to pursue graduate 

degrees and become college professors, resulting in major teaching shortages.  Therefore, 

they persuaded a private donor named, Isabelle Kemp, to sponsor a group of “graduate 

fellowships that would attract veterans back to academic careers” (“History of Woodrow 

Wilson National Fellowship Foundation” [WWNFF]).  In 1949, Princeton was granted an 

additional $100,000 by the Carnegie Foundation to offer its fellowship program 

nationally.   

However, this program, now called the Woodrow Wilson Fellowship Program, 

remained small until 1957 when the Ford Foundation granted $24.5 million to support 

1,000 fellowships annually for five years.  The program was then renamed the Woodrow 

Wilson National Fellowship Foundation (“History of WWNFF”).  From then until the 

early 1970’s, more than 15,000 Fellows were selected and supported who went on to 

become intellectual leaders in universities, government, the corporate world, and in the 

nonprofit sector (“History of WWNFF”).   

Nevertheless, while many scholars were being attracted to higher education and 

public service jobs, the Foundation knew that there were needs in elementary and 

secondary education too, especially in troubled urban and rural districts (Woodrow 

Wilson National Fellowship Foundation [WWNFF], 2017).  Therefore, in the 1980’s and 

1990’s, programs like the Leadership Program for Teachers and Teachers as Scholars 
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were created to form connections between university professors and “reinvigorate 

teachers’ intellectual interests by offering them new understandings to use in the 

classroom” (“History of WWNFF”).   

In 2007, the Foundation created the “Woodrow Wilson Teaching Fellowships to 

both recruit exceptionally able individuals to careers in high school teaching and create 

new models for preparing such promising teachers to teach in low-income communities 

and high-need schools” (“History of WWNFF”).  The Fellowships “are the equivalent of 

Rhodes Scholarships for teachers” (Drake et al, 2011, p. 317) and seek to recruit, build, 

and retain a better-prepared workforce to support economic development by equipping 

new generations with the skills needed to be successful in an ever increasing global and 

technology-based economy (WWNFF, 2017).  It was initially launched in Indiana, 

expanded to Michigan and Ohio in 2009 and 2010, and has since developed programs in 

New Jersey (2012), and Georgia (2013) (WWNFF, 2017).  The program is designed to 

work best in states that are seeking to strengthen student achievement in math and science 

and have a shortage of qualified teachers in these areas.   

The Woodrow Wilson Fellowship Program (WWF), now the Foundation’s 

signature program, brings the work of the foundation back to its roots by serving urgent 

national needs and creating access to educational excellence.  In addition, it particularly 

focuses on improving the rigor of university-based teacher preparation programs through 

the creation of models of exemplary practice by providing would be teachers with 

academic preparation that is combined with extensive clinical preparation, and mentoring 

to promote success in the classroom (WWNFF, 2015; WWNFF, 2017).    
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The WWF program is marketed as rigorous, immerses Fellows in a classroom for 

a full academic year, and is designed to give graduates the tools they need to perform in 

some of the most challenging districts, schools, and classrooms (WWNFF, 2015).  

However, it is meant to be flexible enough to provide well-prepared teachers for the 

workforce, while still meeting the needs of both the university and the middle or high 

partner school.  Individuals who are selected for the program must commit to teaching in 

a high-need school for at least three years.  The No Child Left Behind Act of 2001 

defines a high-needs school as one that is in an area “where at least 30 percent of students 

come from families with incomes below the poverty line” (2U, Inc., 2017).  In exchange, 

the program provides them with $30,000 to complete their master’s degree in one year 

(WWNFF, 2015).  Today, the Fellows within all the Woodrow Wilson Foundation 

umbrella comprise a group that includes “14 Nobel Laureates, 38 MacArthur Fellows, 19 

Pulitzer Prize winners, and hundreds of other distinguished individuals – as well as 

everyday classroom heroes” (“History of WWNFF”).  Truly, excellence is the norm, not 

the exception. 

The WWF program has identified several characteristics that it considers essential 

to “repair systemic problems in university-based teacher education” (WWNFF, 2017, p. 

3) and improve the quality of teacher education: 

1. Focusing on whole states and building a statewide bipartisan coalition of 

stakeholders 

2. Requiring strong partnerships between universities and school districts as well 

as between colleges of education and schools of arts and sciences 

3. Establishing accountability mechanisms for participating universities, schools, 

and Fellows 

4. Creating efficient and effective clinically based yearlong (12 – 15 months) 

master’s degree STEM teacher education programs 

5. Demanding high selectivity in student admissions and choice of participating 

universities and high need school districts 
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6. Mentoring both during the program and for several years after an educator is a 

“teacher of record” 

7. Requiring third party, evidence-based assessment of the program’s impact 

(WWNFF, 2015, p. 2) 

 

Once a state becomes a participant in the WWF Program, the Foundation 

conducts a rigorous search for both public and private universities that have the staff, 

desire, and leadership to develop a teacher education program that is rigorous, highly 

selective, clinically based, and integrates content with pedagogical instruction that will 

serve as a model for others (WWNFF, 2015).  When a university is selected, it is given 

18-21 months to create the program.  It is not until it can demonstrate that an innovative 

program that meets all the above criteria has been created that the institution receives its 

funding and can begin the process of recruiting Fellows (WWNFF, 2015).   

Fellows are recruited nationally, face a rigorous selection process, must already 

hold a bachelor’s degree in a STEM-related field, have a minimum GPA of 3.0, and 

“demonstrate a record of scholarly and professional achievement as well as a strong 

commitment to urban or rural high-need teaching” (Drake et al, 2011, p. 317).  

Furthermore, to be selected, individuals must perform well during a day-long interview 

that includes a teaching demonstration, writing an essay, and an in-depth discussion with 

a subject area expert (Drake et al 2011).  Since “addressing challenges in teacher 

retention in high-need schools, also a critical factor in the achievement gap, is a key focus 

of the Woodrow Wilson Teaching Fellowship” (WWNFF, 2017, p. 3), a program is 

deemed a success if Fellows demonstrate an impact on student achievement and teacher 

persistence rates increase.   
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Effectiveness of Alternative Certification Programs 

 Schools face a daily challenge to make sure that all children in their care have 

access to high-quality instruction because there is considerable variability among teachers 

in a given school (Robertson-Kraft & Duckworth, 2014).  To that end, due to a variety of 

research reports that have expounded upon the importance of success in a teacher 

preparation programs as a predictor of the ability of a teacher to improve the test scores 

of their students (Goldhaber & Cowan, 2014), many states such as New York, Louisiana, 

North Carolina, Tennessee, and Washington have established systems to “estimate 

teachers’ value-added to student achievement and link teachers’ value-added scores to 

their preparation” (Bastian et al, 2016, p. 4).  However, not all agree that linking teaching 

effectiveness to student test scores is the best way to improve education.  

Nonetheless, alternative certification programs have also been scrutinized by 

these guidelines.  However, as Goldstein (2014) states, there are “no large student 

achievement differences related to how a child’s teacher entered the classroom: through a 

traditional college of education, Teach for America, or some other alternative route” (p. 

251).  In addition, urban teacher residency grads are routinely ranked as more effective 

than first-year teachers from other programs by their principals (Goldstein, 2014).  This is 

likely due to the intensive clinical experience that is coupled with a residency that 

includes strategic mentoring which doesn’t typically occur in other programs. 

 While “teacher preparation programs may be differentially effective at developing 

the skills that promote lengthy careers in education” (Goldhaber & Cowan, 2014, p. 450), 

novices in alternative certification programs frequently receive more mentoring than their 

traditional path counterparts, report stronger subject matter knowledge, and have an 
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increased ability to “meet the instructional needs of English-language learners and 

students from diverse cultural backgrounds” (Humphrey et al, 2008, p. 32).  Perhaps 

traditional teacher preparation programs need to take more notice of this and begin to 

rethink their practices.   

Cochran-Smith & Villegas (2015) agree, and state that variations in “effectiveness 

is much greater within than between pathways” (p. 16).  In addition, as LoCascio, 

Smeaton, & Waters (2016) assert, “teachers who work in low socioeconomic urban 

districts will need more support when confronted with the challenges of that specific 

context” (p. 106) regardless of preparation and background.  Teachers in urban low-

income districts require this due to the direct correlation between quality classroom 

instruction and academic success of the K-12 students in these schools (Stein & Stein, 

2016).  Therefore, a need to better understand what teachers should know and be able to 

do continues (Pagliaro, 2016).  Consequently, both state and federal agencies continue to 

search for ways to improve teacher training (Metzler, 2009; Goldhaber & Cowan, 2014; 

Bastian et al, 2016).   

Induction and Mentoring Programs to Address Retention 

Learning to teach is a process that includes the apprenticeship of observation both at the 

pre-service and in-service levels (Korthagen, 2010; Martin, Buelow, & Hoffman, 2016).  

According to Merriam, Cafferalla, & Baumgartner (2007), this cognitive apprenticeship 

“places emphasis on teaching learners different ways of thinking about what they are 

learning, as well as the skills associated with the apprenticeship” (p. 181).  Research has 

shown that newcomers to the field are seeking a structured system of support (Martin, 

Buelow & Hoffman, 2016).  They understand that they have two jobs as they enter the 
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profession: teaching and learning to teach (Feiman-Nemser, 2012).  They know that in 

order to learn about exemplary teaching, they need to see what it looks like, talk about it, 

and experiment with it (Martin, Buelow, & Hoffman 2016), and they desire more 

feedback from principals, mentors, and peers than previously trained teachers did 

(Martin, Buelow, & Hoffman, 2016).  Teaching in silos is no longer acceptable practice.   

Henderson & Noble (2015) assert that the transition to the field is boosted when critical 

reflection is modeled, effective collaborative relationships are built, and increased self-

efficacy and positive dispositions are honored.  School districts cannot do this alone.  

Partnerships between schools, universities, teacher unions, and states are necessary to 

provide forums for discussion to promote standards-based teaching (Feiman-Nemser, 

2012).  Teacher education programs play a critical role in not just inducting newcomers 

to the profession from the outset but in retaining them in the profession (Henderson & 

Noble, 2015).   In addition, state policies which clearly indicate that key induction 

practices must be in place will help to improve the quality of educators and the entire 

educational system (Goldrick, 2016).   

Characteristics of Induction Programs 

Even though induction has been mandated and funded in 17 states since 2008 

(Strong, 2009), unfortunately, “only three states currently meet the criteria for a high-

quality system of new teacher support: Connecticut, Delaware, and Iowa” (Goldrick, 

2016, p. iii). Despite this lack of quality support, induction programs have flourished 

since the 1980’s to support novices, reduce the likelihood of teachers transferring to other 

schools, retain new teachers, provide professional development, and improve instruction 



 

46 

 
 

(Strong, 2009; Feiman-Nemser, 2012; Ingersoll, 2012; Martin, Buelow, & Hoffman, 

2016).   

Done well, induction programs can accelerate teacher growth, create effective 

teachers faster, lower teacher attrition rates, and improve student learning (Goldrick, 

2016). Ingersoll (2012) notes that, “Induction does have a positive effect, but it depends 

on how much one gets.  The more comprehensive the induction program, the better the 

retention” (p. 50).  By creating a pedagogy of induction, workforce capacity can be 

increased and the “ability to reflect on practice, identify potential solutions to 

professional problems or issues, and to be able to adapt, refine and rethink practice” 

(Henderson & Noble, 2015, p. 108) will evolve.   

Ideally, induction programs begin when a candidate enters a teacher preparation 

program, rather than waiting until they are hired by a district (Henderson & Noble, 2015).  

Induction will occur “with or without a formal program, and it is often an abrupt and 

lonely process” (Feiman-Nemser, 2012, p. 123).  Induction typically reflects the 

beginning stage of teacher’s career, as a transition from preparation to practice, “from a 

student of teaching to a teacher of students” (Feiman-Nemser, 2012, p. 120).  It is a 

transformative process that introduces a shift in role and epistemology from knowing 

about the formal study of what it means to teach to knowing how to actually teach and 

successfully confront the daily challenges (Feiman-Nemser, 2012).  Transformation 

occurs best when active learning permits participants the opportunity to think deeply 

about practice and challenge traditional assumptions.  Too often candidates find they 

have a disconnect in their understanding between what they have learned and how to 

actually use this knowledge which is often captured by the categories of “know what” 
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and “know how,” which may be a by-product of the practices of our education system 

(Brown, Collins, and Duguid, 1989). 

An essential task of the induction phase is taking on a new identity (Henderson & 

Noble, 2015) – an image of the kind of teacher one wants to be (Stanulis & Brondyk, 

2013).  Furthermore, it socializes a novice into the profession as someone who belongs 

and can cope with the dynamic nature of today’s educational world, provides assessment 

of effectiveness, and help with refining practice (Henderson & Noble, 2015; Martin, 

Buelow, & Hoffman, 2016).   

Context for Induction 

To be successful, induction programs are dependent upon the situated conditions 

that meet a teacher’s need for assistance with their new professional roles and 

responsibilities (Feiman-Nemser, 2012). If the school community is weak, the impact of 

induction will be greatly limited (Goldrick, 2016).  Space and place constructs that 

support professional induction practices include: the encouragement to share knowledge, 

skills, and experiences in an atmosphere of belonging; a system for knowing what to do 

when you do not know what to do; reflective spaces; individual and collective 

responsibility for professional learning; and the notion that practice is supported by 

multiple theories and perspectives (Henderson & Noble, 2015).   

Key Elements of Induction 

Induction programs should have a multi-year time frame (Feiman-Nemser, 2012), 

be inclusive, responsive to teachers’ individual needs, promote personal and professional 

efficacy, and guide teachers to be effective practitioners (Henderson & Noble, 2015; 

Martin, Buelow, & Hoffman, 2016). In addition, “serious induction programs combine 
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new teacher support, development, and assessment.  They rely on common frameworks 

and use performance assessments” (Feiman-Nemser, 2012, p. 129).  Three key elements 

of successful induction programs include: 1) observations of and by beginning teachers 

with time to reflect on teaching and student learning, 2) Formative assessment of or 

feedback on teaching from mentors, and 3) Participation in a professional learning 

community or peer network (Martin, Buelow, & Hoffman, 2016; Goldrick, 2016).  

Support is a common theme for all induction programs, yet it is provided in 

various ways.  According to Feiman-Nemser (2012), “Support is the omnibus term used 

to describe the materials, advice, and hand-holding that is offered to new teachers” (p. 

124).  Typically, schools and districts provide a bundle of supports.  On one end, novices 

are helped with identifying concerns and provided regular communication with principals 

and/or other administrators to overcome them (Henderson & Noble, 2015; Ingersoll, 

2012). At the other end, the development and assessment of teaching skills is fostered 

(Strong, 2009).  In addition, beginning teachers need to learn expected student goals and 

outcomes, what resources and materials are available, and how these expectations fit into 

the curriculum as well as district, state, and national testing standards (Feiman-Nemser, 

2012).   

Benefits of Induction 

Participants in the induction process typically value programs that provide 

opportunities to build social relationships (Korthagen, 2010); network with other 

professionals; exposure to positive teaching experiences which produce career optimism; 

the ability to become an insider in a safe environment; time to develop confidence; and 

professional learning supported as a lifelong activity (Henderson & Noble, 2015).  
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Workplace mentoring is widely recognized as a supportive strategy for starting a new job 

(Kemmis et al, 2014) and without it, many new teachers will not make the transition 

(Henderson & Noble, 2015).  However, as Ganser (2002) warns, “school leaders should 

be wary of expecting too much of a mentor program in the case of teachers who are 

marginally prepared in the first place” (p. 26).  Be that as it may, a strong program can 

become a recruitment tool that can make the difference between acquiring good teacher 

candidates or losing them to other districts (Ganser, 2002).  Consequently, it is crucial 

that districts seeking to implement mentoring as part of the induction process design the 

program based on evidence. 

Characteristics of a Mentoring Program 

Ingersoll (2012) found that “as the number of components in a support package 

increased, the likelihood of teacher turnover decreased” (p. 50).  Mentor programs should 

be integrated within the context of activities that already exist as part of the induction 

process, as offering a mentoring program in isolation from other forms of support is no 

longer acceptable practice (Ganser, 2002).  Most school board members and other school 

leaders recognize this and so, a common practice is to include mentoring by experienced 

teachers, either formally or informally, as an essential favored element of the induction 

process to help novices situate themselves within a community of practice and grow into 

effective veterans (Feiman-Nemser, 2001; Ganser, 2002; Stanulis & Brondyk, 2013; 

Kemmis et al, 2014).   

Definition of Mentoring 

Mentoring can be a disputed concept.  It is frequently used in different ways 

depending on the setting and purpose (Kemmis et al, 2014).  As Moll (2014) contends, 
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education is a culturally dependent relational process.  The function of the mentor will 

vary greatly depending on the culture into which beginning teachers are inducted: 

veteran-oriented, novice-oriented, or integrated professional (Ganser, 2002).  This 

context will affect a teacher’s understanding, beliefs, and practices (Li, 2016). 

The use of the term ‘mentor’ as a trusted friend, counselor, or teacher can be 

traced back to Greek literature when Odysseus left his son, Telemachus, in the care of his 

friend Mentor when he left for the Trojan War.  In addition, in the 1699 French book The 

Adventures of Telemachus, author Francois Fenelon speaks of the mentor relationship as 

one where the “mentor provides copious amounts of wisdom, learning, and dedication, 

while the mentee honors the mentor’s greater experience, knowledge, and seniority” (as 

cited in Strong, 2009, p. 5).  Mentors are key contributors to the development of pre-

service and newly hired teachers and serve multiple roles that may include that of a 

coach, model, and/or critical friend (Muhling, 2015).  A critical friend is a trusted 

colleague who can help a novice improve her practice through not only lending a 

sympathetic ear, but by also providing prompting and guidance to reflect and grow. 

Context for Mentoring 

Mentoring is a social practice that involves cooperative human activity to 

understand what is said and done in the classroom and how people are related in a 

distinctive project (Kemmis et al, 2014). It will look different depending on the school, 

municipality, or country it occurs in and will be shaped by local practices that exist there.  

It is a complex endeavor that is “highly situated in practice and dependent upon the 

individuals” (Swanson & Codddington, 2016, p. 286). The learning therefore has both 

individual as well as socio-cultural features (Pennefather, 2016).   
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Educative Mentoring 

Even though “educators, policymakers, and researchers are aware of the 

importance” (Yamagata-Lynch & Haudenschild, 2009, p. 507) of mentoring, current 

practices inadequately address the needs of novices.  Certainly, mentoring should be 

linked to a vision of good teaching while still able to respond to a new teacher’s needs. 

But new teachers need a mentor who will go beyond being a friend and instead help them 

become an effective teacher (Martin, Buelow, & Hoffman, 2016).   Mentors must move 

past merely sharing instructional tips and instead help novices question and try out new 

ideas with scaffoled support in order to improve student engagement and learning by 

provididng opportunities for refletion and conversation (Stanulis & Brondyk, 2013).  

These conversations and inquiry-based questioning can stimulate professional learning 

that is intrinsically motivated and self-directed, tailored to individual needs, and impact a 

new teacher’s development by adding to his/her knowledge and levels of awareness 

(Henderson & Noble, 2015; Martin, Buelow & Hoffman, 2016).   

This type of mentoring is often termed “educative mentoring to distinguish it from 

technical advice and emotional support” (Feiman-Nemser, 2012, p. 278).  This type of 

educative mentoring helps novices understand learning through practice while still 

providing the tools they need to study teaching which may include observations, 

feedback, analyzing student work, and reflection (Stanulis & Brondyk, 2013).  Learning 

from practice is based on four main premises: 1)  Knowledge undergoes construction and 

transformation, 2) Learning is an integral aspect of activity, 3) Learning is complex and 

problematic, and 4) The acquisition of knowledge is more than just ‘taking it in’ but also 

requires that this new knowledge be assumed into natural categories (Lave, 2009). 
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Furthermore, it not only meets the teacher’s basic needs, it offers skillfull support 

that improves practice and helps novices devlop the the dispostions necessary for the 

profession (Martin, Buelow, and Hoffman, 2016).  But, it could make the induction years 

more rigorous by requiring novices to work towards higher standards than they otherwise 

would (Feiman-Nemser, 2012).   

Mentor Qualities 

Since mentoring is such a critical component of the induction process, it is 

essential that those selected for this role are qualified and prepared (Martin, Buelow, & 

Hoffman, 2016; Goldrick, 2016).  Mentors must not only demonstrate teaching 

excellence, they must be caring and competent, and able to articulate clearly the ‘how’ 

behind what they do to guide novices in honing their craft (Ganser, 2002; Feiman-

Nemser, 2012; Goldrick, 2016).    However, not all good teachers make good mentors 

(Feiman-Nemser, 2012).   

Mentors need to be able to be teachers of teaching as they play a “purposeful, 

targeted, powerful role in teacher education” (Stanulis & Brondyk, 2013, p. 19).  They 

must be experienced teachers who model effective teaching practices and are also able to 

facilitate adult learning. 

Mentor Skills 

Teachers certainly need extensive knowledge of their field, but they also need 

specialized knowledge which will afford them the ability to not only expose the content 

to their learners, but to also diffuse potentially confusing issues and ask strategic 

questions” (Ball & Forzani, 2010).  Therefore, mentors need keen observation skills, 

experience with working with diverse populations, the ability to lead effective coaching 
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conversations and provide appropriate feedback and criticism, an enthusiasm for learning, 

and a commitment to collaboration (Ball & Forzani, 2010; Lake, 2012; Muhling, 2015; 

Martin, Buelow, & Hoffman, 2016; Goldrick, 2016).  In addition, “teacher knowledge is 

an important mentoring characteristic” (Swanson & Coddington, 2016, p. 286). Mentors 

must view the process as an educational endeavor, have a clear sense of the teaching they 

want to develop in their mentee, and view new teachers as learners who need additional 

guidance to grow and develop their own teaching practices (Feiman-Nemser, 2012).  Like 

practice for any endeavor, the type of coaching and supervision that goes along with it is 

critical (Ball & Forzani, 2010).   

Mentor Selection 

Consequently, experience and expertise in teaching are not sufficient for effective 

mentoring (Gareis & Grant, 2014) and the fact that research shows that mentors have the 

most significant influence on the complex system of teacher learning (Stanulis & 

Brondyk, 2013), a strong mentoring program must employ careful processes to select, 

prepare, and provide ongoing support for mentor teachers to ensure beginning educators 

will receive instructionally focused guidance (Feiman-Nemser, 2012; Goldrick, 2016).  

Typically, when determining mentor qualifications, a program will consider a 

person’s professional experience, their communication skills, and their record of teaching 

excellence (Goldrick, 2016).  At least 30 states outline which educators are appropriate to 

serve as mentors, and almost all states have some type of policy in place to guide mentor 

selection. (Goldrick, 2016).   

What determines enough experience is highly variable.  While many programs 

want a mentor to have at least three – five years, it is often not until teachers reach a final 
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stage of teaching, often referred to as emeritus, that they “desire to extend their influence 

beyond the classroom and take on other roles such as mentoring” (Reeves & 

Lowenhaupt, 2016, p. 178).  However, Trubowitz (2004) warns that “applying rigid 

criteria to mentor selection may result in a limited approach to new teacher development” 

(p. 59).  Consequently, even though both pre-service and in-practice programs seek 

mentors with maturity, insight, experience, and interest, mentor selection needs to be 

thoughtful (Trubowitz, 2004).  

Mentor Training 

However, just assigning a novice a mentor is not enough.  To be effective, a 

mentor also needs knowledge and skill in the mentoring process to make sure that quality 

support is provided that is also aligned with program goals (Feiman-Nemser, 2012; 

Goldrick, 2016).  Failing to fully develop mentors for their important role may have a 

negative impact on the support a new teacher actually receives (Martin, Buelow, & 

Hoffman, 2016).   

Consequently, to do their job well, mentors need their own high-quality training 

and personal systems of support (Ganser, 2002).  Today, more than 30 states provide or 

require some form of initial mentor training, but only 18 have additional stipulations for 

ongoing mentor professional development (Goldrick, 2016).   

Clearly, learning to be a mentor requires conceptual knowledge of how to impact 

teaching effectiveness and thus provide career specific support (Strong, 2009).  Mentors 

must merge the knowledge and skills they have acquired as classroom teachers with the 

knowledge and skills required to teach how to teach (Feiman-Nemser, 2012).  This 

requires the utilization of specific practices: debriefing, co-planning, analyzing student 
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work, helping novices expand their thinking, and helping a beginning teacher develop her 

own vision of effective teaching practice (Stanulis & Brondyk, 2013).  Likely, mentors 

will not come to the table with these skills intact. 

Because expert teachers are not born with pedagogical content knowledge, 

novices will have to acquire both the teaching skills and the content knowledge they need 

to become experienced professionals (Eames, 2016).  Therefore, mentors must be trained 

in how to encourage “reflection and conversation as a form of legitimate peripheral 

participation, which allows the beginning teachers to take part in experiences that allow 

for observation, conversation, and enactment” (Stanulis & Brondyk, 2013, p. 2).   

Legitimate peripheral participation describes how a newcomer can entrance to a 

community as a novice and “engage in practice alongside those who share their goals” 

(Campbell et al, 2014, p. 75).  A novice will acquire ‘knowledge-of-practice’ through the 

co-construction of investigating their own practices alongside that of their mentors.  This 

integration of co-construction at the novice level can promote application across the 

lifespan of their careers (Snow et al, 2015).   

Unfortunately, little research exists that shows how a new teacher’s learning is 

influenced by situational factors that occur when novices interact with mentors as part of 

the induction process (Yamagata-Lynch & Haudenschild, 2009).  Situational factors can 

include “teacher knowledge, skills, dispositions, school community, program nature, 

available resources, and school leadership” (Yamagata-Lynch & Haudenschild, 2009, p. 

508).  If school leaders do not attend to the situational factors that will affect a mentoring 

program at both the individual and institutional levels, the program will not succeed 

(Yamagata-Lynch & Haudenschild, 2009).   



 

56 

 
 

Successful mentoring then requires mentors to possess a flexible repertoire of 

skills they can employ based on the needs of the novice to help them understand both the 

practical and intellectual demands of teaching (Feiman-Nemser, 2012).  Therefore, 

mentoring is no small task, and one that likely is not innate even in the most skilled 

practitioners.  Geibelhaus and Bowman (2002) contend that: 

with appropriate knowledge and training in the philosophy and goals of the 

program, in the basic principles and practices of effective mentoring and 

supervision, and in a framework of effective teaching practice, mentor teachers 

are more effective in their role and attain a more productive learning environment 

(p. 253).   

 

The curriculum that mentors impart to their novices must be through participation 

in the “structured social practices of the learning community rather than through the 

dissemination of knowledge-as-information from expert teachers” (Campbell et al, 2014).  

Therefore, mentors must realize that they are helping their novices learn through the 

creation of a viable identity in the teaching profession.  A well-structured mentoring 

program can be responsive to this changing balance between novices and veterans 

(Ganser, 2002).   

Approaches to Mentoring 

Universities must create a system which ensures that teachers not only have the 

professional skills to enter the profession, they must know how to use them in a range of 

contexts (Ball & Forzani, 2010).  Mentoring programs can assist with this, but they 

cannot be a one size fits all approach (Ganser, 2002).  Furthermore, they must include 

formal goals and an assessment or evaluation to truly be effective (Strong, 2009).   

In addition, the amount of contact time a mentor has with a beginning teacher makes a 

difference (Goldrick, 2016).  Increased contact time permits new teachers with more 
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opportunities to be encouraged “to have positive feelings towards themselves and their 

developing skill as teachers, thus leading to reflection on improvements in practice and 

empowerment” (Swanson & Coddington, 2016, p. 293).   

Even though “emotion is an important aspect of cognition” (Li, 2016, p. 108), and 

the fact that mentors are often seen as cheerleaders and supporters (Merriam, Cafferalla, 

& Baumgartner, 2007), “emotional or psychological assistance alone is not enough” 

(Strong, 2009, p. 3).  Mentoring must be a transformational journey that promotes 

development through a focus on teacher effectiveness, student learning, and 

understanding local policies and procedures (Ganser, 2002).  Because of this, unless we 

view novice teachers 

as learners and frame induction around a vision of good teaching and compelling 

standards for student learning, we will end up with induction programs that 

reduce stress and address immediate problems without promoting teacher 

development and improving the quality of teaching and learning (Feiman-Nemser, 

2012, p. 124). 

 

A focus on quality teaching will allow both the mentee and the mentor to benefit from the 

experience as mentors examine, uncover, and explain their teaching (Swanson & 

Coddington, 2016).   

Benefits of Mentoring 

A byproduct of mentoring then, is the co-construction of knowledge in which the 

veteran and the novice participate in opportunities to create knowledge together rather 

than just move through a top down approach (Lake, 2012).  This allows mentors the 

opportunity to closely examine their own practices, share their love of teaching, and 

become newly energized.  As partners contend with curriculum development they 

develop common goals and hold each other accountable (Swanson & Coddington, 2016).  
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If guided by a strong vision, mentoring is a powerful professional development 

experience for veterans as they hone their craft along with fellow teachers (Feiman-

Nemser, 2012).  

According to the meta-analysis done by Guarino, Santibañez, & Daley in 2016, 

“Schools that provided mentoring and induction programs, particularly those related to 

collegial support, had lower rates of turnover among beginning teachers” (p. 201).  In this 

vein, the “benefits of formal mentoring and induction are possible, but not automatic” 

(Feiman-Nemser, 2012, p. 277).  Schools are more likely to retain new teachers who are 

effective in their classrooms by providing a mentoring program (Ganser, 2002). 

However, the impact of the mentoring is highly dependent upon appropriate 

matches between mentors and mentees, how much time they spend together, whether or 

not the mentor has training, and the expectations that mentors and novices have for one 

another (Feiman-Nemser, 2012).  Nevertheless, Martin, Buelow, & Hoffman (2016) 

found that “teachers who were provided a mentor and received support that included 

collaboration with other teachers were less likely to leave the profession” (p. 7).  This 

may be because as mentors and novices work together in the activity, they both change 

and develop in a way that makes them different teachers who are better prepared to meet 

the changing needs of students from one year to the next (Baker, 2014).   

Summary 

  In this chapter, I discussed the relevant literature that informed my study.  The 

literature review focused on social constructionism, situated learning, and legitimate 

peripheral participation as it pertains to teacher preparation.  In addition, the history of 

teacher preparation, reform efforts, teacher preparation curriculum, and alternative 
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teacher preparation pathways were described.  Furthermore, I described the use of 

induction and mentoring to address retention efforts as well as characteristics and benefits 

to these approaches.  Finally, I looked at the specific characteristics of mentoring that 

lead to increased benefits for all parties involved.   

This thorough review provided clarification as to what constitutes best practice in 

mentoring and induction and an overview of the literature on the potential barriers to 

novices learning to be effective teachers.  Therefore, I found the educational research 

literature lacking in scholarship relating to how teacher learning is heavily influenced by 

the interactions between situational factors that occur when novices interact with mentors 

as part of the induction process.  My study aimed to begin to remedy this gap by 

investigating whether one teacher preparation program was aligned with what is best 

practice in terms of mentoring and induction. 
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CHAPTER 3 

METHODOLOGY 

 This study explored the perceptions of the participants regarding the mentoring 

practices that took place between Mentor Teachers and Fellows as well as the coherences 

and contradictions that existed between their perceptions. In this chapter I describe the 

epistemological perspective, theoretical framework, and methodology that guided my 

study.  Then, I provide a description of each of the cases under study.  Next, I discuss the 

types of data collected, the process of data collection and analysis, and the analytical 

framework.  Lastly, I explain measures taken to support validity and identify limitations 

to my research study.     

Epistemological Perspective 

I approached my study of the mentoring of new teachers from a social 

constructionist viewpoint.  Social constructionism emphasizes the shaping of reality 

through socially constructed and co-created daily experiences (Aguayo, 2016).  Burr 

(2015) states that social constructionism “invites us to be critical of the idea that our 

observations of the world unproblematically yield its nature to us, to challenge the view 

that conventional knowledge is based upon objective, unbiased observation of the world” 

(p. 2).   

We should therefore, be suspicious of assumptions of what we feel is the way 

things are, look closer, and determine how and why we know what we know (Burr, 
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2015).  The nature of reality is “contingent upon human practices, being constructed in 

and out of interaction between human beings and their world, and developed and 

transmitted within an essentially social context” (Crotty, 1998, p. 42).  Objective facts 

exist only within a relevant context; knowledge produces power relationships and is 

derived from looking at the world from the perspectives of others (Kamberelis & 

Dimitriadis, 2005; Burr, 2015).  

Consequently, knowledge develops through the daily social interactions between 

people that they create and enact together through relationships as they engage with the 

world they are interpreting (Gergen, 2009; Burr 2015; Crotty, 1998).  Constructionism is 

built upon the social construction of reality and the belief that truth is relative, and 

dependent upon, a person’s perspective (Baxter & Jack, 2008). 

Theoretical Framework 

A theory in social science research constitutes a set of assumptions used to 

interpret and/or “explain psychological, social, cultural, and historical processess and 

formations” (Kamberelis & Dimitriadis, 2005, p. 15).  The theoretical framework that 

grounded my study was Situated Learning Theory which incorporates Legitimate 

Peripheral Participation.   

Situated Learning Theory is a bridge between “a view according to which 

cognitive processes (and thus learning) are primary and a view according to which social 

practice is the primary, generative phenomenon, and learning is one of its characteristics” 

(Lave & Wenger, 1991, p. 34).  According to Lave (2009), learning is therefore an 

integral part of social practice and encompasses four basic premises: 
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1. Knowledge always undergoes construction and transformation in use. 

2. Learning is an integral aspect of activity in and with the world at times.  

That learning occurs is not problematic. 

3. What is learned is always complexly problematic. 

4. Acquisition of knowledge is not a simple matter of taking in knowledge; 

rather things assumed to be natural categories require reconceptualization 

as cultural, social products (p. 203).   

 

Consequently, the process of mentoring Fellows and inducting them into the teaching 

profession can be viewed as a situated activity where the Fellow must participate in a 

community of veterans where the path towards mastering the knowledge and skills of the 

profession requires them to participate in the sociocultural practice of the teaching 

community (Lave & Wenger, 1991). 

A school represents a very specific context in which the Fellows must participate 

based on situated negotiation and renegotiation.  A Fellow’s understanding is in constant 

interaction with his/her experiences.  The participation in the social community is both 

subjective and objective which means that their learning is not only a condition for 

induction to the teaching profession, but is itself an evolving form of membership (Lave 

& Wenger, 1991). 

In addition, Wenger, (2009) states that social learning requires:  

• Meaning: a way of talking about our changing ability – individually and 

collectively – to experience our life and the world as meaningful 

• Practice: a way of talking about the shared historical and social resources, 

frameworks, and perspectives that can sustain mutual engagement in action 

• Community: a way of talking about the social configurations in which our 

enterprises are defined as worth pursuing and our participation is recognizable as 

competence 

• Identity: a way of talking about how learning changes who we are and creates 

personal histories of becoming in the context of our communities  (p. 211) 

 

Fellows will therefore learn to teach through a combination of processes that not 

only includes knowledge, skills, and attitudes, but also experiences from the situations 
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that they are engaged in, which will transform and integrate previous knowledge, skills, 

and attitudes to produce change (Jarvis, 2009).   

Legitimate peripheral participation “provides a way to speak about the relations 

between newcomers and old-timers, and about the activities, identities, artifacts, and 

communities of knowledge and practice” (Lave & Wenger, 1991, p. 29). In the teaching 

profession, this might include: classroom management techniques; pedagogical practices; 

building rapport and respect with students, colleagues, and parents; joining teaching 

teams; and becoming a part of professional organizations.  Therefore, a Fellow’s learning 

is constructed through the process of becoming a full member of the teaching profession 

in a sociocultural practice which includes the learning of needed skills.  

Legitimate peripheral participation “broadens the traditional connotations of the 

concept of apprenticeship – from a master/student or mentor/mentee relationship to one 

of changing participation and identity transformation in a community of practice” 

(Wenger, 1998, p. 11).  A “community of practice is an intrinsic condition for the 

existence of knowledge” (Lave & Wenger, 1991, p. 98).  It refers to the process by which 

Fellows will become inducted into the community of practice where their learning takes 

place “not so much through the reification of a curriculum as through modified forms of 

participation that are structured to open the practice” (Wenger, 1998, p. 100) to them.  

The teaching profession as a whole can be viewed as a community of practice, but there 

are different communities within that.  A Fellow will be become a part of the cohort of 

students within their preparation program, the community of professionals within the 

district and building they complete their placement in, and the content area department of 

teachers that are in.  Consequently, Fellows end up being mentored by not just the one 
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teacher they are paired with, but by the other members of these groups as well.  This 

larger community becomes even more important when the official mentor/mentee 

relationship they are in has challenges. 

  Peripherality specifically is an “empowering position that can be a source 

of power or powerlessness, in affording or preventing articulation and interchange” (Lave 

& Wenger, 1991, p. 36) among Fellows and Mentors.  It refers to the provision of an 

“approximation of full participation in actual practice” through “lessened intensity, 

lessened risk, special assistance, lessened cost of error, close supervision, or lessened 

production pressures” (Wenger, 1998, p. 100).  Fellows will need: an opportunity to learn 

that does not require them to meet all the same contractual obligations that a fully 

certified teacher must meet; extra support from staff and administration; the freedom to 

try out ideas without the risk of penalties; and someone working directly alongside them 

who gradually increases the level of responsibility.    

Peripherality must include Fellows involved in mutual engagement with their 

Mentors - their actions and negotiation of enterprise, and to the repertoire in use - to 

engage the Fellows and provide them with a sense of how the profession works (Wenger, 

1998).  “Depending on the organization of access, legitimate peripherality can either 

promote or prevent legitimate participation” (Lave & Wenger, 1991, p. 103).  

Consequently, the intensity and meaningfulness of the peripherality that a Fellow is 

provided will either support their induction to the teaching profession, or hinder it. 

 Legitimacy refers to the extent to which Fellows are treated as potential members 

of the teaching profession.  It can take many forms such as “being useful, being 

sponsored, being feared, or being the right kind of person” (Wenger, 1998, p. 101).  
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Granting legitimacy to a Fellow is crucial because he/she “is likely to come short of what 

the community regards as competent engagement” (Wenger, 1998, p. 101).  It is only 

through legitimacy that the stumblings and violations of the Fellows can become 

“opportunities for learning rather than cause for dismissal, neglect, or exclusion” 

(Wenger, 1998, p. 101).  The form in which this legitimate access is secured for the 

Fellows is highly dependent upon the characteristics of the division of labor in the school 

where the Fellow is placed (Lave & Wenger, 1991). For example, if a lesson a Fellow 

teaches fails to meet the expected target, this does not mean that the Fellow is instantly 

dismissed.  It is instead viewed as an opportunity to engage in reflective practice both on 

their own, and in conversation with their Mentors, so that the ‘why’ this happened can be 

determined and understood, and the ‘how’ to do it next time evolves. 

Therefore, peripherality and legitimacy both involve Fellows and their Mentors 

and they do not “presuppose an encounter free of conflicts” (Wenger, 1998, p. 101).  

Legitimate peripheral participation is important for Fellows because they need to 

“observe how practitioners at various levels behave and talk to get a sense of how 

expertise is manifest in conversation and other activities” (Brown, Collins, & Duguid, 

1989, p. 48).  While the university can provide theory, ideals, and an opportunity to 

practice where the stakes are lower, it is not until a Fellow is in a real classroom with real 

students that true learning occurs.  The realities of navigating the personalities and 

behaviors of students, coworkers, and administrators, cannot be understood until it is 

experienced.   

As Lave & Wenger (1991), state, “learning is never simply a process of transfer 

or assimilation: learning, transformation, and change are always implicated in one 
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another, and the status quo needs as much explanation as change” (p. 57).  Therefore, the 

Fellows must be legitimate peripheral participants in ongoing practice for their learning 

identities to be engaged and developed through full induction into the teaching profession 

(Lave & Wenger, 1991). 

Methodology 

Methodology links theory and the data through the use of a “theory-driven set of 

principles upon which the choice of specific methods is based” (Engeström, 2016, p. 

viii).  Due to the social nature of this study and the reliance on participants’ perceptions, 

social constructionism was selected as the epistemology with Situated Learning and 

Legitimate Peripheral Participation as the theoretical perspectives to conduct a case study 

methodology that involved document analysis and interview research. 

A case study is an illustrative methodology which requires the use of multiple 

data sources to explore a group in order to gain an in-depth understanding of it. (Baxter & 

Jack, 2008) It requires the intensive analysis and description of “a single unit or system 

bounded by space and time” (Hancock & Algozzine, 2017, p. 9).  I chose to study the 

Mentor Teachers as one case, the Fellows as a second case, and then conducted a cross 

case analysis to determine coherences and contradictions between the two cases.  

Therefore, the cases themselves were the units of analysis and required rich descriptions 

from participants to bring to life to the complexity of the phenomenon.  By utilizing a 

case study methodology, I was able to closely collaborate with the participants so that 

they could share their view of reality in their specific context (Baxter & Jack, 2008; 

Hancock & Algozzine, 2017).   
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My use of a case study was based on the work of Robert Yin and was a multiple 

descriptive design.  Descriptive designs are used to explain important elements of a 

phenomenon in a particular context.  They tend to explore partipants in their 

environments due to their uniqueness (Baxter & Jack, 2008).  The use of case study 

permitted me the ability to make sense of the many influences that worked on the Fellows 

and what the Mentors understood to be the necessary skills that they needed to employ 

due to their unique situation. It also permitted a look into the opportunities Fellows were 

provided to: build social relationships; network with other professionals; be exposed to 

positive teaching experiences; become an insider in a safe environment;  and develop 

confidence as they worked to acquire the teaching skills needed to become experienced 

professionals and find their own voices as a teachers. 

Setting & Participants 

Two field placement sites and one University served as the setting for this study.  

Three Mentor Teachers, three Fellows, and three University Faculty participating in a 

Woodrow Wilson Fellowship (WWF) program at Trader University (pseudonym), a 

private, faith-based university in the Eastern United States, were the participants in this 

case study.   

Trader University offers students an intimate, student-focused culture based on 

the integration of the five defining components of its mission: liberal learning, 

professional knowledge, discovery, service to humankind, and community.  Trader 

University was originally founded in the early 19th century by a group of Christians.  

While it is no longer officially affiliated with a church denomination, its mission still 

embraces principles of religious and intellectual freedom.  Over 8,000 students are 
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currently enrolled in 12 schools and colleges at campuses in three different cities that 

offer students a choice between urban, rural, and suburban settings.  The university is in 

the top tier of national research institutions according to U.S. News & World Report.  

Trader University is one of five institutions in its state that was selected to participate in 

the Woodrow Wilson Teaching Fellowship.  

  The WWF program at Trader University was designed under the direction of Dr. 

Scott (pseudonym) who agreed to serve as the Program Director.  Dr. Scott, acted as a 

key informant to me for this study and provided in depth background information about 

the program and the participants. 

 Dr. Scott stated that she felt she was asked by the Dean of the Department of 

Education to head the program due to her previous experience with the development of a 

Master of Arts in Teaching (MAT) program.  Dr. Scott shared that when she took on the 

project, nothing had yet been started, so she worked to develop a framework that gave 

this program a STEM focus that was different from a traditional MAT program.  After a 

year of planning, a WWF committee came to Trader, reviewed the plan, and decided that 

while the framework looked good, they felt like it could be even better.  Therefore, 

another year of planning took place before the program officially launched.    

Ultimately, the program was designed to prepare math and science teachers to 

work in high-needs, urban schools.  Fellows in the program already possessed a degree in 

a Science, Technology, Engineering, or Mathematics (STEM) field, but did not have any 

teaching experience or formal training.  Each Fellow received a $30,000 Fellowship, a 

50% tuition reduction at Trader, and committed to teaching in a high-needs middle or 

high school for three years upon completion of the program. 
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WWF Program completion goals at Trader University included Fellows being 

prepared to: 

• Utilize, design, and implement an interdisciplinary STEM curriculum using 

STEM reasoning modalities such as: complex adaptive systems, computational 

reasoning, model-based reasoning, quantitative reasoning and evidence-based 

claims. 

• Develop and implement formative and summative assessment strategies 

• Make connections among knowledge, practices and contextual influences 

• Engage in reflective practice and self-assessment, grow professionally, and 

develop leadership qualities 

• Demonstrate the ability to foster relationships with colleagues and promote and 

advocate for the learning and well-being of the adolescent. 

 The program was based on a medical clinical model, and Fellows spent four days 

per week in local schools and one day per week at the university for one full year.  After 

Fellows are certified and employed, they are required to commit to a three-year residency 

in STEM teaching. During this time, Trader follows each Fellow’s progress and 

continues to provide mentoring and professional development.   

  The curriculum for the program was developed and implemented by faculty from 

the university’s College of Education, School of Engineering, and the College of Liberal 

Arts, as well as from input from the administration of the four local school districts that 

agreed to host the Fellows in their buildings for the year-long clinical placement.  The 

teaching team included the University Faculty well as the Mentor Teachers whose 

classrooms the Fellows were hosted in for an entire academic year.   
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 The Director of the WWF program at Trader, Dr. Scott, approached each of the 

schools that had been selected to determine the process for Mentor selection.  Most of the 

schools indicated a desire to choose who the Mentors would be.  Ultimately, an 

application to apply was sent out to all teachers in each of the four schools from the board 

office.  Those that applied were then interviewed, by the school’s administration and Dr. 

Scott, and final selections were made.   

Because the program was patterned after a medical clinical model, it included a 

year-long, clinical placement which was connected to coursework.  Fellows participated 

in STEM methods course rotations: engineering design process, mathematical modeling, 

and interdisciplinary STEM activities to bridge theoretical and practical knowledge. The 

professors that taught the methods courses were the same professors who supervised the 

Fellows out in the field.  In addition, as part of their residency, the Fellows will continue 

to be tracked and receive further professional development from University-based 

mentors for their first three years as employed teachers. 

The Fellows began their program of study (Appendix B) in May and took four 

courses.  During the first week, they completed a Robotics Workshop for teachers with 

Dr. Kale.  This workshop is one that Dr. Kale had been running for area teachers through 

a different grant for years; when his grant ended, the partnership with the school of 

education began. After that week of intensive hands-on work with Mindstorm Lego 

Robotics kits, summer courses began.  The mentor teachers, who Fellows would meet 

later in the semester, had all taken the same Robotics workshop with Dr. Kale the 

summer prior to the program’s start. While taking EMAT 676 - Adolescent Development 

& Learning in Context and EMAT 677 - STEM Methods I in Context, the Fellows 
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completed their Middle Grades Placement, which culminated in a middle grades 

Engineering Design Process STEM Camp that occurred during the last week in June.  

At the same time, and in the same building where the STEM Camp occurred, 

Mentor Teachers were provided with training on co-teaching and mentoring.  This 

concurrent time on the Trader campus allowed them the opportunity to be well versed in 

the goals, aims, and pedagogical practices expected as part of the program, as well as a 

chance for the Trader faculty to get to know them and make compatible matches with 

Fellows.  The mentor teachers were also able to observe Fellows working with middle 

grades students, have lunch with them, and observe the STEM competitions. Once 

Mentors were paired with Fellows, many of the pairs continued to meet throughout the 

summer prior to the start of the school year to get to know each other better and begin the 

planning process.   

Clinical Field Placements 

Fellows were placed into one of four area high-needs school districts for their 

clinical experience.  Three of the four had a 40% or higher student free and reduced lunch 

rate and each school was racially diverse to varying degrees as can be seen in Table 1. 
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Table 1 

Demographics of School Placements 

 School 1 School 2 School 3 School 4 

White 43% 68% 64% 74% 

African-American 53% 30% 30% 23% 

Latino 3% 4% 7% 2% 

Asian 2% 0% 0% 1% 

  

 

  Only two of the four schools that hosted Fellows permitted their staff to 

participate in this research, Bolt County High School and Madonna High School 

(pseudonyms).  The demographics of each of these schools is summarized in Table 2 and 

is described in more detail below. 
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Table 2 

Demographics of Schools Used in This Study 

 Bolt County High 

School 

Madonna High School 

 

Setting 

 

Rural 

 

Rural 

 

Grades Served 

 

9 - 12 

 

9 - 12 

 

Total Enrollment 

 

896 

 

1233 

 

Percent of Student Body Male to Female 

Ratio 

 

49:51 

 

52:48 

 

Student to Teacher Ratio 

 

17:1 

 

17:1 

 

Percentage of Minorities 

 

40 

 

31 

 

Percentage of Economically Disadvantaged 

 

65 

 

52 

 

Percentage of Students in AP classes 

 

22 

 

23 

 

Percentage at least Proficient in Math 

 

34 

 

26 

 

Percentage at least Proficient in Reading 

 

32 

 

25 

 

According to the school’s website, the purpose of Bolt County High School is to 

“prepare students to become lifelong learners with respect for themselves and others as 

they become productive citizens in our multicultural and technological society.”   They 

feel that they can accomplish this due to having high expectations, strong community 

support, and a competent staff who “provide a safe environment and curriculum that is 

both varied and challenging.” 

Bolt County High School serves grades 9 – 12, offers Advanced Placement® 

course work and exams, and approximately 22% of the student body participate in them. 

According to state test scores, 34% of students are at least proficient in math and 32% in 

reading.  Of the 896 current students, 49% are male and 51% are female.  Minorities 
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comprise 40% of the total enrollment and 65% of the students are economically 

disadvantaged.  The student to teacher ratio is 17:1. 

Bolt County is considered a bit of a “unicorn school” in that it is the only high 

school in the county, its students come from affluent, working class, and poor families, 

and it is in a rural setting.  Because there is not a private high school option in the county, 

the entire county is represented in its student body.  The administration at the school is 

believed in by the staff and the entire school is considered a structured environment.  

Trader University previously had a satellite site in the county. 

Madonna High School’s website states that their mission as a school is to “be 

recognized as an institution that is committed to excellence for ALL students.”  The 

motto of the school is “Committed to Excellence…Focused on Success”, and they 

expand upon this by stating that they believe: 

• ALL students can learn. 

• ALL students will graduate.  

• a safe environment ensures optimal performance from students and staff. 

• in nurturing a student’s intellectual and emotional needs in an environment 

of high expectations, respect, and dignity. 

• student learning occurs through a variety of teaching and assessment 

strategies. 

• in an environment where students, parents, staff, and community share the 

responsibility of advancing the school’s mission. 

• in recruiting, hiring, nurturing, and retaining a dedicated and highly 

trained staff.  

 

Madonna High School serves grades 9 – 12, has a current enrollment of 1,233 

students, offers Advanced Placement® course work and exams in addition to regular 

coursework and about 23% of students take advantage of this.  Based on state testing, 

approximately 26% of students are at least proficient in math and 25% are at least 

proficient in reading. The student body is approximately 52% male and 48% female.  
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Minorities make up approximately 31% of the student body and 52% are economically 

disadvantaged.  The teacher to student ratio is 17:1. 

Madonna High School is in what is thought of as a “bedroom community” 

adjacent to the city where Trader University is located.  There is not a lot of industry in 

the town, and even though the school met the requirements for economic disadvantage 

for the WWF, the community is considered more affluent than the other schools that were 

used for field placements.   

Madonna is the only public high school in this county, but there are other private 

school options for families to choose from.  Most of the teachers that work at the school 

also live in the community, and many graduated from the school themselves.  The 

leadership at the school is very strong, all the departments within the school are cohesive, 

and there is a strong push for data driven instruction throughout the school, as is 

evidenced by an entire room being dedicated as the “data room”. 

Mentor Teachers 

Both Bolt County and Madonna each had three Mentors participating in the WWF 

program at Trader.  All six were sent initial email invitations to be interviewed as part of 

this study as well as two follow up reminders.  Three of them responded as being willing 

to participate: Ms. Giblet, Mr. Bergen, and Dr. Pilgrim (pseudonyms).  

Ms. Giblet is a Science teacher at Bolt County High School.  In addition to her 

instructional duties, she is also a faculty advisor for the Science Club whose purpose is to 

develop members’ understanding and use of science and publicize the prevalence of 

science and technology in everyday life.  Planned projects for the club include 

beautification of the new school building by purchasing and planting different plant 
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species, developing a biological/ecological walking trail around the campus, identifying 

and cataloging plant and animal species along the trail, developing an outdoor teaching 

area, and continued participation in, and support of, the school’s involvement in Science 

Fair and Science Quiz Bowl. She has previously won the award for Science Teacher of 

the Year in her state and has presented regularly at local and state conferences.   

Ms. Giblet is an engaging teacher who makes Science a “hands-on” experience as 

much as possible.  Teaching is truly her vocation, and even though she has been offered 

chances to move into teacher coaching or administration she has said that she doesn’t 

want to leave the classroom.  She is someone that is collegial, has an open disposition, is 

humble, and has previously demonstrated how to use a co-teacher effectively in her 

classroom.  Ms. Giblet is viewed by many in the community as a great teacher to learn 

from. 

Dr. Pilgrim teaches Mathematics at Madonna High School and is part of the 

leadership team there.  She is highly respected by faculty and students at the school. She 

is a graduate of Madonna High School and completed her B.A. in Mathematics at Trader 

University, her M.Ed. in Instructional Technology at a nearby State College, and her 

Ph.D. in Curriculum & Instruction from Trader University.  Dr. Pilgrim spent her first 

two years teaching mathematics at a nearby high school and returned to Madonna High 

School nine years ago. 

Dr. Pilgrim is a very structured teacher and is someone who “knows what she 

thinks” which can make it hard to change her mind.  In many situations, this is an 

admirable trait, but in a mentoring situation it can cause conflicts.  She strongly believed 

in the importance of relationships and communication, an appropriate context for 
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learning, modeling best practice, and instilling professionalism and a desire for self-

improvement.  However, Dr. Pilgrim also put the onus of asking for help with a problem 

or situation on the Fellow, and expected him/her to have a work ethic like her own. She 

was initially hesitant to participate in this study due to her feeling that she and her Fellow 

did not have a good experience due to personality and style clashes between them.  

However, she was urged to participate because of this, so that a complete picture of the 

case under study could be compiled. 

Mr. Bergen teaches Mathematics at Madonna High School.  He is currently in his 

seventh year in education and his fourth year at Madonna High School. He is a graduate 

of Madonna High School and was the salutatorian of his class.  Mr. Bergen went on to 

receive an Associate of Arts degree in History, a Bachelor of Arts degree in History, and 

a Master of Arts degree in American History. He further went on to receive a Specialist 

degree in Secondary Education in 2015. 

Mr. Bergen began his teaching career in 2011 as a Math teacher at another school 

in the state where he taught for three years. At this school, Mr. Bergen also served on the 

Principal's Council, Scheduling Committee, and as a coach for the Academic Team. At 

Madonna High School, Mr. Bergen has served as Academic Team coach, Vice-President 

of the state’s Academic Team Association, member of the state’s Council of Teachers of 

Mathematics, Assistant Coach for Tennis, and as a local teacher mentor. Mr. Bergen is 

also a member of the state’s Professional Association of Educators.  Furthermore, Mr. 

Bergen's wife is an alumnus of Madonna High School.  

Mr. Bergen was a very committed Mentor who attended every meeting and 

training that Trader University offered.  He has a very laid-back personality and he and 



 

78 

 
 

his Fellow meshed well together personally.  Mr. Bergen enjoyed using social media to 

promote what was happening in his classroom, and he and his Fellow would often 

“Tweet” out images and messages from the classroom.  

I chose to study the inaugural cohort of ten Fellows from Trader’s WWF program, 

which had eight females and two males.  Nine of the Fellows were between the ages of 

22 and 29, with one being between the ages of 30 and 39.  Two of the Fellows were 

African American, one was biracial, one was Asian, and six were Caucasian.  Five of the 

Fellows were preparing to be Science teachers and five were preparing to teach 

Mathematics. 

All ten Fellows were sent an initial email solicitation to their Trader student email 

as well as a follow up email to their personal account asking for participation in an 

interview, and three responded: Lyra, Shibra, and John (pseudonyms). 

 Lyra is a female, single mom, of Asian descent who was preparing to be a high 

school Mathematics teacher.  She already possessed a Master’s degree and was 

previously working in a laboratory before starting this program.  She did not attend high 

school in the United States, so her clinical placement was a bit of a shock to her. Lyra is 

very quiet and often found it difficult to share her true thoughts and feelings.  University 

faculty felt that Lyra seemed confused throughout the program and did not seem to 

realize that even though she was a student in the WWF program, she was also being 

groomed to be a teacher.  Lyra struggled with taking on the role of an authority figure in 

her placement and had trouble empathizing with her students.    

Lyra was placed in Dr. Pilgrim’s classroom, and simple daily conversations with 

students and with Dr. Pilgrim were difficult for her.  Trader considered moving Lyra to a 
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different placement mid-year because it didn’t seem to be a good fit between her and Dr. 

Pilgrim, and the students were making fun of her.  But, Lyra was reticent to go 

somewhere else and start over, so she was allowed to stay.   

 Lyra’s personal life was a bit of struggle throughout the experience.  Prior to 

enrolling in the program, she was living and working in another state.  Due to the rigor 

and time commitment of this program, she quit her job, arranged for her parents to care 

for her son, and moved near campus.  Due to these pressures and commitments, there was 

a sense that she couldn’t quit the program even if she was unhappy, as her family was 

doing so much to make this happen for her.   

However, her work ethic throughout the program was questionable.  She seemed 

to struggle with keeping up with lesson planning and coursework.  Lyra was given 

explicit advice on multiple occasions as to how to improve or make the situation at her 

placement better, but she appeared to either be unable or unwilling to overcome her 

insecurities and enact the advice. Currently, as part of her requirement to teach for three 

years after finishing the program, she is employed by one of the partner schools in the 

same city as Trader, but in interviews she has expressed great dissatisfaction with the job. 

 Shibra is an African American female preparing to be a Science teacher.  She was 

the oldest student in the cohort, already had two degrees, and was an Army veteran.  Prior 

to joining this program, she was working as a civilian at an Air Force base.  She 

expressed a desire to be a part of this program because she felt like she had grown up in a 

similar economic situation to the students at the schools the WWF program used as 

clinical field sites, and she felt a desire to give back to them.  She was placed with two 

different Mentor teachers, one for Chemistry and one for Biology.  Throughout the 
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program, Shibra took on a feeling of not only wanting to be a teacher, but wanting to be a 

mentor to the students and inspire them to stay in school.  As an example of this, Dr. 

Scott shared that Shibra took a group of female students to see the movie Hidden Figures 

at the local theater as she thought they might find it inspirational.   

 However, Shibra seemed to have a personal viewpoint that it was “her against the 

world” and she used a lot of “cliché talk”, which appeared to be a way to hide the true 

complexity of what needed to be discussed.  Consequently, Shibra appeared to lack the 

ability to self-reflect to a level that would enact change and help her improve.  At the 

time that I interviewed her, she stated that she thought she would remain in the teaching 

profession for about ten years, but that she also had a vision to go to law school.  Several 

months later, when I was debriefing with the Program Director, she shared with me that 

Shibra had broken her contract and quit her teaching job. 

 John is a Caucasian male that had received his undergraduate degree from Trader 

University.  Prior to joining this program, he was working as a manager at a plant.  John 

stood out to the Trader WWF faculty right away as someone who could organize things 

and was good at stepping up to a leadership position.  He is soft spoken but firm, and 

known for being a “steadying force”, someone who was a leader in the cohort, but who 

“led from behind”.  He appeared to fully embrace the experience the program was 

offering, and was generally a well-rounded person.  

John ended up winning the Outstanding Fellow Award at the end of the year as he 

seemed to possess all the qualities one would want in a teacher: a good listener, a 

reflective practitioner, and someone who put his all into everything he did.  He completed 

his clinical placement at Madonna High School and was paired with Mr. Bergen.  He was 
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hired by Madonna upon completion of the program, and from all accounts, appeared to be 

very successful and happy there.  Mr. Bergen continues to be his mentor for both Trader 

University and for the school district, and both consider themselves friends as well as 

colleagues. 

 Eight faculty from Trader University who had taught in the WWF program were 

sent email invitations asking for participation in interviews as well as two follow up 

emails.  Three responded: Dr. Tatting, Dr. Kale, and Dr. Sortilege (pseudonyms).  

 Dr. Tatting is a Professor of Mathematics Education for Trader.  He holds a B.A. 

from Trader University; a M.Ed. from the University of Southern Mississippi; an Ed.S. 

from Trader University; and an Ed.D. from Georgia Southern University.  Prior to joining 

Trader twenty years ago, Dr. Tatting was an elementary school teacher and a secondary 

mathematics curriculum coordinator for an Upward Bound program.   

Dr. Tatting teaches mathematics education courses for preservice and in-service 

teachers, serves on dissertation committees, and develops and delivers professional 

learning for local teachers.  Dr. Tatting has served as a mathematics consultant to 

numerous schools, districts, and statewide organizations, and he has presented at a variety 

of state, regional, national, and international conferences.  His teaching and research 

interests include mathematics curriculum and instruction, comparative mathematics 

education, integration of mathematics throughout the curriculum, and early childhood 

education. 

Dr. Tatting is originally from the city that Trader is in, and is a quiet, confident 

person who is viewed by all who work with him as steady, caring, and genuine.  He 

became a part of the WWF program when another colleague became very ill and 
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ultimately passed away.  While the WWF program at Trader was based out of the 

university’s main suburban campus, Dr. Tatting was based out of the more urban campus 

approximately 70 miles away.  He expressed that this distance was sometimes a challenge 

as he didn’t get to spend as much time with the Fellows in their placements as some of 

the other faculty. Therefore, the Fellows didn’t have as much ease with connecting with 

him face to face outside of class.   

Dr. Kale is an Assistant Professor of Electrical & Computer Engineering at Trader 

University where he also serves as the Director of the Machine Intelligence and Robotics 

Laboratory.  Dr. Kale has a B.S. in Electrical Engineering with a Computer Science 

Option from George Washington University, and a M.S. in Electrical Engineering and a 

Ph.D. from the University of Florida. 

His primary research is autonomous mobile robotics and artificial intelligence and 

he has been a part of projects for NASA and the Office of Naval Research that included 

unmanned and autonomous vehicles, data analytics, neural networks, smart devices, and 

artificial intelligence. During the summer of 2008, he was awarded an ASEE Summer 

Faculty Fellowship to work on Mine Counter Measures using Unmanned Underwater 

Vehicles at the Naval Surface Warfare Center, Panama City Division.  Dr. Kale’s 

teaching interests are in graduate and undergraduate courses in computer engineering, 

such as digital logic, digital design, microprocessors, embedded systems, artificial 

intelligence, machine learning, expert systems, and robotics. 

Dr. Kale “caught the teaching bug” when he was in graduate school. He had 

previous experience with teaching local teachers how to use a Lego robotics program, 

and Dr. Scott wanted to pull that component into the WWF STEM program.  When Dr. 
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Kale first started to work with the Fellows he realized that they were going to be able to 

progress much faster and go deeper than typical teachers he had worked with in the past.   

Dr. Sortilege is an Assistant Professor of Science/STEM Education at Trader 

University.  She holds a B.S. degree from the University of South Carolina, an M.A.T. 

from the University of South Carolina, and a Ph.D. from the University of Georgia.  In 

addition to working with the WWF program, she teaches courses on science and STEM 

methods and assessment.   

Dr. Sortilege previously served as an Assistant Professor of Science Education at 

the University of Nevada, Reno where she was awarded the Judith S. Bible Teaching 

Excellence in Education Award.  She also taught biology for three years at a high school 

in Greenville, South Carolina.  Her research focuses on the development and preparation 

of beginning secondary science teachers and the implementation of formative assessment 

in science classrooms. 

Dr. Sortilege was in her first year at Trader when the WWF program started.  She 

served as the academic advisor for all students in the WWF program and is viewed as a 

person who is very deliberate, “does her homework”, is a voice of reason, and brings a 

solid research base to any conversation.  It is evident that she truly cares about her 

students, will go the extra mile for them, and is the “soul” of the WWF program at 

Trader.   

Data Collection 

Document analysis and interviews were used for data collection.  A key informant 

was also interviewed.  Document Analysis provided me with information about the 

context of the study as well as insights into how the Fellows perceived the mentoring that 
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they received from the Mentor Teachers.  The interviews allowed me to probe each 

participant’s thoughts, values, feelings, and perspectives to understand how the Mentor 

Teachers put their conception of mentoring into practice, how the Fellows navigated the 

process of being mentored and inducted into the profession, and the coherences and 

contradictions that existed between the mentor teachers’ and fellows’ conceptions of 

effective mentoring. 

Documents analyzed included the Trader University and Woodrow Wilson 

Fellowship websites as well as curriculum documents, presentations done by the Trader 

WWF program director, and a syllabus from one of the Methods courses.  Websites from 

each of the clinical placements were also reviewed.  Furthermore, data from a survey that 

was given to all ten Fellows at the end of the program as part of a program review 

process were shared with me. 

Originally, focus groups were intended to be used with one-on-one interviews 

used as follow-ups to enhance the depth of knowledge of the researcher.  However, it 

proved to be too difficult to coordinate schedules of most of the participants to participate 

in focus groups, and so individual interviews were conducted instead.  However, Dr. Kale 

and Dr. Sortilege did participate in their interviews together.  All but one of the 

interviews were conducted and recorded via WebEx using the audio feature only.  The 

interview with Dr. Scott, the key informant, took place face-to-face and was recorded 

using my cellular phone.  I took field notes during all interviews and used these notes to 

aid in transcription and making sense of the data. 
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Survey Data 

A modified version of the Mentoring for Effective Primary Science Teaching 

(MEPST) (Appendix C), originally developed by Hudson, Skamp, & Brooks (2005) and 

modified with permission, was given to the Fellows as part of the university’s program 

review process and the data was shared with me (Appendix D).   

Key Informant 

The director of the WWF program at Trader University, Dr. Scott, was considered 

a key informant in this study who provided context and background information so that I 

could have a firm grasp of the program under study.  A key informant is useful when the 

researcher is naïve about the program or setting under study and therefore must be 

instructed about what is actually occuring (Morse, 1991).  A key informant is considered 

a key link between the researcher and the group under study.   

Dr. Scott is the Chair of Teacher Education at the main campus of Trader 

University and is an Associate Professor of Education.  She holds a B.A. from Agnes 

Scott College, an M.Ed. from Georgia College and State University, and a Ph.D. from the 

University of Georgia.  She teaches a variety of literacy, theory, and writing courses in 

the undergraduate, masters, and doctoral programs.  Dr. Scott has been in higher 

education for twelve years and taught high school English for nine years. She has 

published in the Journal of Teacher Education, English Education, English in Australia, 

The Teacher Educator, and Qualitative Inquiry.  Her teaching and research interests 

include post-structural and socio-cultural theories of teaching and learning, adolescent 

literacy, writing pedagogy, qualitative research methods, and gender in education. 
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Interviews 

Inerviews of three university faculty, three Fellows, and three Mentor Teachers 

were used to help me understand how the Mentor Teachers put their conception of 

mentoring into practice, how the Fellows navigated the process of being mentored and 

inducted into the profession, and the coherences and contradictions that existed between 

the mentor teachers’ and fellows’ conceptions of effective mentoring. The choice to use 

interviews is supported by Perakyla & Ruusuvuori (2011) who maintain that “by using 

interviews, the resarcher can reach areas of reality that would otherwise remain 

inaccessible such as people’s subjective experiences and attitudes” (p. 529).  By using 

interviews, I was able to probe each person’s thoughts, values, feelings, and perspectives 

and elicit their version of the situation (Wellington, 2000).  Dr. Kale and Dr. Sortilege 

were interviewed at the same time, but all other interviews were conducted individually 

due to scheduling conflicts.   

Interviews can be viewed on a continuum from unstructured on the one end to 

highly structured on the other end.  The continnnum relates to the concept of how much 

control the interviewer will have over the process (Harrell & Bradley, 2009).  For this 

study, semi-structured in-depth interviews were used.  According to DiCicco-Bloom & 

Crabtree (2006), semi structured in-depth interviews are “the most widely used format 

and can occur with individuals or groups” (p. 315).   

My interview questions came from a protocol (Appendix E) I developed based on 

the survey data.  This allowed me to have a framework for questions, yet also allowed me 

to be flexible and probe participants for additional details in order to deeply delve into the 

topic and thoroughly understand the answers participants provided  (Harrell & Bradley, 
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2009; Mwalongo, 2016). All interviews were conducted using the audio feature only of 

Webex, except for the interview with Dr. Scott which was conducted face-to-face and 

was recorded with my cellular phone.   

I realized after my first attempt to analyze and write up the data that I needed 

additional background information about participants, relationships, and contexts of the 

school and the university.  A protocol was not used for this interview.  Rather, Dr. Scott 

was asked to describe the program, her involvement in it, and her knowledge and 

impressions of the schools and participants under study.   

In an effort to improve accuracy, quality data collection, and to enrich the overall 

reporting out of the reality, field notes and audio recording via Webex was used 

(Wellington, 2000).   Webex was selected due to the fact that all participants and the 

researcher were already familiar with it.  The audio recordings were then transcribed for 

further analysis using Trint, an online service that converts audio files into text.  These 

files were then checked for accuracy and corrections were made. 

Data Analysis 

 Originally, I reviewed my research questions and the purpose of the study and 

reread my literature review to remind myself of the key aspects of mentoring.   I then 

read the transcripts and coded them (Appendix F).  I attempted to analyze the data using 

the second generation of Activity Theory as my theoretical framework.  I was specifically 

looking to see what physical and conceptual tools the mentor teachers and faculty had 

used to help the Fellows obtain the object of learning to teach along with the tacit moves 

the Fellows used to incorporate those tools; the signs or coherences and tensions between 

the Fellows and the Mentors; how the rules that shaped both the program and the schools 
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affected the process; and the role that working within a community of professionals had 

on the object of Fellows learning to teach and gain induction to the profession.  All data 

were examined for themes and 120 codes were initially established which were then 

grouped into nine themes.  These were further narrowed to five final themes: Reciprocal 

Learning, Renewal of Profession, Pedagogical Practices, Coherences, and Tensions (See 

Appendix G).   

However, Activity Theory did not fit the data and the groupings felt forced.  Due 

to the fact that multiple settings were at play, it also appeared that Activity Theory was 

not the best fit.  Therefore, after reviewing the data again, speaking at length with the 

members of my dissertation committee, rewriting my research quesitons, and doing 

further research on socio-cultural theories of learning, I decided to drop Activity Theory 

as my framework and instead use Situated Learning Theory which incorpoates 

Legitimate Peripheral Participation.   

Next, I rewrote my Literature Review to incorporate the elements of Situated 

Learning Theory and Legitimate Peripheral Participation, reviewed my new research 

questions and the purpose of the study, and began the process of reanalyzing my data.   

First, I reread all of the transcripts to make sure that I still agreed with the intitial 

codes I’d used the first time.  I had initially coded each transcript using a constant 

comparitive method (Appendix G) which allowed for simultaneous coding and analysis 

(Glaser, 1965).  Even though I still agreed with the initial codes, I instead utilized 

deductive thematic anlaysis so that I could analyze the data using the existing framework 

provided by the four elements of Situated Learning Theory: Learning as Belonging: 
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Community; Learning as Becoming: Identity; Learning as Doing: Practice; and Learning 

as Experience: Meaning (Patton, 2002).   

Once I had all of the initial codes sorted into these four areas, I determined that 

Learning as Belonging: Community and Learning as Becoming: Identity matched with 

research on what it meant for participation to be considered Legitimate. In other words,  

the extent to which Fellows were treated as potential members of the teaching profession 

and permitted opportunities for learning to occur.  Learning as Doing: Practice and 

Learning as Experience: Meaning matched with what the research said meant for 

participation to be considered Peripheral: the opportunity to work within an 

approximation of full participation which included Fellows involved in mutual 

engagement with their Mentors who both engaged and provided them with a sense of 

how the profession actually works. 

Next, because the survey data and my interview protocol had been based off of 

the Hudson Five-Factor Mentoring model (Table 3) of: Personal Attributes, System 

Requirements, Feedback, Modeling, and Pedagogical Knowledge, I further grouped the 

data by those categories.  
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Table 3  

Hudson Five Factor Mentoring Model 

Personal attributes System requirements Feedback Modeling Pedagogical 
Knowledge 

 

supportive 
 

comfortable talking 

with Fellows 
 

instilling positive 

attitudes towards 

teaching 

 

assisting Fellows 
with reflecting on 

their practices to 

improve 

 

Adequate exposure to:  
 

school/district policies 

 
state/national 

curriculum documents 

 

overall aims for 

teaching  

 

evaluative discussions 
with Mentors 

 

oral and written 
feedback 

 

opportunities to 

review and discuss 

lesson plans 

 
regular observations 

of teaching 

 
receive clear 

articulations of what 

was needed to 
improve  

 

modeling good 
teaching 

 

showing a good 
rapport with the 

students 

 

displaying 

enthusiasm 

 
modeling effective 

classroom 

management 
  

being effective when 

teaching 
 

using hands-on 

materials with well-
designed activities 

 

guidance from 
Mentors on lesson 

preparation 

  
assistance with 

classroom 

management strategies  

 

assistance with 

planning and 
implementation of 

teaching strategies 

 
assistance with pacing 

and the development 

of questioning skills 
 

support for content 

knowledge 
 

strategies for solving 

teaching related 
problems 

 

opportunities to 
consider new 

viewpoints related to 

teaching 
 

learning how to assess 

student learning,  
 

use of appropriate 

academic language  

   

Based on my review of the literature, I believed that within Legitimacy, System 

Requirements aligned with Learning as Belonging: Community; and Personal Attributes 

aligned with Learning as Becoming: Identity.  Within Peripherality, Pedagogical 

Knowledge and Modeling aligned with Learning as Doing: Practice; and Feedback 

aligned with Learning as Experience: Meaning.  Therefore, I further grouped the data to 

match these categories.  The entire list of codes and categories can be viewed in 

Appendix H.   
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Based on this process, I created my own model to use and named it the Milner 

Model of Effective Mentoring. To do a final analysis of my data, I used this new model 

which incorporated the Hudson Five-Factor Mentoring model combined with elements of 

Situated Learning Theory as it relates to Legitimate Peripheral Participation (Figure 1). 

 

 

 
 

 

Figure 1: Milner Model of Effective Mentoring. 

 

 

 

This model allowed me the opportunity to precisely categorize the thoughts and 

perceptions of the three different groups of participants I surveyed: Mentor Teachers, 

Fellows, and University Faculty through a multi-layered system rather than one that was 

one-dimensional.    

Validity of Interpretation 

According to Holstein & Gubrium (2012), “methods of analysis are informed by, and 

extend out of, particular theoretical sensibilites – more or less explicit idioms of how 

narrative operates in relation to experience and society” (p. 5). Kamberelis & Dimitriadis 

(2005) concur and state that “when designing and conducting research, one should work 

hard to develop principled alignments between and among epistemological positions, 

Legitimate  
Learning as BELONGING: Community 

• System Requirements 
Learning as BECOMING: Identity 

• Personal Attributes 

Peripheral 
Learning as DOING: Practice 

• Feedback and Modeling 
Learning as EXPERIENCE: Meaning 

• Pedagogical Knowledge 
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relevant theoretical frameworks, approaches to research, and strategies for collecting, 

analyzing, and interpreting ” (p. 13).  Due to this, the data were analyzed in a way that 

supported both the epistemology of social constructionism and the Milner Model of 

Effective Mentoring.   

I sought to strike a balance between determining how the context of the settings and 

the program affected the knowledge produced, whether the relationships affected the 

perspectives, how the Fellows’ knowledge developed through the daily social interactions 

between them, their mentors, students, and faculty members, and how they created and 

enacted knowledge together through their relationships as they engaged with the world 

they were interpreting.  

Strategies that I used to increase the credibility of this study included, triangulation 

using both multiple methods of data collection and multiple sources of data, and the use 

of multiple theories to see which fit best with the data; adequate engagement in data 

collection; reflexivity; and peer review (Merriam, 2009).  Triangulation was present 

because I compared multiple methods of data collection: interviews, documents, and 

information from a key informant to see how each fared in relation to the data. I also 

collected data from people with different perspectives: Mentor Teachers, Fellows, and 

University Faculty.  Because I first analyzed the data using Activity Theory, realized that 

this did not fit the data, and then reanalyzed the data using the Milner Model for Effective 

Mentoring, credibility was strengthened due to the use of multiple theories.   

In addition, I continued to collect data until I felt that the data and the emerging 

findings felt saturated (Merriam, 2009).  I went back to the key informant after the first 

round of data analysis and collected additional data.  I also further analyzed the websites 
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of the schools and participant biographies and reread all the transcripts to ensure that I 

had captured the richness of each of the cases under study.   

My role in this study was as a nonparticipant researcher whose focus was to 

explore the perceptions of the participants regarding the mentoring practices that took 

place between Mentor Teachers and Fellows as well as the coherences and contradictions 

that existed between their perceptions (Merriam, 2009). 

Previously, I taught in both regular and special education classrooms for nineteen 

years, and served as the Coordinator of Clinical and Field Experiences in the Department 

of Education at a small private university in the Midwest for three years, as well as an 

adjunct instructor at the same university for five years.  A major portion of this position 

was to recruit, train, and oversee the Mentor Teachers who worked with the pre-service 

teacher candidates.  Due to my previous experiences, and specifically my work with the 

mentoring of pre-service teachers, I brought to this research a professional maturity and 

definite viewpoints on what I considered best practice. Currently, I am serving as the 

School Leader for a public K-5 charter school in the Midwest that is in an urban, high-

poverty setting.  Consequently, my work in this research carries with it certain 

assumptions of what qualities new teachers need to possess to be successful teachers in 

this type of setting.  While I was sympathetic to each group of participants that I 

interviewed, having at one point in time worked or been in the same position as what they 

were experiencing, to overcome this, I used open communication along with a critical 

outlook during the data analysis (Oswald, 2014).   

Furthermore, the director of the Woodrow Wilson Teaching Fellowship was 

aware of my experience in teacher preparation and mentor training and invited me to 
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explore the mentoring practices fellows received as part of the program.  While she 

helped me gain access to the participants, the fact that I do not work in either the program 

or the local school districts provided me with a more objective outsider perspective.  In 

addition, the program participants viewed me as an objective outsider. 

Finally, peer review helped to increase the credibility of this study because each 

of the three members of my dissertation committee read and commented on the findings, 

helped me conclude that the first theoretical framework did not fit the data, and then read 

and commented on the findings again.  In addition, a retired friend and former colleague 

with a Ph.D. in Education read and commented on my findings and provided feedback.   

 To ensure consistency of my findings, I used an audit trail to determine if my 

results, given the data collected, made sense and were consistent and dependable 

(Merriam, 2009).  I thoroughly described how the data were collected, how codes and 

categories were determined, and how I made decisions throughout the process. 

Supporting evidence for each of the stages can be found in the appendices.  In addition, I 

made sure to disclose how I first used one theoretical framework, analyzed and wrote up 

my findings, determined that the data did not fit the framework, changed my theoretical 

framework, and then reanalyzed the data and confirmed that my final findings were 

consistent and dependable with the data I’d collected.  Therefore, readers should have 

confidence that my final findings illustrate the best account possible.  

 Since “the general lies in the particular” (Merriam, 2009, p. 51), readers may be 

able to take what I learned and make the determination that my findings can be 

transferred to other situations. I made sure to share rich, thick, detailed, and colorful 

descriptions of the setting and context of the study; the background and demographics of 
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the participants; the perceptions of the Mentors, Fellows, and the University Faculty 

(Merriam, 2009).   

Furthermore, I included evidence in the form of quotes from interviews, field 

notes, and my document analysis.  Finally, I attempted to utilize maximum variation by 

interviewing participants from multiple sites and multiple viewpoints.  I made sure to 

speak with Mentors and Fellows that felt that their experiences in the program had been 

both positive and disappointing.  The faculty that I spoke with had a variety of 

backgrounds and levels of commitment to the program: one had no formal training in 

teaching, but a strong background in science; one had only become a part of the WWF 

program due to the unexpected death of a colleague; and one was a member of the WWF 

program design committee. 

Limitations 

  Therefore, readers of this study must compare my information with their 

situations and decide the extent to which my findings fit their situation.  Factors that may 

have affected the results of the study that were beyond my control included the time 

necessary to fully investigate the phenomenon and my personal sensitivity, integrity, and 

bias (Merriam, 2009).  In addition, I was not able to obtain permission to interview 

Mentor Teachers from all four schools that hosted Fellows, nor was I able to interview 

Mentor Teachers and Fellows as pairs to understand fully both sides of the story in each 

specific situated setting.  However, this was overcome by having a key informant add 

additional background information and utilizing document analysis to fully understand 

the program under study.   



 

96 

 
 

While the cohort I studied spent a year together, the program had been completed 

for almost six months before I was granted permission to speak with them.  However, 

because it had been such an intense experience, all participants needed little prompting to 

recall specific and vivid details.  My key informant waited until after I had conducted the 

interviews to fill me in with background information regarding the participants so as not 

to bias my questioning. 

Summary 

In this chapter, I identified Social Constructionism as my epistemological stance, 

Situated Learning Theory, especially Legitimate Peripheral Participation as the 

theoretical framework, and case study as my methodology. Then, I provided detailed 

information about the setting and participants of the study.  Next, I described the 

collection of documents for analysis and interview data and detailed my analysis of the 

data using the Milner Model of Effective Mentoring. Furthermore, I explained the 

validity of my interpretations. Lastly, I identified several limitations of this multiple case 

study.  The next chapter will present the findings of the data analysis along with 

discussion and interpretation of those findings. 
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CHAPTER 4 

FINDINGS 

The purpose of this study was to explore the perceptions of the mentoring 

practices that took place between Mentor Teachers and Fellows as well as the coherences 

and contradictions that existed between their perceptions.  I used document analysis to 

study websites, curriculum documents, and program review data.  In addition, I spoke 

with a key informant, Dr. Scott, who provided in-depth background information about the 

program and the participants. During the interview portion of the study, I focused on 

participants’ perceptions about their views of the mentoring process and the Woodrow 

Wilson Fellowship structure.  I sought to capture the voices of Mentor Teachers, Fellows, 

and university faculty to gain perspectives on key aspects of mentoring to fully 

understand the experience.   

In this chapter, I present the findings that emerged from my thematic data analysis 

using the Milner Model of Effective Mentoring which encompasses the Hudson Five-

Factor Mentoring Model (See Table 3) of: Personal Attributes, System Requirements, 

Feedback, Modeling, and Pedagogical Knowledge combined with elements of Situated 

Learning Theory as it relates to Legitimate Peripheral Participation (See Figure 1). 

I present the findings from Mentors’ viewpoints first, followed by the Fellows, 

and finally the coherences and contradictions that existed between the two.  Data from 

the university supervisors is described in all sections as appropriate. 

The research questions for this study were: 



 

98 

 
 

1.  How did Mentor Teachers put their conception of mentoring into practice? 

2.  How did Fellows navigate the process of being mentored and inducted into the 

profession? 

3.  What coherences and contradictions existed between the mentor teachers’ and 

fellows’ conceptions of effective mentoring? 

Case of the Mentor Teachers 

Because an entry level teacher does not have a private, personal experience upon 

entering the teaching profession, three mentor teachers: Mr. Bergen (Math), Ms. Giblet 

(Science), and Dr. Pilgrim (Math), from Trader University’s Woodrow Wilson Teaching 

Fellowship program, were interviewed to gain insight into the context that the Fellows 

were in and how the Mentor Teachers put their conception of mentoring into practice to 

answer research question number one:  How did Mentor Teachers put their conception of 

mentoring into practice? 

Description of Mentoring 

Three university faculty, Dr. Tatting (Math), Dr. Kale (Science), and Dr. Sortilege 

(Science) were also interviewed as they taught courses the Fellows took at the University 

and/or supervised them in the field.  I hoped to understand the many influences that 

worked on the Fellows and what the Mentors understood to be the necessary skills that 

they needed to employ due to their unique situation.  Each Mentor Teacher interview was 

conducted individually via WebEx, was between 30 – 60 minutes in length and was audio 

recorded for transcription.  Below, I describe each Mentor Teacher’s conceptions of 

mentoring and experiences of working with a Fellow.  
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Mr. Bergen 

 Mr. Bergen teaches Mathematics and was paired with John at Madonna High 

School.  He shared that one of the main reasons he wanted to be a part of this program 

was that he saw it as a stepping stone to moving out of the classroom at some point and 

working more directly with teachers as an instructional coach.  Mr. Bergen viewed 

mentoring preservice teachers as a dynamic process that involved constant interplay 

between the mentor and the fellow through comments such as, “I made myself available 

and made sure that every time there was a question that I provided support.”  He 

disagreed with the common practice of abandoning preservice teachers, hoping that 

somehow, they will learn how to teach on their own and stated that, “I wanted to make 

sure it was a gradual process so that at the end of the year he’d be able to do it on his 

own.” This is an important comment since he went through a program that did the 

opposite.  

Furthermore, he believed that the Fellows needed opportunities to make rich 

observations and reflect on their mentors’ instructional choices in a non-judgmental 

environment. He told John that he, “couldn’t read his mind.  If he was having issues with 

things he needed to tell me.  I wasn’t going to judge or label him.”  Mr. Bergen also 

acknowledged the importance of having open and honest discussions with his fellow 

about teaching.  He explained that these discussions served to benefit John, in that he 

practiced reflecting on why instructional decisions were made, and himself, in that he 

gained a better understanding of what John understood about teaching and what he 

needed help with.  For example, Mr. Bergen stated: 

we regularly sat down and talked and I gave constructive feedback, but it was 

more of an ongoing dialogue.  If he had a question he was not shy about asking 
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something and that was important to me because that helped me figure out what 

he’s doing and it was beneficial to both of us.   

 

 The mutual learning was a key theme for Mr. Bergen in many of his comments.  

He knew he would need to share his instructional practices with John, but the time to 

reflect and improve his own teaching practice through the mentoring process turned out 

to be highly beneficial for both. Mr. Bergen also found that observation was a powerful 

tool for John, if they took the time to debrief after.  For example, he shared that, 

There were a lot of times where he’d ask, ‘Why did you do that?’.  It was very 

obvious to me why, but it wasn’t to him.  So, I told him to watch me and write 

down what I did and then he could ask me questions and I’d explain.  It gave us a 

chance to both reflect upon our teaching practices and make us both better 

teachers. 

 

This practical experience combined with reflection helped both John and Mr. Bergen 

develop adequate schemata of what was needed pedagogically, both to teach and to 

mentor.  

Without stating that he used a Gradual Release of Responsibility model (GRR) 

(Pearson & Gallagher, 1983), which is frequently used by teachers with their K-12 

students, Mr. Bergen described how he first started the experience by making sure that 

John taught “bell to bell and that he had an engaged audience.”  When he thought he had 

mastered that, he moved on to making sure that John had “defined learning segments and 

that he summarized the learning at the end.”  He wanted to ensure that John didn’t just 

talk at the students; he wanted him to “bring it around so that the students would retain 

the information.”   

  Situated modeling, coaching, and fading were therefore important to Mr. Bergen.  

He thought that John did well throughout the experience, but recognized that John 

“struggled with timing and transitions, so we worked on that a lot and I modeled it for 
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him.”  He first made explicit his knowledge and said that he gave “him a lot of strategies” 

and that whatever he “had in his toolbox” he tried to show him.  But, he also modeled the 

strategies for John in authentic activity.  For example, he shared that, “One of the big 

things I modeled was proximity and making sure that you have the attention of everyone 

in the room.”   Mr. Bergen knew he had to fade his coaching and modeling though, and 

said that, “Things that he liked he kept and things that he didn’t, he didn’t.  But, I also 

told him that he needed to develop his own style and that would only come with 

practice.”  

 Mr. Bergen believed that, as a mentor, it was his job to provide John with 

opportunities for exploration where he could try out new ideas, envision possibilities, and 

push boundaries.  Mr. Bergen described how he tried to, “present everything in a positive 

sense.” He would remind John that, “You are going to have days that you’re thinking 

why am I here? What am I doing? But that will be replaced by the positive reward that 

you have” when you know you’ve made a connection for a student.   

Furthermore, Mr. Bergen saw how the year-long clinical placement, which 

allowed John to get to know the district, and for the district to get to know John, made it 

easier for John to be hired after graduation.  He felt the program provided a “good 

stepping stone.” It helped that he was “placed in a STEM setting as that is a critical need 

in the state.  But he was able to make connections, get references, and gain experience 

and those things put all together were very beneficial for him.” 

 Mr. Bergen recognized that teaching was a very different job than John had had 

previously, and so the two discussed “how he was transitioning to an entirely different 

field with a whole different clientele.”  Mr. Bergen shared that his “number one goal was 



 

102 

 
 

that John was learning as many different strategies as possible so that he could be 

successful.”  Consequently, John could integrate his new professional self with his 

personal self and begin to build professional networks through this experience.   

Ms. Giblet 

Ms. Giblet teaches Science at Bolt County High School.  Her Fellow was not 

interviewed for this study, but Ms. Giblet’s perceptions of the mentoring experience were 

still helpful in understanding the overall context and processes that were employed.  Ms. 

Giblet viewed mentoring as an opportunity to: help her candidate grow in content depth 

and breadth; share ideas, engage in reflective practice and mutual learning; utilize a 

gradual learning progression towards full participation; improve the learning for the K-12 

students; and ensure that future generations saw not just the challenges of the profession, 

but also the joys. 

Research shows that even though novices will continue to learn their content 

while they are learning how to teach, it is imperative that they enter with solid content 

knowledge that can be further built upon (Pagliaro, 2016).  Ms. Giblet made a comment 

that illustrates this point of view and shows how even though the candidates in the WWF 

program already possessed a degree in a STEM field, her candidate needed to continue to 

build on this knowledge through the actual situated activity. It was important for her as a 

mentor to assist with this process.   

Ms. Giblet explained that her Fellow had a strong environmental science 

background, but she taught physics.  Therefore, the Fellow had to do “a lot of studying 

before she taught, and over time her knowledge grew.  I told her not to be intimidated.”   
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In addition, Ms. Giblet shared the importance of having her Fellow for an extended 

period, “she was with me for an entire year and was submerged in everything that I did,”; 

a chance to share ideas, “at lunch, we would share ideas with each other and other 

teachers,”; and reflecting on what was happening in the classroom, “during planning 

periods, we’d talk about what was happening in the classroom,” helped her candidate 

grow both in content knowledge and in pedagogical skill.  Therefore, Ms. Giblet believed 

in the power of her Fellow observing how actual teachers at various levels behave and 

talk to get a sense of how expertise can manifest itself through conversation. 

Furthermore, Ms. Giblet described a similar learning progression to what Mr. 

Bergen had described with John, and said that her Fellow, “started more teacher-centered, 

and as she gained more control of the class it became more student-centered.  By the end 

of the year she had groups that were differentiated.”  Therefore, over time she helped her 

Fellow to integrate knowledge of the students, the content, and pedagogical practices.   

Along with this, Ms. Giblet believed that the Fellows needed to focus on the K- 

12 students and use evidence to support instructional decisions.  She was impressed by 

the amount of data analysis her Fellow used to drive her instruction and stated that her 

Fellow’s, “classes at Trader required her to analyze assessments.  She gave both 

formative and summative assessments and was constantly collecting data and using it to 

improve her instruction.”   

In addition, Ms. Giblet believed that she too had benefited from the experience, 

and perhaps even more, as she said, “I got more out of it than she did!”  Ms. Giblet found 

her teaching improved by having to serve as a model which required more reflection on 

her part,  
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it made me a better teacher because I had to be that model for her.  I had to reflect 

more and really think about the choices I was making.  I really had to focus on my 

teaching strategies and I became more open.  

  

However, Ms. Giblet also knew that for her Fellow to develop her own voice and 

professional self, she had to let go of her own style and preferences sometimes.  She 

shared that her Fellow, “was different than me and so I had to let go of some of the 

control I had.”  But, she also found that the balance of the two of them working together 

made a difference for her students and said that, “I know the students benefited from it 

too because our scores were phenomenal.” 

 Finally, Ms. Giblet recognized the importance of the clinical placement setting the 

tone for a positive future in the profession and commented that her Fellow “was pleased 

with her placement because she was able to see that everyone on our teaching team loved 

their job, and absolutely loved teaching, and it gave her a passion for teaching.”  In 

addition, Ms. Giblet felt the year-long feature of the placement was a benefit. It allowed 

her Fellow the chance to build relationships with the students and develop a sense of 

belonging and satisfaction with the choice of the profession.  Ms. Giblet believed that her 

Fellow “saw that you can build relationships with students that are lasting and that helped 

her to be more committed.” 

Dr. Pilgrim 

Dr. Pilgrim is a Math teacher at Madonna High School and was paired with Lyra.  

Dr. Pilgrim was initially hesitant to be a part of the study as she said that she felt that her 

experience with Lyra was very different than what she thought others had experienced.  

However, I reminded her that it was important that all types of experiences be explored.  

Dr. Pilgrim’s concept of mentoring included a focus on relationships and communication, 
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an appropriate context for learning, trying to be a model of best practice, helping her 

Fellow develop a personal professional identity, and instilling professionalism and a 

desire for self-improvement. 

Dr. Pilgrim believed in the importance of a collaborative relationship for a 

successful mentoring experience to occur, but didn’t feel that she had this with Lyra.  She 

expressed that she wished that she and Lyra could have spent more time together before 

they were “officially paired”, as she felt that her and Lyra’s personality “didn’t mesh well 

together.”  Dr. Pilgrim mentioned multiple times that Lyra was older than her, was 

“pushing 40 years old”, and that this program was Lyra’s “third master’s degree”.  She 

felt as though they had “two completely different personalities.” 

Dr. Pilgrim also recognized that the context of the school and classroom could 

have a big impact on the mentoring experience, and that, in her opinion, the 

demographics of Madonna High School put Lyra at a disadvantage from the start.  She 

described Lyra as a “native Chinese woman” coming into a place “where nobody in the 

school looked like her. So, she already had that difficulty to overcome.”  She went on to 

say that later in the year she had a conversation with Lyra about how it was evident that 

Lyra didn’t want to be at that school and that Lyra agreed with her.   

Research shows that best practice in mentoring involves linking the mentor’s 

vision of what good teaching is to what a new teacher’s needs are.  The Mentor needs to 

be a teacher of teaching who models effective teaching practices and facilitates self-

directed adult learning (Feiman-Nemser, 2012).  Dr. Pilgrim explained that she attempted 

to help Lyra by modeling practices she found to be effective for her students, but she 
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believed that “modeling was ineffective with [Lyra] and she had a hard time finding her 

own voice as a teacher.”  

As part of the year-long placement, Dr. Pilgrim believed that Lyra needed to 

develop her own professional teacher identity.  Dr. Pilgrim said that she tried to 

encourage her, as she knew that Lyra was “very introverted” and she told her that she was 

introverted too.  But, Dr. Pilgrim also told her that “as a teacher, you have to have your 

teacher persona and your personal persona.”  But, she felt like that was a struggle for 

Lyra.  She felt that while Lyra “could do the work for the classes” at Trader, “the social 

experience” of being in the classroom and interacting with the students “was a 

challenge”. 

Dr. Pilgrim wanted Lyra to be self-directed and make the most of her year-long 

placement by learning not just from her, but the other staff members in the building too. 

However, she felt that Lyra, “rarely sought out opportunities to improve her professional 

practice.  She just wanted to check things off and complete the experience.” She went on 

to describe how she encouraged Lyra to go and observe other teachers in the Math 

department who might have personalities more like Lyra’s, but also told her, “This is on 

you, you’ve got to reach out to them, I’m not going to do it for you.  But she never 

would.”  However, out of desperation to help Lyra improve her skills, she did set up an 

observation with two different teachers for her.  Unfortunately, she reported that Lyra, 

“was seen sleeping in the one classroom and working on homework for Trader” in the 

other, instead of trying to learn something new from the experience.   

Dr. Pilgrim indicated that even her students noticed a lack of a teacher persona in 

Lyra and shared that, “One of my students told their parent that it seemed like Lyra just 
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tried to teach my lesson, but she wasn’t me.  She had a hard time finding her own voice 

as a teacher.”   

In addition, Dr. Pilgrim shared that she regularly observed Lyra, and would 

frequently share with her the areas that she felt Lyra needed to improve upon.  She 

wanted Lyra to become more self-reflective though, and not rely on her to always initiate 

the discussions.  For example, Dr. Pilgrim shared that 

if I prompted her after a lesson that didn’t work on how would she could change it 

for the next time, she would engage in some reflective practice, but if I didn’t 

force the issue she would just do it the exact same way.   

 

Furthermore, Dr. Pilgrim saw a lack of depth of preparation in Lyra.  She felt that 

Lyra “had a lot of good ideas, but she didn’t spend a lot of time figuring out how to 

execute those ideas.” Consequently, she felt that Lyra’s lessons frequently didn’t meet the 

needs of the students.   

In addition, Dr. Pilgrim wanted to help Lyra feel as though she was becoming a 

full member of the profession by becoming invested in the culture to meet students’ 

needs.  But, Lyra didn’t seem to understand this.  Dr. Pilgrim recalled that Lyra, “didn’t 

have a true understanding of how the education system really works.” She was frustrated 

that Lyra was strong in content knowledge, but didn’t appear to possess a desire to see 

her students grow.  She felt that Lyra had “potential due to her strong content knowledge” 

but felt she struggled because she needed to figure out what she wanted to “get out of 

teaching and why she wanted to be there.” 

She felt that Lyra saw teaching “as just a job that she wanted because she liked 

the content.  There was never any mention of wanting to work with students.”  She went 

on to say that Lyra, “showed no interest in getting to know the students, she only wanted 
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to have conversations about the content.” Dr. Pilgrim believed that there was emotional 

and pedagogical value in getting to know her students both in and out of the classroom.  

She wanted Lyra to embrace this belief, and get to know the students as people, but stated 

that Lyra, “didn’t go to any of their events and she showed no interest in interacting with 

them.”  Dr. Pilgrim believed that partly because of this lack of connection, “students 

didn’t like her and her classroom management suffered.” 

 However, Dr. Pilgrim also took the time to engage in some self-reflection and told 

me that, “there were things as a mentor [she] could have done differently.”  She 

recognized that her own personality, desire for control, and a perceived lack of openness 

may have contributed to Lyra’s struggles, and stated that she could have been “more open 

with communication.”  She believed that Lyra thought she “was hard-nosed and 

uncaring.”  Therefore, Dr. Pilgrim reflected that she “could have maybe been a little more 

flexible” with the things she did. While she felt that she had “been prepared the best she 

could have been theoretically, it is not until you have to share your space with another 

person that you figure out what’s going to work.”  

Discussion of the Case of the Mentor Teachers 

Above, I shared data from Mr. Bergen, Ms. Giblet, and Dr. Pilgrim’s interviews 

to describe the Mentor Teachers’ conceptions of mentoring preservice teachers.  The case 

of the Mentor Teachers also provides information about the school and classroom 

environments in which mentoring took place. Now, I will interpret my data through the 

lens of situated learning theory and the two major ideas within the theory: peripherality 

and legitimacy.  Data from interviews with the university faculty: Dr. Tatting, Dr. Kale, 
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and Dr. Sortilege are provided in this section as support for what the mentors shared 

about themselves and their Fellows. 

Situated Learning Theory - Peripherality  

Peripherality can promote or prevent articulation and interchange between 

Mentors and their Fellows due to how much Fellows are permitted full participation in 

actual practice.  If peripherality was present, Fellows would have had to be involved in 

mutual engagement with their Mentors and be provided with a sense of how the 

profession works.  The extent to which this occurred would either promote or prevent 

legitimate participation.   

Two areas that promote peripherality from Situated Learning theory include 

Learning as Experience and Learning as Doing.  Learning as Experience meant that 

Mentors and Fellows talked about the Fellows’ changing ability through the situated 

activity of Fellows working in their classrooms.  Learning as Doing required that Mentors 

and Fellows shared resources, frameworks, and perspectives to sustain mutual 

engagement.  The use of feedback and modeling, as well as growth in pedagogical 

practices and skills, would serve as evidence of these practices. 

Learning as Experience - Meaning  

The Mentors played a powerful role in the teacher education process and needed 

to be teachers of teaching as they modeled and discussed effective teaching practices with 

their Fellows.  All three mentor teachers felt that learning as experience required effective 

collaborative relationships.   
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Mr. Bergen extended John’s learning by creating a context that involved constant 

interplay between him and John.  He allowed John the opportunity to make rich 

observations and reflect on his instructional choices in a non-judgmental environment. 

Ms. Giblet helped her Fellow learn through meaningful experiences by helping 

her fellow realize that expertise can manifest itself through conversation.  However, as a 

mentor, Dr. Pilgrim needed to not only bring her extensive knowledge of the field to the 

experience, but also the ability to expose the content and strategies to Lyra by posing 

strategic questions that could help Lyra be reflective and improve.  While Dr. Pilgrim 

utilized observation to help her Fellow, she appeared to struggle with leading effective 

coaching conversations that provided feedback and criticism in a way that inspired Lyra 

to want to improve. 

Dr. Sortilege discussed the importance of modeling and learning through 

meaningful experiences and stated that, “modeling research based best practices is 

effective, but only if you are explicit about what you are doing.”  Mr. Bergen and Ms. 

Giblet seemed to understand this need to explain every decision they were making. Dr. 

Sortilege concurred by sharing that as veteran teachers, “we know what we are modeling 

and why, but if we don’t actually say it to the Fellows, they don’t necessarily pick up on 

it.” 

This focus on being explicit matches what Wenger (1998) describes regarding 

how learning occurs from both the explicit and the tacit, both what is said and what is left 

unsaid.  A focus on being explicit was also stated by Dr. Kale when he said that, “I had to 

do a lot of guiding, sometimes they didn’t see the application.”  Furthermore, Dr. Kale 
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said that, “We tried to make the link for them during courses so they understood how 

topics like robotics can fit into standards and state requirements.” 

Mr. Bergen’s comments concurred with these faculty viewpoints and the research 

which describes how modeling needs to include explicit elements such as language, well-

defined roles, and specified criteria, as well as implicit or tacit conventions such as subtle 

cues, untold rules of thumb, intuitions, perceptions, and assumptions (Wenger, 1998).  

Mr. Bergen made the invisible visible for John using models, comparisons, and 

conversations; and he provided ample opportunities for exploration.   

Dr. Tatting also touched on the concept of modeling and discussing effective 

teaching practices when he observed that he saw a “theme of unintrusive support.  

Mentors let the Fellows have some rich experiences, but they were there to help when 

needed.  The debriefing, the discussing, and the talking afterwards was so important.”  He 

also saw that being with a mentor every day was a major benefit over occasional 

observations and reflected that he “tried to do that too when [he] observed, but [he] 

wasn’t there every day like the mentor teachers.” 

 The support Dr. Tatting describes allowed the Fellows an opportunity to try out 

new ideas, envision possibilities, and push boundaries which furthered their 

understanding and background knowledge.  This was also felt by Ms. Giblet and her 

belief that her Fellow was motivated to learn because she knew it would help her 

teaching and give her the skills to deal with problems she would confront in the 

classroom.  Unfortunately, Dr. Pilgrim did not find Lyra motivated to learn which she felt 

hindered her progress.   
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According to research, what teachers understand to be the necessary skills which 

should be employed depends largely on how they approach their unique situation, and 

how they approach their situation depends on the social relationships they have been and 

continue to be exposed to (Gergen, 2009).  Dr. Pilgrim believed in the importance of a 

collaborative relationship for a successful mentoring experience to occur, but felt that her 

lack of rapport and inability to have open honest conversations with Lyra put them at a 

great disadvantage which hindered Lyra’s progress.  Both Ms. Giblet and Mr. Bergen had 

opposite experiences and described how they and their Fellows got along well and that 

the Fellows flourished in their classrooms.   

Learning as Doing – Practice 

Faculty and Mentors within a teacher preparation program should keep in mind 

that students often end up teaching the way that they were taught.  Therefore, it is 

essential that instructors model meaningful pedagogical practices and keep lecturing to a 

minimum (Pagliaro, 2016), for to be an effective teacher, a novice must become both “a 

master of content knowledge and pedagogical skills” (Kent & Giles, 2016, p. 19).   

Mr. Bergen discussed how he allowed John to try out all the pedagogical skills he 

found to be successful, but didn’t expect him to become his clone.  He wanted John to 

reflect on what worked for him and why, and only continue to use what felt right and 

improved student learning.  Mr. Bergen believed in the power of conversations and 

inquiry-based questioning to stimulate John’s professional learning in a way that was 

intrinsically motivated and self-directed.   This exemplifies the process of reflective 

practice and the research which shows that the transition to the field is boosted when 
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critical reflection is modeled, effective collaborative relationships are built, and increased 

self-efficacy and positive dispositions are honored (Henderson & Noble, 2015).   

Ms. Giblet discussed how her candidate increased her knowledge of the content 

by participating in the clinical placement, and demonstrated a gradual improvement in 

pedagogical practices because she was there for an entire year, discussed best practices 

with her and other teachers, and over time integrated her knowledge of the students and 

the content to improve student learning.   Her process for including and discussing with 

her Fellow moved past merely sharing instructional tips and instead helped her question 

and try out new ideas with scaffolded support. 

Clearly, both Mr. Bergen and Ms. Giblet tailored their instruction to meet the 

individual needs of their Fellows and impacted their development by adding to their 

knowledge and levels of awareness.  Furthermore, Ms. Giblet expanded on how learning 

to use assessment data improved awareness in her Fellow of her students’ needs and 

helped to differentiate and improve her instructional decisions and pedagogical practices.   

The promotion of both individual and collective development was demonstrated through 

Ms. Giblet and Mr. Bergen who both clearly appreciated this concept of shared 

knowledge and embraced their interactions with their Fellows and the opportunity to have 

multiple perspectives to promote learning for themselves and their students. 

Dr. Tatting appeared to embrace the concept of learning through practice when he 

commented on how he structured his coursework to be sure the Fellows knew and 

understood the standards for mathematical practice, how to embrace problem solving, 

and connect mathematics to other disciplines.  He also stated that the Fellows had 
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multiple opportunities to be observed by both the University and their Mentors and were 

provided with formative assessment and feedback that was educative, not just friendly. 

However, Dr. Pilgrim did not feel Lyra learned by doing.  She explained how 

Lyra was satisfied to just “get through” a lesson and showed no interest in getting to 

know the students and using that knowledge to strengthen her lessons.  She discussed a 

perceived lack of preparation on Lyra’s part, of her appearing to not want to be there, and 

not seeming to utilize professional learning opportunities to their fullest potential.   

Situated Learning Theory – Legitimacy 

Legitimacy allows for the stumblings and violations of newcomers to become 

“opportunities for learning rather than cause for dismissal, neglect, or exclusion” 

(Wenger, 1998, p. 101).  The form in which the Mentor Teachers provided legitimate 

access to the Fellows was highly dependent upon the characteristics of the division of 

labor in the school where each Fellow was placed (Lave & Wenger, 1991), how they 

made them feel like true members of the teaching community, and to what extent the 

Fellows were given opportunities to develop their own professional identities. 

Learning as Belonging – Community 

Feeling like one belongs to a community requires talking about social 

configurations in which the teaching profession is defined as worth pursuing and a 

Fellow’s participation is recognizable as competence.  Mr. Bergen helped John feel like 

he belonged to the community by allowing him to develop his own style, and giving him 

the confidence, support, and time to practice and make that happen.  Ms. Giblet helped 

her Fellow realize the joys and benefits of the teaching profession through exposure to, 
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and conversations with, other veteran teachers who loved their job and had a passion for 

teaching.     

Dr. Pilgrim believed in the importance of professionalism and always putting your 

best foot forward.  However, either due to her own personality and a belief in self-

motivation, or the fact that Lyra was a more mature Fellow with varied previous 

educational and professional experiences, she expected Lyra to initiate relationships with 

colleagues on her own and figure out why she wanted to be there.  Even by the end of the 

year, she felt like Lyra didn’t understand how the education system really works and still 

saw her role as just distilling content rather than also possessing a desire to work with 

students and help them make sense of it. 

In addition, one of the aims of the Woodrow Wilson program is to draw more 

qualified persons to the teaching profession, especially in Math and Science.  As Dr. 

Tatting stated, “We have a severe shortage of teachers in [our state], especially in high 

school math.  Many people are teaching who are not licensed.”  When asked if he felt that 

this program would have an impact on decreasing this shortage Dr. Tatting stated,  

I think this program will have an impact on the teacher shortage, but it’s relatively 

small.  It’s a drop in the bucket, but it’s still a drop in the bucket because these 

Fellows are so strong and so devoted to their calling that perhaps they will be able 

to influence other people into the field a year or two from now as they become 

teacher leaders. 

 

Clearly, in Dr. Tatting’s opinion, this program was in fact preparing not just adequate 

teachers, but teacher leaders who could in turn influence others to join the profession. 

Along these same lines, Dr. Sortilege felt that,  

Regardless of the relationship with the mentor, that mentor was there every day to 

provide feedback.  The Fellows had the support they needed to learn, improve, 

and be successful.  Those things are absolutely necessary in any profession for 

someone to be successful and stay motivated to be in that profession. 
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The triad of support between the university supervisors, and mentor teachers is key.  

Hopefully, this means that the graduates of this program will remain in teaching long 

term, which would also help reduce the teacher shortage.   

To help Fellows feel like members of the community they needed intensive 

opportunities for instructional practice that was shared with other members of their social 

group. The yearlong placement was helpful for providing this opportunity for full 

immersion into the community and is described by Dr. Sortilege when she stated that,  

Having a year-long clinical placement, where they are in a school all week for an 

entire year, even though they aren’t a paid employee with all the pressures, they 

are still exposed to the culture of the school and the politics, as well as any larger 

issues that may come up. They became close with the Mentor Teachers and so 

likely had many conversations on how to navigate that space.   

 

The cohort model also helped because as Dr. Tatting stated, “The group became 

like a support group for each other and it was a group they could share joys and 

challenges they were having.”  This cohort model demonstrates how if learners are 

involved in a community of practice, it helps them engage in, learn, and contribute to 

their understandings of their shared experience in real situation. 

Because Fellows also needed to develop a full appreciation for every aspect of the 

profession, Dr. Tatting discussed how he “took the Fellows to a state teachers’ 

conference and had them present” alongside him.  By participating in this professional 

activity, the Fellows were further exposed to the behaviors and belief systems of the 

teaching profession and gradually started to act in accordance with its expectations. 

Becoming a new member of the community is too complex to be discussed 

simply through goals, tasks, and knowledge acquisition and therefore, it appears the 

program was not only able to help Fellows fully understand the needs of the community 
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in which they were applying to work, but also helped them transition from preservice 

preparation to practice. 

Learning as Belonging also implies that Mentors feel as though they belong and 

are valued and that they believe that they share an equal status with education instructors.  

Dr. Sortilege commented on how Trader’s Mentor teachers are helped to feel a part of the 

higher education community and a valued member of the triad of influence on the 

Fellows’ growth when she stated that, 

our relationship with our Mentor teachers is valued.  The connection we maintain 

with them by inviting them to Trader to participate in professional development 

opportunities, pay for substitutes, provide detailed information about the program, 

and get feedback from them allows for respect to go both ways. 

 

Learning as Becoming - Identity  

Mr. Bergen embraced the identity building process, which is a crucial piece of 

induction.  Gaining a professional identity requires a shift in personal mindset through 

learning, and the creation of a personal history of becoming a member of the teaching 

community. This process means that Mentors must feel comfortable talking with Fellows, 

instill positive attitudes towards teaching, and assist Fellows with reflecting on their 

practices to improve.  Mr. Bergen routinely described how he wanted John to feel 

supported, but also able to teach on his own by the end of the year by developing his own 

style.  Ms. Giblet, over time, helped her Fellow integrate knowledge of the students, the 

content, and pedagogical practices to create a teaching style that matched her personality, 

but also improved student learning. 

Unfortunately, Dr. Pilgrim didn’t feel that Lyra had formed a personal identity as 

she seemed to have a hard time finding her own voice, and did not seek out opportunities 

to improve.   
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When asked about the impact the program had about impacting Fellows’ views of 

teaching, Dr. Sortilege stated that: 

They don’t always know what they’re getting into, but they have a strong desire 

to work with children and to have an impact in the education system.  A lot also 

come with strong identities that help support the vision they have for who they 

want to be as teachers. 

 

Therefore, the program helped to socialize the Fellows into the profession as someone 

who belongs and can cope with the dynamic nature of today’s educational world.  

Positive workplace conditions are crucial to meet a teacher’s need for assisted entry into 

professional roles, responsibilities, and school norms.   

When asked about how Fellows were helped to become reflective practitioners, 

Dr. Sortilege said that she 

started the semester by having each of them do a five-minute mini-lesson, not so I 

could assess their teaching, but to get them in the mindset of teaching so I could 

question them about what they were thinking about when they were teaching and 

what did they think their students were thinking about.  How did they know what 

their students were thinking?  How did they know whether their students had 

learned what they taught?   

 

She went on to describe how she felt this was a good way for them to realize that 

“teaching is not just thinking about themselves or the content, it’s about whether or not 

the students are engaging in the content, whether or not they are understanding, and what 

evidence you have to prove it.”  

 Furthermore, Dr. Sortilege stated that,  

every time I observed the Fellows in the field, I debriefed with them afterwards. I 

always started with their own reflection about how they thought it went, what did 

and didn’t work, and why they felt that way.  What did they want to change, what 

did they feel was a strength, and what did they want to work on? 

 

While she felt that there was still more that could be done to help candidates improve in 

this area, the scaffolded reflective discussions did appear to help.  
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Summary of the Case of the Mentor Teachers 

Mr. Bergen believed it was his role as a mentor to provide opportunities for his 

Fellow to make rich observations and reflect on instructional choices in a non-judgmental 

environment. He saw it as a dynamic process that involved constant interplay between 

himself and his fellow. He believed in situated modeling, coaching, and fading as way to 

provide his Fellow with opportunities for exploration where he could try out new ideas, 

envision possibilities, and push boundaries. 

Ms. Giblet viewed mentoring as an opportunity to: help her candidate grow in 

content depth and breadth; share ideas, engage in reflective practice and mutual learning; 

utilize a gradual learning progression towards full participation; improve the learning for 

the K-12 students; and ensure that future generations saw not just the challenges of the 

profession, but also the joys. 

Dr. Pilgrim’s concept of mentoring included a focus on the importance of 

relationships and communication, an appropriate context for learning, being a model of 

best practice, helping her Fellow develop a personal professional identity, and instilling 

professionalism and a desire for self-improvement. 

Both the Mentor teachers and the university faculty worked together to provide 

explicit modeling and scaffolded support.  Reflective practice was a recurring theme 

which appeared to help all involved in the mentoring relationship, not just the Fellows.  

Mentors and faculty also recognized the need to move beyond just what happens in the 

classroom and engage the Fellows in all aspects of the profession to help them feel like 

full members.  
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Case of the Fellows 

Above I discussed the concept of mentoring from the perspective of three mentor 

teachers, Mr. Bergen, Ms. Giblet, and Dr. Pilgrim, from Trader University’s Woodrow 

Wilson Teaching Fellowship program.  Below, I will discuss mentoring from the 

perspective of the Fellows to gain insight into the context that the Fellows perceived they 

were in and how they navigated the process of being mentored to answer research 

question number two: How did Fellows navigate the process of being mentored and 

inducted into the profession?  

Description of Mentoring 

First, I describe my findings from program exit survey data that was shared with 

me. Next, I describe the findings from interviews of three Fellows from Traders’ WWF 

program: John (Math), Shibra (Science), and Lyra (Math).  I hoped to understand the 

many influences that worked on the Fellows and how each Fellow navigated the process 

of being mentored.  Each Fellow’s interview was conducted individually via WebEx, was 

between 30 – 60 minutes in length, and was audio recorded for transcription.  Data from 

interviews with the university faculty: Dr. Tatting, Dr. Kale, and Dr. Sortilege are 

provided in this section as support for what the Fellows shared about themselves. 

Exit Survey 

Trader University asked the ten fellows who completed the Woodrow Wilson 

Fellowship to take a survey based on the Hudson Five Factor Mentoring Model as part of 

a program review process, and the results of this survey were shared with me for 

document analysis.  The goals of the WWF program at Trader were that by the end of the 

program Fellows would be able to: 
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1. Utilize, design, and implement an interdisciplinary STEM curriculum using 

STEM reasoning modalities such as: complex adaptive systems, computational 

reasoning, model-based reasoning, quantitative reasoning and evidence-based 

claims. 

2. Develop and implement formative and summative assessment strategies 

3. Make connections among knowledge, practices, and contextual influences 

4. Engage in reflective practice and self-assessment, grow professionally, and 

develop leadership qualities 

5. Demonstrate the ability to foster relationships with colleagues and promote and 

advocate for the learning and well-being of the adolescent. 

Survey questions were related to these goals and were linked to mentoring 

characteristics that fell into five categories based on the Hudson Five Factor Mentoring 

Model: personal attributes, system requirements, feedback, modeling, and pedagogical 

knowledge.  Personal attributes related to the Mentors being generally supportive, 

comfortable in talking with Fellows, instilling positive attitudes towards teaching, and 

assisting Fellows with reflecting on their practices to improve.  System requirements 

questions asked about whether Fellows felt their Mentor had adequately exposed them to 

school/district policies, state/national curriculum documents, and overall aims for 

teaching throughout the mentoring experience.   

Questions relating to Feedback asked about whether Fellows felt they had had 

evaluative discussions with their Mentors, received both oral and written feedback, had 

opportunities to review and discuss lesson plans, receive regular observations of their 

teaching, and receive clear articulations of what was needed to improve.   
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The modeling category related to Mentors not only modeling good teaching, but 

also showing a good rapport with the students, displaying enthusiasm, modeling effective 

classroom management, being effective when teaching, and using hands-on materials 

with well-designed activities when they were giving instruction.   

Finally, the questions about Pedagogical Knowledge related to whether the 

Fellows felt that they were provided guidance from their Mentors on lesson preparation, 

assistance with classroom management strategies and the planning and implementation of 

teaching strategies, assistance with pacing and the development of questioning skills, and 

support for content knowledge.  In addition, it related to whether they felt their Mentor 

had provided them with strategies for solving teaching related problems, opportunities to 

consider new viewpoints related to teaching, learning how to assess student learning, and 

the use of appropriate academic language.   

An earlier study on mentoring science education (Hudson et al., 2005) found that 

System Requirements had the lowest scores of the five factors.  Another study of 

mentoring in writing instruction done by Hudson, Nguyen, and Hudson (2009) found that 

Personal Attributes had the highest percentages, with decreasingly lower scores for 

Feedback, Pedagogical Knowledge, System Requirements, and Modeling.   

The responses to the WWF survey at Trader University are summarized below in 

Table 4 and vary significantly from the findings of these two previous studies in that 

System Requirements and Modeling were perceived as occurring the most, while 

Feedback was the weakest attribute perceived to be occurring.   
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Table 4 

Survey Data from Fellows 

 Personal 

Attributes 

 

System 

Requirements 

Feedback Modeling Pedagogical 

Knowledge 

Percentage of 

Agree or 

Strongly 

Agree 

Responses 

 

88% 93% 78% 93% 84% 

 

 Program Goal 4: Engage in reflective practice and self-assessment, grow 

professionally, and develop leadership qualities was partially captured by the survey 

questions relating to personal attributes.  Questions here asked Fellows whether they felt 

their Mentors had been generally supportive, comfortable in talking with them, instilled 

positive attitudes, and assisted Fellows with reflecting on their practices to improve.  

Responses to these questions showed that about 88% of the time Fellows either agreed or 

strongly agreed that their mentors had exhibited these characteristics.    

  The area of System requirements was related to being exposed to school/district 

policies, state/national curriculum documents, and overall aims for teaching through the 

mentoring experience.  This related to Program Goal 3: Make connections among 

knowledge, practices, and contextual influences.  Responses here showed that 93% of the 

time Fellows either agreed or strongly agreed that they had this exposure.   

Feedback was related to having evaluative discussions, receiving both oral and 

written feedback, review and discussion of lesson plans, observations, and clear 

articulations of what was needed to improve.  These questions were related to program 

Goal 4: Engage in reflective practice and self-assessment, grow professionally, and 

develop leadership qualities; and Program Goal 5: Demonstrate the ability to foster 
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relationships with colleagues and promote and advocate for the learning and well-being 

of the adolescent.  Responses here indicated that Fellows agreed or strongly agreed that 

they had received these qualities 78% of the time.   

Modeling had to do with mentors not only modeling good teaching, but also 

showing a good rapport with the students, displaying enthusiasm, modeling effective 

classroom management, being effective when teaching, and using hands-on materials 

with well-designed activities.  These questions correlated with Program Goal 1: Utilize, 

design, and implement an interdisciplinary STEM curriculum using STEM reasoning 

modalities such as: complex adaptive systems, computational reasoning, model-based 

reasoning, quantitative reasoning and evidence-based claims; and Program Goal 5: 

Demonstrate the ability to foster relationships with colleagues and promote and advocate 

for the learning and well-being of the adolescent. Responses here indicated that Fellows 

agreed or strongly agreed that their mentors had done this 93% of the time.   

Program Goal 1: Utilize, design, and implement an interdisciplinary STEM 

curriculum using STEM reasoning modalities such as: complex adaptive systems, 

computational reasoning, model-based reasoning, quantitative reasoning and evidence-

based claims and was related to the questions about pedagogical knowledge such as 

Fellows feeling that they were provided guidance with lesson preparation, assistance with 

classroom management strategies and the planning and implementation of teaching 

strategies, assistance with pacing and the development of questioning skills, and support 

for content knowledge.  In addition, the survey questions asked about whether Fellows 

felt that they were provided strategies for solving teaching related problems, 

opportunities to consider new viewpoints related to teaching, learning how to assess 
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student learning, and the use of appropriate academic language which was related to 

Program Goal 2: Develop and implement formative and summative assessment strategies.  

Responses to these questions showed that Fellows agreed or strongly agreed that they had 

experienced this only 84% of the time. 

Based on these findings, it appears that the WWF program at Trader had a strong 

match between program goals and perceived program outcomes for Goals 3 and 5: 

Making connections among knowledge, practices, and contextual influences and 

Demonstrating the ability to foster relationships with colleagues and promote and 

advocate for the learning and well-being of the adolescent.  Program Goal 4: Engage in 

reflective practice and self-assessment, grow professionally, and develop leadership 

qualities appeared to have the biggest misalignment, mainly due to Fellows not feeling as 

strongly as having been regularly provided with meaningful feedback such as having 

evaluative discussions, receiving both oral and written feedback, review and discussion 

of lesson plans, observations, and clear articulations of what was needed to improve.   

Participants in the induction process typically value programs that provide 

opportunities to: build social relationships; network with other professionals; be exposed 

to positive teaching experiences which produce career optimism; become an insider in a 

safe environment; develop confidence; and have professional learning supported as a 

lifelong activity.  As Eames (2016) reminds, teachers are not born with pedagogical 

knowledge (knowledge of subject content, curriculum and assessment), therefore the 

Fellows needed to acquire the teaching skills needed to become experienced 

professionals.  
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John 

John was paired with Mr. Bergen in his mathematics classroom at Madonna High 

School.  John already held a bachelor’s degree in chemical engineering from Trader 

University and was previously working as a manager at a plant.  He ended up winning the 

Outstanding Fellow Award at the end of the year as he seemed to possess all the qualities 

one would want in a teacher: a good listener, a reflective practitioner, and a reactor.    

John shared that the mentoring experience allowed him the opportunity to have regular, 

ongoing supportive conversations with a knowledgeable veteran.  He felt like he had the 

freedom to think outside the box and try new things, and that he had been provided with 

timely, specific feedback.  Furthermore, he found that relationships with his cohort of 

fellows, his high school students, and the other teachers in the school were important for 

his overall success.    

John told me that early in the program he recognized that his content knowledge 

alone was not going to be enough to make the shift from user a user of knowledge to a 

facilitator of knowledge.  He shared that he felt like, “Just because I know how to do 

something doesn’t mean I know how to teach something.”  He knew that his existing 

content knowledge was a benefit, but that he also needed more.  John stated that, “I came 

in with strong content knowledge, but from a different perspective.  Some of the content I 

hadn’t seen in years.  But, I was able to apply my engineering content knowledge to make 

some interesting problems for the students.” 

John went on to describe how initially, Mr. Bergen did not appear to be using 

much variety in his pedagogical practices.  He said that, “in the beginning, we started out 

with a lot of how I was taught in high school, direct lecture.”  However, after they got to 
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know each other a bit, they started to try out some of the co-teaching strategies they had 

been taught to use by Trader.  John commented that, “we tried some different co-teaching 

strategies and we started putting students into small groups and using some self-guided 

learning.”  In addition, John recalled how Mr. Bergen would specifically model a skill 

that he was trying to improve upon.  John said that, “if I was trying to work on something 

like time management or a teacher look, he’d emphasize that when he was teaching so I’d 

get a picture of what it’s supposed to look like.”   

John stated that the direct observation of these skills, along with “conversations 

about different strategies” allowed them both the chance to “think outside the box and try 

things we hadn’t done before.”  This freedom to explore, to see what worked and what 

did not, was important to John.  He felt that the most important thing about Mr. Bergen 

was that he was “flexible and willing to let me try new things.” However, he also felt like 

if he “needed help, Mr. Bergen would help [him] out and talk about how he’d taught the 

topic before” and how they could merge that with what John wanted to do so that it was 

successful. 

Within this context of freedom and exploration, John also discussed how 

meaningful engagement and feedback helped him improve his practice.  John disclosed 

that Mr. Bergen “pointed out what I did right or wrong and gave me ideas that I might 

want to try.  He gave me very pointed, specific, and immediate feedback.”   

However, merely practicing pedagogical practices was not enough to make the 

difference in student learning.  John also felt that he needed to build positive relationships 

with students to improve their learning.  John commented that, he felt like he, “became a 

better teacher because of the relationships [he] made with students.”  He went on to 
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describe how he “tried to find something they were interested in to relate the lesson to.”  

John recognized that content and strategies are important, but a teacher also needs a 

persona that draws students in.  He said that he believed that, “Content knowledge is 

great, but you have to be able to be personable and meet those students where they are, 

because as a teacher you have the power to impact hundreds of kids a year.” 

Relationships were important on the professional side of the induction process as 

well.  John said that he believed that his rapport with Mr. Bergan, the other teachers, and 

his cohort members made a big difference to his overall success.  In general. he believed 

that the WWF program at Trader “was such a positive experience.” John attributed this to 

the fact that he “had so much rapport” with Mr. Bergen, “the faculty at Trader, and the 

staff at the school, but what helped me most was that I had a group of people going 

through the same thing with me.” 

Coming previously from the business world, John believed that one of the most 

powerful classes he had at Trader was the one that attempted to explain “what would 

really be expected of us as teachers and how schools really work.”  All in all, John truly 

believed that he had a calling to teach.  He further commented that, “This is what I was 

supposed to do.  The impact you can make is worth it.”  

Shibra 

Shibra was preparing to be a Science teacher and worked with two different 

Mentor Teachers, one for Chemistry and one for Biology.  She believed that the 

experience of being mentored allowed her to feel like a professional, receive timely 

feedback, reflect upon it, transform, and ultimately help to improve the lives of her 

students by furthering their education. 
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Shibra felt that her Mentor Teachers and the school administration helped her feel 

like a valued member of the teaching community by treating her like a professional from 

the start.  She said that she was given the “employee handbook, district pacing guides, 

and the state standards.” Her Mentor Teachers then worked with her to understand the 

guidelines and procedures.   

In addition, Shibra felt that she learned from the clinical experience and working 

with her Mentor Teachers that as a teacher she needed to “transform what [she] knew to 

what they need” and commented that, “I kept a journal and my mentor helped me put 

those words into actions.”   

Shibra believed in the power of the joint practical experience when she stated, 

“The kids feed off what you do.  I tried to model respect and both of my mentor teachers 

did that for me as well.” Furthermore, she commented on how her Mentors helped her 

skills grow by helping with “getting the content down,” “learning how to make 

connections with students,” and helping her improve her instructional practices through 

“formative assessment every day.  This was the best for me because I got same day 

feedback.  It helped me with my growth mechanisms.”  She further believed that the 

assessments Trader used helped her to know that as a teacher “someone would be holding 

us accountable for what we do.”  That helped her to really think about her instructional 

choices and work to improve her practice.   

Ultimately, Shibra believed that her role as a teacher was to do more than just 

help her students learn the content.  She said that she, “wanted to change lives” and she 

felt that students could be empowered through education.  Shibra discussed how she 

believed that students needed to learn responsibility and accountability in her classroom 
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and shared that, “If we are making students college and career ready, we have got to put 

students in positions where they are held accountable for what goes on” in the classroom.   

In her words, “It’s not where you come from, it’s where you end up.”  Shibra 

believed that her life had changed “due to education” so one of the major reasons she 

wanted to participate in the Trader program was so that she could “give back to my 

community.” In addition, Shibra believed that Trader’s WWF program opened her “eyes 

to the opportunities of teaching in schools where a lot of people wouldn’t want to go.”   

Lyra 

Lyra was paired with Dr. Pilgrim in her mathematics classroom at Madonna High 

School.  Lyra found the mentoring experience to be very different from what she had 

envisioned it would be.  She had a hard time making a connection with Dr. Pilgrim, and 

she felt that they struggled to work together throughout the year-long placement.  In 

Lyra’s opinion, this was largely due to a lack of rapport and communication between the 

two of them.  Consequently, the mentoring experience for her was mostly discouraging 

and disappointing.  Lyra did believe that she was provided with resources and was 

expected to assume full responsibility gradually.   

However, Lyra wished she had been provided with more specific modeling and 

explanation of how to improve her overall classroom management.  In addition, Lyra felt 

that the schedule of taking classes on top of being in the classroom full time was too 

overwhelming. Consequently, she did not feel as though the coursework was beneficial 

because she had very little free time to devote to doing her best in them. 

Lyra felt discouraged from the very beginning, and said that she felt like Dr. 

Pilgrim “didn’t want [her] to be a teacher.”  She believed that Dr. Pilgrim was trying to 
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discourage her “from finishing the program.  I don’t think she thought I could be a 

teacher.”  This was largely because she recalled that Dr. Pilgrim had said to her towards 

the end of the year, “I took one look at you and I knew you would have problems with 

classroom management.” 

 Lyra also felt that the WW Foundation had not been totally honest about what she 

would experience as a teacher in a high-needs urban high school.  She recalled being 

nervous about how the students in these schools behaved, and if she would be prepared to 

handle it.  Lyra told me that during her interview (with the WW Foundation), she told 

them that she was “nervous about discipline and classroom management.”  However, she 

said that she was told that she “wasn’t going to be there to discipline, [she] was going to 

be there to teach.”  Lyra felt that the members of the WW Foundation had stressed the 

fact that they were looking for “teachers,” not classroom mangers, and she “was relieved 

to hear that at the time.”  However, by the end of the program, based on her experiences, 

she felt like she had been “lied to.”  Lyra stated that she wished she would have had an 

opportunity to “shadow a teacher before she signed up” for the program.  That way she 

might have better understood what she was getting in to.    

However, Lyra did acknowledge that there were some things that Dr. Pilgrim did 

do to support her. She said that Dr. Pilgrim was very knowledgeable with “technology 

and finding internet sites” and that was useful for finding ideas and preparing lessons.  

Lyra also felt that Dr. Pilgrim taught her about proximity and how to “always circle when 

the students are working and look at their papers.” Lyra saw this as a way to, 

“formatively assess whether students were getting it or not.”   
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But, Lyra felt that she could have used more help with questioning skills, and 

didn’t feel like Dr. Pilgrim modeled this enough for her.  Lyra explained that Dr. Pilgrim 

“kept saying that I needed to assess my questioning and use more higher order thinking 

questions instead of just attention getting, but that’s hard to do.  I wish she modeled 

questioning more to me.”  Lyra often described a process of telling rather than modeling. 

For example, because Lyra was very nervous about being able to manage a classroom on 

her own, she was hoping to learn what to do when students were not paying attention or 

participating in the lesson.  She didn’t feel that her time with Dr. Pilgrim helped her 

improve her management skills, because the students always behaved when she watched 

Dr. Pilgrim teach. 

Lyra felt that even though she “was able to observe [Dr. Pilgrim] every day,” the 

students did not act the same for Dr. Pilgrim” that they did when she oversaw the class.  

Lyra recalled thinking that when she observed Dr. Pilgrim, the students “were never 

feisty” like they were when she taught.  Therefore, Lyra believed that she “never got to 

see how [Dr. Pilgrim] handled it.”  Lyra knew that she “had a tendency to just keep on 

teaching and ignore problems.”  

Lyra was also frustrated when Dr. Pilgrim would observe her and then tell her to 

“go handle that right now.”  Lyra said that she “felt put on the spot,” and she wished Dr. 

Pilgrim “would have said come here and watch me handle this so I could see how she 

handled it and imitate her.” 

Perhaps because of this challenge with observation by Dr. Pilgrim, Lyra said that, 

“I wish I would have had an opportunity to go around and observe different schools 

instead of staying in one school for the whole year.”  She believed this would have given 
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her the opportunity to “broaden her experience.”  However, when asked if she went and 

observed other teachers within the same building, she said she had not done that because 

she “didn’t feel comfortable having a lot of interactions with the staff and the other 

teachers.” 

However, Lyra did admit that there had been a helpful gradual process with Dr. 

Pilgrim with learning how to do lesson planning.  She said that,  

In the beginning she would email me lesson plans so I could read some of hers.  

Then she would have me just write the bell ringer for the first five to ten minutes 

of the class.  Then I added the ending and finally did the whole thing. 

 

Lyra also felt that it was helpful that Dr. Pilgrim checked her lesson plans and gave her 

feedback.  She stated that, “when I wrote my own plans I emailed them to her and she 

checked them.” 

Lyra believed that the professors at Trader were very helpful when they came out 

to supervise, and that they gave her “very specific feedback” that she could use to make 

improvements.  Lyra discussed how she and Dr. Pilgrim would debrief after a formal 

observation.  She said that they “would meet and talk about how she rated me and why 

she rated me like that.  She would ask me how I thought it went.” However, she believed 

that Dr. Pilgrim only gave her a list of what was wrong with no way to fix it.  She stated 

that she felt her feedback from Dr. Pilgrim “was always very negative.”  Lyra further 

shared that they often “disagreed on how the lesson should go.” 

Furthermore, Lyra found some of the content to be a struggle, and she had to 

work to keep up with the students.  She stated that she “had to learn everything they 

learned.  I never took geometry when I was in school, I think it wasn’t required. So, the 

information was new to me.” 
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Moreover, Lyra didn’t feel like the classes she was taking at Trader, in addition to 

the clinical experience, were helpful for improving her teaching style.  Lyra stated that 

the classes at Trader “were a waste of time.  The only thing that is helpful is being in the 

classroom.  In my classes we just did a lot of reading and writing.  It had nothing to do 

with being in a real classroom.”  Lyra further went on to state that the expectations of 

taking classes and working full time in the classroom made it difficult to keep up and 

learn as much as she could from the experience.  She felt that participants in the program 

“were too busy” so she “only read about 30 percent of what was assigned to read.”  Lyra 

went on to admit that she “just did the minimum to pass the program.” 

 The WWF requires that Fellows who are accepted into the program demonstrate a 

record of scholarly and professional achievement as well as a strong commitment to 

urban or rural high-need teaching. Sadly, by the end of the experience, Lyra was totally at 

odds with this belief and stated that, “This program was a contradiction.”  In her opinion, 

the students in her classes at Madonna were so behind in academic achievement that she 

was not able to teach them at the level of rigor she was expecting.  Lyra shared with me 

that the WWF program “sought out people with strong content in math and science, but 

then put us in high-need schools where we didn’t really get to teach any strong content.  

It was a waste of my content knowledge.”  She wanted to talk deeply about math and 

engage students in deep problem solving, but felt as though she could only engage her 

students in surface level knowledge and skills. 

Based on this, I asked Lyra if she saw herself staying in the teaching profession.  

Her response was, “I really don’t know.  I’m in a contract and I don’t know if I can break 

it.  I don’t see myself teaching for ten years unless there is a dramatic change in policies.”  
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She went on to describe her current job, in a different school district, and how unhappy 

she was in that school as well.  Lyra told me that she loves math, but now her job is 

“really about classroom management.”  She also feels that the mentor she has now in her 

first year as a teacher is “too busy for me.” 

Discussion of the Case of the Fellows 

  Above, I shared data from my analysis of Trader’s exit interview survey data.  I 

also shared data from my interviews with three Fellows from the WWF program at 

Trader: John, Shibra, and Lyra to describe their perceptions of the context of the situation 

that they completed their experience in, as well as how they felt they navigated the 

process of being mentored. The case of the Fellows was necessary to answer research 

question number two: How did Fellows navigate the process of being mentored and 

inducted into the profession? 

Now, I will interpret my data through the lens of situated learning theory and the 

two major ideas within the theory: peripherality and legitimacy.  Data from interviews 

with the university faculty: Dr. Tatting, Dr. Kale, and Dr. Sortilege are provided in this 

section as support for what the Fellows shared about their experiences. 

Situated Learning Theory - Peripherality  

Peripherality can promote or prevent articulation and interchange depending upon 

how much the Fellows perceived that they were permitted full participation in the 

classrooms they were placed in.  If peripherality was present, the Fellows should have felt 

that their Mentors purposefully engaged with them in meaningful ways, and provided 

them with a sense of how the teaching profession works.  The extent to which they 

perceived that this occurred would either promote or prevent legitimate participation.   
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Two areas that promote peripherality from Situated Learning theory include 

Learning as Experience and Learning as Doing.  Learning as Experience meant that the 

Fellows believed that their Mentor Teachers had provided them with appropriate 

opportunities to grow and change through the situated activity of the Fellows working in 

the Mentor Teachers’ classrooms. Learning as Doing required that the Fellows perceived 

that their Mentor Teachers had shared resources, frameworks, and perspectives to sustain 

mutual engagement.  The use of feedback and modeling, as well as growth in pedagogical 

practices and skills, would serve as evidence of these practices. 

Engagement does not just mean involvement in an activity (such as learning to 

teach), but also includes “community building, inventiveness, social energy, and 

emergent knowledgeability that includes mutuality, competence, and continuity” 

(Wenger, 1998, p. 237).  Therefore, within Trader’s WWF program, there needed to be 

evidence of interaction, joint tasks, persons taking initiative, and a strong sense of 

knowledgeability and accountability for the Fellows to feel truly inducted into the 

profession.    

Learning as Experience - Meaning  

Full engagement requires meaningful experiences that allow Fellows the 

opportunity to talk about both their and their Mentor’s changing abilities, both 

individually and collectively, through their shared experience in the situated activity.  A 

key characteristic is a focus on P-12 students and the use of evidence and judgment by 

the Fellows within the community of practice (Burn & Mutton, 2015).  Dr. Sortilege 

touched on this when she expressed that, “making the content relevant was a major focus.  
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Fellows needed to contextualize the concepts they were teaching and not just teach them 

unrelated to anything.”   

  John felt his conversations with his mentor aided his professional learning and 

impacted his development by adding not only to his knowledge but also his level of 

awareness. John shared that the mentoring experience allowed him the opportunity to 

have regular, ongoing supportive conversations with a knowledgeable veteran.   

In addition, Dr. Sortilege shared that Fellows often expressed a desire for support 

in navigating the inconsistencies they saw between the university and the school 

placement.  It was not as simple as hearing one thing at the university and something 

opposite at the school.  “It might not have been opposite, it might just look different than 

they expected.  They don’t realize the variety that’s needed within instructional 

strategies.”  This underscores the importance of learning while providing tools useful for 

studying teaching including observation and feedback.   

Shibra agreed with John’s belief that the Mentors modeled respect and helped her 

skills grow through regular conversations and supporting her with making connections 

with students.  However, Lyra felt that she and Dr. Pilgrim struggled to work together 

throughout the year-long placement due to a lack of rapport and communication between 

the two of them.  Consequently, the mentoring experience for Lyra was mostly 

discouraging and disappointing.  Lyra believed that the feedback she received was always 

negative and that she and Dr. Pilgrim often disagreed on how lessons should have been 

structured.   
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Learning as Doing - Practice 

Fellows likely came to the program ready to learn things they needed to know and 

do to be effective in the classroom, but they also needed a situated learning experience 

that was problem-centered that would help them perform tasks or deal with problems 

they would confront later on in their own classrooms.  This required learning through 

practice and having the opportunities to talk about shared historical and social resources, 

frameworks, and perspectives with more experienced professionals.   

John learned about exemplary teaching by seeing what it looked like, talking 

about it, and experimenting with it.  He felt like he had the freedom to think outside the 

box and try new things.  

Shibra’s reflections on feedback demonstrated how teaching in silos is no longer 

acceptable practice and how receiving feedback from mentors is essential. She further 

believed that the assessments Trader used helped her to know that she would be held 

accountable for her students’ learning.  Shibra felt this helped her evaluate her 

instructional choices and work to improve her practice.   

Lyra did not feel that her experience, or the classes at Trader, had provided her 

with the practical skills she needed to be successful in her own classroom.  While she did 

acknowledge that Dr. Pilgrim had gradually eased her into learning how to prepare her 

own lessons, she expressed a desire for more specific modeling and detailed explanations 

for improving classroom management. Lyra often described a process of telling rather 

than modeling. However, Lyra did acknowledge that Dr. Pilgrim was very 

knowledgeable providing resources and websites for finding ideas and preparing lessons.   
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But, Lyra felt that the coursework at Trader was not beneficial for learning practical skills 

and she was too busy with her classroom duties to devote much time to them. 

Situated Learning Theory - Legitimacy 

It is only through legitimacy that the stumblings and violations of newcomers can 

become “opportunities for learning rather than cause for dismissal, neglect, or exclusion” 

(Wenger, 1998, p. 101).  The form in which this legitimate access is secured for the 

Fellows is highly dependent upon the characteristics of the division of labor in the school 

where the Fellow is placed (Lave & Wenger, 1991). 

Learning as Belonging - Community  

Legitimacy therefore requires talking about the social configurations in which the 

teaching profession is defined as worth pursuing and a Fellow’s participation is 

recognizable as competence.  John discussed how he was observed by the administration 

of the school several times throughout the year-long placement and how he always felt 

like the principal was open and responsive to any questions he had.  He also recognized 

the importance of considering the P-12 students as part of the community.  This inclusion 

of a focus on P-12 students within a community of practice certainly further legitimized 

the experience.   

Teacher preparation programs that are most successful add elements of a cohort 

based learning community (Drake et al, 2011).  John felt that the opportunity to be 

engaged with a tight knit learning community provided occasions to listen, think deeply 

and actively participate in discussions that furthered a sense of belonging and 

competence.  He believed that relationships with his cohort of fellows, his high school 

students, and the other teachers in the school were important for his overall success.    
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Shibra shared John’s views on feeling welcomed and believed that her Mentor Teachers 

and the school administration helped her feel like a valued member of the teaching 

community by treating her like a professional from the start.   

Lyra had the opposite opinion and shared that she felt discouraged from the very 

beginning, and that she didn’t believe her Mentor Teacher wanted her to be there. She 

also admitted that she did not make much effort to get to know or learn from the other 

teachers in the building because it made her uncomfortable.   

Moreover, successful induction programs typically rely on common assessment 

frameworks that merge learning about practice with being in practice.  Dr. Sortilege 

confirmed that this was important to the Trader program when she commented that, “We 

had observation forms that were modeled after the state evaluation system and we made 

that connection for them.”  This integration at the novice level can promote application to 

the entry point of their careers. 

Learning as Becoming - Identity  

The formation of a professional identity requires Fellows to change through the 

creation of personal histories to become a member of the teaching community. John felt 

that he had been given the opportunity to understand all that would be expected of him as 

a teacher. He graduated from the program believing that he had a calling to teach.   

Furthermore, Shibra’s professional identity was strongly influenced not only by 

how she saw herself, but by how she could support society. She believed strongly in life 

skills such as responsibility and accountability and worked to instill them in her students. 

Lyra ended the program feeling as though she had been lied to about what she 

was really getting into and wished she would have had an opportunity to observe in 
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classrooms to understand what it really meant to be a teacher before she agreed to take 

part in the program. Lyra graduated from the program and entered her first year as a 

teacher believing that teaching was a waste of her content knowledge. 

Summary of the Case of the Fellows 

John and Shibra felt that their mentors provided them with a strong sense of 

knowledgeability and accountability so that they could experience what they needed to 

feel truly inducted into the profession.   These two also felt they had been provided with 

meaningful experiences that allowed them the opportunity to talk about both their and 

their Mentor’s changing abilities, both individually and collectively, through their shared 

experience in the situated activity.  John and Shibra therefore, learned through practice 

and having the opportunities to talk about shared historical and social resources, 

frameworks, and perspectives with more experienced professionals.  Lyra felt like her 

relationship with Dr. Pilgrim restricted her ability to learn through experience. 

Unfortunately, Lyra ended her year feeling dissatisfied and lied to. 

Cross Case Analysis 

In the two previous sections, I discussed the perceptions of the Mentor Teachers 

as to how they felt they put their conception of mentoring into practice, and the 

perceptions of the Fellows as to how they felt they navigated the process of being 

mentored and inducted into the profession, to address research question one: How did 

Mentor Teachers put their conception of mentoring into practice, and two: How did 

Fellows navigate the process of being mentored and inducted into the profession?  In this 

section, I discuss my findings from a cross case analysis of these two groups to address 



 

142 

 
 

research question number three: What coherences and contradictions existed between the 

mentor teachers’ and fellows’ conceptions of effective mentoring?  

Coherences  

Both the University Faculty and several of the Mentor Teachers found the 

experience of working with the Fellows enriching for their own professional 

development.  Mr. Bergen commented that, “It gave us a chance to both reflect on our 

teaching practices and make us both better teachers.”  Ms. Giblet agreed and stated that, 

“The experience made me a better teacher because I had to be that model for her.  I had to 

reflect more and really think about the choices I was making.”  Dr. Kale saw that having 

a Fellow work with a veteran teacher provided some reinvigoration and commented that, 

“I know of incidents where the Fellows excited the mentor teachers.”  Dr. Tatting 

concurred that learning was occurring on both sides of the coin and stated, “It’s a two-

way situation as far as the support goes and the learning.”   

In addition, the year-long placement was viewed by both Mentors and Fellows as 

a benefit.  John stated that, “This is a very good program due to the whole year in a 

classroom, a cohort of others who are doing the same thing, and phenomenal pairings 

with mentor teachers.”  Dr. Sortilege concurred and stated that, “The year-long placement 

exposed them to the culture of the school and school politics and any larger issues that 

sometimes come up.  Because they were close with their mentor teachers they could have 

conversations on how to navigate this space.”  Therefore, the year-long placement was an 

integral component in the learning process for the Fellows. It provided them with 

experience in the real world of teaching and an opportunity to practice skills. This 
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opportunity to transfer theory into practice is an essential component for success in 

teacher preparation.   

According to Ball & Forzani (2010), universities must create a system which 

ensures that teachers not only have the professional skills to enter the profession, they 

must know how to use them in a range of contexts.  Furthermore, they must include 

“official program goals and some kind of assessment or evaluation” (Strong, 2009, p. 5) 

in order to truly be effective.  John and Shibra entered the profession feeling confident 

that they had been provided with the skills they needed.  The survey data showed that the 

majority of the Fellows perceptions did match with the overall goals of the program. 

Contradictions 

Unfortunately, conflict will inevitably occur as part of the mentoring process 

because “people in the same situation know different things and speak with different 

interests and experience from different social locations” (Lave, 2009, p. 206).  However, 

this conflict should be considered an opportunity for Fellows and Mentors to explore 

disagreements; discuss whether something is worth knowing or doing; resolve what to 

make of ambiguous circumstances; and discover what to do next (Lave, 2009).  The 

interchange between conflict and collaboration is a key element for learning in practice. It 

therefore requires that Mentors and Fellows work to find a balance between the two 

(Lave & Wenger, 1991). 

Dr. Pilgrim and Lyra were paired together and both shared extensive comments 

regarding this interchange between conflict and collaboration.  Unfortunately, even 

though Lyra had been provided with a learning curriculum that had evolved from 
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participation, she was unable to achieve the targeted skill of learning to teach, even 

though her experience had been situated in an authentic activity.   

Dr. Pilgrim did not feel like Lyra was willing to put in the kind of time and effort 

that was going to be required to be an effective teacher.  The process of understanding 

how to teach must be the result of a cooperative enterprise of persons working together.  

Lyra did not appear to understand this.  Apparently, Lyra also didn’t see the need to use 

reflection to make improvements in practice that would lead to her development and skill 

as a new teacher.   

Ms. Giblet recalled a similar concern over reflective practice with her Fellow and 

said that the candidate seemed to feel like, “I finished, I made it, I survived – Let’s move 

on.” Thoughts and ideas are an important starting place, but it is only through the 

engagement and discussion of practice that novices grow.  This appeared to be a struggle 

for several candidates. 

Perhaps Lyra’s main challenge with experiencing success was a lack of clarity 

over what she was getting into.  Dr. Pilgrim felt that she was partly to blame for these 

problems and concerns, however, she recognized that personality and voice was essential 

and she tried to help Lyra develop this.   

Lyra felt like while she knew that management might be a struggle for her, she 

was expecting her Mentor to be a model for her and teach her how to handle situations.  

However, she felt like Ms. Pilgrim would just tell her to take care of situations without 

showing her explicitly first.  This misunderstanding over the interplay of teaching, 

discipline, and classroom management seemed to stem back to the very beginning for this 

pair.  There is both a sadness and a feeling of insensitivity in Lyra’s statement about 
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feeling that her content knowledge was being wasted in her placement.  Her comments tie 

back to the fact that Lyra did not appear to embrace an educational philosophy that was 

tied to the aims of the program.  Perhaps Lyra did not truly have a calling to teach or 

understand the educational context and struggles of her students.    

Dr. Tatting described that he routinely asked Fellows if they were feeling that 

teaching was their calling and therefore their desired career for the future.  He stated that 

Fellows typically answered affirmatively and further stated that he hoped that they were 

telling the truth, as in his opinion, “Teaching is a calling, and if you don’t have it, you 

aren’t going to find fulfillment in teaching.”  Sadly, with a strong focus on content and no 

expressed sense of “calling” Lyra will likely not find fulfillment in the profession. 

Summary 

In this section, I described findings relating to how Mentor Teachers put their 

conception of mentoring into practice, how Fellows navigated the process of being 

mentored and inducted into the profession, and the coherences and contradictions that 

existed between the mentor teachers’ and fellows’ conceptions of effective mentoring.    

The over-arching finding from this analysis is the notion that the Fellows learned through 

every day formal and informal interaction with their Mentor Teachers during their shared 

practices. Learning occurred through increasing social practices which were part of a 

community of practice with set rules and boundaries between the Fellows and the 

community which coincided with the concepts of Situated Learning Theory and 

Legitimate Peripheral Participation.  The situated engagement allowed the Fellows to 

develop an identity within the community, undergo a process of change, and become a 

full member by acquiring the language and knowledge of the group.   In the next chapter 
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I discuss these findings, along with their limitations, as well as implications for future 

practice and research. 
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CHAPTER 5 

DISCUSSION AND IMPLICATIONS 

Sadly, a shortage of teachers is considered a serious threat to today’s schools.  

This is partially due to declining numbers of students entering teacher preparation 

programs as well as an alarmingly high rate of teacher attrition.  It has been estimated 

that between 30% and 50% of new teachers leave the profession within the first three to 

five years (Ingersoll, 2012; Feiman-Nemser, 2012; Henderson & Noble, 2015).  

Consequently, induction programs will be most successful when they purposefully 

include strategies to meet the varied and changing needs of new teachers.  These 

induction programs will increase the chance that new teachers learn from their experience 

in ways that support best practices (Feiman-Nemser, 2012). 

Teaching is a process that includes an apprenticeship through observation, both at 

the pre-service and in-service levels (Korthagen, 2010; Martin, Buelow, & Hoffman, 

2016).  And, learning to teach requires social participation in a situated apprenticeship 

rather than mere knowledge acquisition (Campbell et al, 2014).  Newcomers to the field 

need to see what exemplary teaching looks like, talk about it, experiment with it, and 

receive regular feedback regarding their efforts.  Consequently, teacher education 

programs play a critical role in setting the stage for this to happen, and designing 

curricula that not only prepares future teachers with the knowledge and skills to enter the 

profession, but with the experiences needed to stay in the profession. 
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Therefore, the purpose of this multiple descriptive case study was to explore the 

perceptions of the mentoring practices that took place between Mentor Teachers and 

Fellows as well as the coherences and contradictions that existed between their 

perceptions.  The research questions that guided my study were: 

1. How did Mentor Teachers put their conception of mentoring into practice? 

2. How did Fellows navigate the process of being mentored and inducted 

into the profession? 

3. What coherences and contradictions existed between the mentor teachers’ 

and fellows’ conceptions of effective mentoring? 

I approached this study from a social constructionist viewpoint because social 

constructionism emphasizes the shaping of reality through socially constructed and co-

created daily experiences (Aguayo, 2016).  As well as the fact that social constructionism 

supports the belief that objective facts exist only within a relevant context; knowledge 

produces power relationships; and knowledge is derived from looking at the world from 

the perspectives of others (Kamberelis & Dimitriadis, 2005; Burr, 2015).  

The theoretical framework that grounded my study was Situated Learning Theory, 

which incorporates Legitimate Peripheral Participation.  I chose this because Situated 

Learning Theory because it bridges the view of learning as a primarily cognitive process 

versus a primarily social process (Lave & Wenger, 1991).  It was my belief that learning 

for the Fellows would therefore be an integral part of the social practice they would 

engage in and navigate with their Mentors.   The process of mentoring Fellows and 

inducting them into the teaching profession was a situated activity where the Fellows had 

to participate in a community of practice where in order to master the knowledge and 
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skills required to be considered full participants in the teaching profession (Lave & 

Wenger, 1991).   

Each of the schools that the Fellow was in represented a very specific context in 

which they had to participate based on situated negotiation and renegotiation.  Each of 

their understandings was in constant interaction with his/her experiences.  Fellows 

therefore learned (or did not learn) to teach due to a combination of processes that not 

only included knowledge, skills, and attitudes, but also experiences from the situations 

that they were engaged in, which transformed and integrated their previous knowledge, 

skills, and attitudes.   

Furthermore, legitimate peripheral participation provided me with a way to speak 

about the relations between the Fellows and the Mentors, and about the activities, 

identities, and communities of knowledge they co-created throughout the experience. I 

used it to illustrate how the Fellows’ learning was constructed through the process of 

becoming a full member of the teaching profession in a sociocultural practice, which also 

included the learning of needed skills by engaging in activities that they both agreed on, 

and had conflict with.   

I chose to study the Mentor Teachers as one case, the Fellows as a second case, 

and then conducted a cross case analysis to determine coherences and contradictions 

between the two cases.  Two field placement sites, Bolt County and Madonna High 

School, and Trader University served as the settings for this study.  Three Mentor 

Teachers, Dr. Pilgrim, Mr. Bergen, and Ms. Giblet; three Fellows, John, Lyra, and 

Shibra; and three university faculty participating in a Woodrow Wilson Fellowship 
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(WWF) program at Trader University, Dr. Kale, Dr. Tatting, and Dr. Sortilege were the 

participants in this case study. 

I used document analysis to study websites, curriculum documents, and program 

review data; spoke with a key informant, Dr. Scott, who provided in-depth background 

information about the program and the participants; and I interviewed the nine 

participants individually via WebEx.  Throughout the data collection and analysis phases, 

I sought to capture the voices of Mentor Teachers, Fellows, and University Faculty to 

gain perspectives on key aspects of mentoring to fully understand the experience. I took 

field notes during all interviews and used these notes to aid in transcription and making 

sense of the data. 

In the previous chapter, I presented the findings that emerged from my data 

during analysis using the Milner Model of Effective Mentoring which encompasses the 

Hudson Five-Factor Mentoring model (See Table 3) of: Personal Attributes, System 

Requirements, Feedback, Modeling, and Pedagogical Knowledge combined with 

elements of Situated Learning Theory as it relates to Legitimate Peripheral Participation 

(See Figure 1). 

Mr. Bergen believed it was his role as a mentor to provide opportunities for his 

Fellow to make rich observations and reflect on instructional choices in a non-judgmental 

environment. He saw it as a dynamic process that involved constant interplay between 

himself and his Fellow. He believed in situated modeling, coaching, and fading as way to 

provide his Fellow with opportunities for exploration where he could try out new ideas, 

envision possibilities, and push boundaries. 
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Ms. Giblet viewed mentoring as an opportunity to: help her candidate grow in 

content depth and breadth; share ideas, engage in reflective practice and mutual learning; 

utilize a gradual learning progression towards full participation; improve the learning for 

the K-12 students; and ensure that future generations saw not just the challenges of the 

profession, but also the joys. 

Dr. Pilgrim’s concept of mentoring included a focus on the importance of 

relationships and communication, an appropriate context for learning, being a model of 

best practice, helping her Fellow develop a personal professional identity, and instilling 

professionalism and a desire for self-improvement. 

Both the Mentor Teachers and the University Faculty worked together to provide 

explicit modeling and scaffolded support.  Reflective practice was a recurring theme 

which appeared to help all involved in the mentoring relationship, not just the Fellows.  

Furthermore, Mentors and University Faculty recognized the need to move beyond just 

what happens in the classroom and engage the Fellows in all aspects of the profession to 

help them feel like full members. 

John and Shibra felt that their mentors provided them with a strong sense of 

knowledgeability and accountability so that they could experience what they needed to 

feel truly inducted into the profession.   These two also felt they had been provided with 

meaningful experiences that allowed them the opportunity to talk about both their and 

their Mentor’s changing abilities, both individually and collectively, through their shared 

experience in the situated activity.  John and Shibra therefore, learned through practice 

and having the opportunities to talk about shared historical and social resources, 

frameworks, and perspectives with more experienced professionals.  Lyra felt like her 
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relationship with Dr. Pilgrim restricted her ability to learn through experience. 

Unfortunately, Lyra ended her year feeling dissatisfied and lied to. 

The over-arching finding from this analysis was the notion that the Fellows 

learned through every day formal and informal interaction with their Mentor Teachers 

during their shared practices. Learning occurred through increasing social practices, 

which were part of a community of practice with set rules and boundaries between the 

Fellows and the community which coincided with the concepts of Situated Learning 

Theory and Legitimate Peripheral Participation.  The situated engagement allowed the 

Fellows to develop an identity within the community, undergo a process of change, and 

become a full member by acquiring the language and knowledge of the group. 

Implications 

 The Woodrow Wilson Teaching Fellowship structure, and Trader’s WWF 

program specifically, was in strong alignment with what the research shows is best 

practice in mentoring and induction.  Trader’s program embraced the concept that 

mentoring is a social practice that involves cooperative human activity to understand 

what is said and done in the classroom.  In addition, it sought out Mentor Teachers who 

could link their vision of good teaching with a new teacher’s needs (Kemmis et al, 2014).  

Trader recognized that its Fellows needed mentors who would go beyond being a 

friend and instead help them become effective teachers (Martin, Buelow, & Hoffman, 

2016) by moving past merely sharing instructional tips and instead helping Fellows 

question and try out new ideas with scaffoled support, refletion, and conversation 

(Stanulis & Brondyk, 2013).  These conversations and inquiry-based questioning 

opportunities stimulated professional learning and impacted the Fellows’ development by 
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adding to their bodies knowledge and levels of awareness (Henderson & Noble, 2015; 

Martin, Buelow & Hoffman, 2016).   

This type of mentoring is often termed “educative mentoring to distinguish it from 

technical advice and emotional support” (Feiman-Nemser, 2012, p. 278) and helped the 

Fellows understand learning through practice while still providing the tools they needed 

to study teaching such as observations, feedback, analyzing student work, and reflection 

(Stanulis & Brondyk, 2013).  Educative mentoring not only met the basic needs of the 

Fellows, it also offered skillfull support that improved practice and helped the Fellows 

devlop the dispostions necessary for the profession (Martin, Buelow, and Hoffman, 

2016).   

In addition, Trader’s WWF program considered the fact that because mentoring is 

such a critical component of the induction process, it was essential that those selected for 

the role were not only qualified, but also prepared for this unique opportunity (Martin, 

Buelow, & Hoffman, 2016; Goldrick, 2016).  Trader had an extensive preparation 

process for their Mentor Teachers which is unusual in typical teacher preparation 

programs.   

As was seen in this study by Mr. Bergen and Ms. Giblet, Trader sought out 

Mentor Teachers that not only demonstrated teaching excellence, but ones that could also 

articulate clearly the ‘how’ behind what they did to guide the Fellows in honing their own 

craft (Ganser, 2002; Feiman-Nemser, 2012; Goldrick, 2016).    However, not all good 

teachers make good mentors (Feiman-Nemser, 2012), and this was also evidenced by the 

experience Lyra had with Dr. Pilgrim. 
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Research shows that Mentor Teachers need to be able to be teachers of teaching 

as they play a “purposeful, targeted, powerful role in teacher education” (Stanulis & 

Brondyk, 2013, p. 19).  They must be experienced teachers who model effective teaching 

practices and are also able to facilitate adult learning.  Mr. Bergen and Ms. Giblet 

demonstrated that they had keen observation skills, the ability to lead effective coaching 

conversations and provide appropriate feedback and criticism, an enthusiasm for learning, 

and a commitment to collaboration (Ball & Forzani, 2010; Lake, 2012; Muhling, 2015; 

Martin, Buelow, & Hoffman, 2016; Goldrick, 2016).  Dr. Pilgrim certainly possessed a 

high degree of knowledge, but struggled to view the process as an educational endeavor.  

She had a strong sense of the type of teaching she wanted Lyra to develop, but had a hard 

time structuring and providing the additional guidance Lyra needed to grow and develop 

(Feiman-Nemser, 2012).  Like practice for any endeavor, the type of coaching and 

supervision that goes along with it is critical (Ball & Forzani, 2010).   

Consequently, experience and expertise in teaching are not sufficient for effective 

mentoring (Gareis & Grant, 2014).  Because the research shows that Mentors have the 

most significant influence on the complex system of teacher learning (Stanulis & 

Brondyk, 2013), a strong mentoring program must employ careful processes to select, 

prepare, and provide ongoing support for Mentor Teachers to ensure beginning educators 

will receive instructionally focused guidance (Feiman-Nemser, 2012; Goldrick, 2016).  

Trader had an intense process to recruit, train, and match Mentors with Fellows, 

but some, like Dr. Pilgrim, still had trouble merging the knowledge and skills acquired as 

a classroom teacher with the knowledge and skills required to teach how to teach 

(Feiman-Nemser, 2012).  Skills such as debriefing, co-planning, analyzing student work, 
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helping Fellows expand their thinking, and helping Fellows develop her own vision of 

effective teaching practice (Stanulis & Brondyk, 2013) were utilized by most Mentor 

Teachers and Trader Faculty and supervisors.  These practices allowed Trader’s Fellows 

the opportunity to acquire both the teaching skills and the content knowledge they needed 

to become experienced professionals (Eames, 2016).   

Trader may need to consider providing more training for Mentors in how to 

encourage “reflection and conversation as a form of legitimate peripheral participation” 

(Stanulis & Brondyk, 2013, p. 2).   While Mr. Bergen and Ms. Giblet accomplished this 

with their Fellows, Dr. Pilgrim struggled with engaging Lyra in reflection and 

conversation that resulted in positive change.  While most Fellows in Trader’s WWF 

program were provided with legitimate peripheral participation and had opportunities to 

“engage in practice alongside those who shared their goals” (Campbell et al, 2014, p. 75), 

accounts from Dr. Pilgrim and Lyra demonstrated that this was not the case for all.     

Trader’s decision to use a year-long placement aligned with the research on the 

need for Fellows to have a significant amount of contact time with their Mentors 

(Goldrick, 2016).  Th increased contact time permitted Fellows with more opportunities 

to be encouraged to develop their skill as teachers and reflect on improvements to their 

practice (Swanson & Coddington, 2016).   

Even though “emotion is an important aspect of cognition” (Li, 2016, p. 108), and 

the fact that mentors are often seen as cheerleaders and supporters (Merriam, Cafferalla, 

& Baumgartner, 2007), “emotional or psychological assistance alone is not enough” 

(Strong, 2009, p. 3).  Trader did a good job of providing Fellows with mentoring that 

resulted in a transformational journey which promoted development through a focus on 
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teacher effectiveness, student learning, and understanding local policies and procedures 

(Ganser, 2002).  This focus on quality teaching allowed both the Fellows and the Mentor 

Teachers to benefit from the experience as they both examined, uncovered, and explained 

their teaching (Swanson & Coddington, 2016).   

Both Trader Faculty and the Mentor Teachers commented on the co-construction 

of knowledge that occurred as the pairs had opportunities to create knowledge together 

(Lake, 2012).  Mentor Teachers had the opportunity to closely examine their own 

practices, share their love of teaching, and become newly energized.  Mentors and 

Fellows worked together to develop curriculum that matched their common goals and 

held each other accountable (Swanson & Coddington, 2016).   

According to the meta-analysis done by Guarino, Santibañez, & Daley in 2016, 

“Schools that provided mentoring and induction programs, particularly those related to 

collegial support, had lower rates of turnover among beginning teachers” (p. 201). 

Therefore, schools that hire graduates of the Trader program may be more likely to retain 

them due to their pre-employment experiences and the fact that Trader has committed to 

providing support for an additional three years.   

While the impact of this additional support is highly dependent upon appropriate 

matches between mentors and mentees, how much time they spend together, whether or 

not the mentor has training, and the expectations that mentors and novices have for one 

another (Feiman-Nemser, 2012), Trader’s Fellows should be less likely to leave the 

profession due to this added layer of support.  
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When learning is viewed as having a broad focus on participation, there are several 

implications that must be considered: 

1. For individuals, it means that learning is an issue of engaging in and contributing 

to the practices of their communities 

2. For communities, it means that learning is an issue of refining their practice and 

ensuring new generations of members 

3. For organizations, it means that learning is an issue of sustaining the 

interconnected communities of practice through which an organization knows 

what it knows and thus becomes effective and valuable as an organization 

(Wenger, 2009, p. 213) 

 

Therefore, additional implications for this study can be viewed in terms of for 

individuals, communities, and organizations. 

Individuals 

Fellows, and teacher candidates in general, as individuals, will learn best through 

intrinsically motivated, self-directed, explicit daily conversations and opportunities for 

inquiry-based questioning with their Mentor Teachers.  This will require Mentors who 

can provide support in a way that helps the novice connect theory and practice by making 

the invisible visible using models, comparisons, conversations, and opportunities for 

exploration. 

Communities 

For novices to feel like full members of the teaching community, they need 

intensive opportunities for instructional practice through a yearlong placement. This 

provides them with the opportunity for full immersion into the community, by being in a 

school all week for an entire year, with exposure to the culture of the school and the 

politics.  Strong working relationships with Mentor Teachers help novices with 

navigation of that space.   
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A cohort model helps as a supportive community of practice for novices to 

engage in, learn, and contribute to their understandings of their shared experience in real 

situations and allows novices a vehicle to support each other through both the joys and 

the challenges. 

Not all good teachers make good mentors.   Mentoring is a critical component of 

the induction process that requires professionals who are both qualified and prepared.  

Mentors must not only be excellent teachers, they must be caring and competent, and able 

to articulate clearly the how behind what they do. 

Organizations 

University programs that permit Mentor teachers equal status with the education 

instructors and provide them with extensive training prior to sharing their classroom with 

a pre-service teacher will promote more positive experiences for novices.  This 

connection can be done by intentionally building and maintaining strong connections 

with the Mentors by inviting them to the university to participate in professional 

development opportunities, providing detailed information about the program, and 

obtaining and using feedback from them regarding program review to promote mutual 

respect and buy in. 

Not all novices with strong backgrounds in STEM fields will automatically make 

the shift to teaching.  While strong content knowledge is a benefit, a sense of “calling” to 

teaching is key to finding success and fulfillment in the profession.  Enrollment 

interviews can try to elicit this, but programs must be willing to remove students from 

placements, or counsel them out to other majors if needed. 
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Education has the power to transform.   For the teaching profession, mentoring 

and induction can be viewed as an educational investment in its own future.  This should 

not occur by attempting to replicate veteran teachers, but rather by allowing novices to 

transform and build new professional identities that have the power to renew and 

replenish the profession (Wenger, 1998).  In this study, effective renewal and 

replenishment was evidenced by the amount of legitimate peripherality the Fellows had.  

It served to either promote or prevent articulation and interchange between the Mentors 

and their Fellows due to how much the Fellows were permitted full participation in actual 

practice.   

John and Mr. Bergen were excellent examples of how this can be done well, as 

their perceptions and reflections showed their involvement in mutual engagement and 

how John was provided with a sense of how the profession works.  Dr. Pilgrim and Lyra 

certainly showed how the opposite can happen and Lyra’s comments showed that she 

didn’t feel she’d been provided legitimate peripheral participation. 

According to Dr. Scott, working with the WWF program at Trader was exciting 

and one of the best professional experiences of her career.  She felt that it was an 

exceptional way to reconnect schools, teachers, and the university. However, it has also 

made her question how to continue to make the clinical model used in this program 

sustainable across all teacher preparation programs without the money from the 

Woodrow Wilson Foundation supporting it.  Mentor teachers were provided with 

stipends and the university paid for subs so that they could participate in professional 

development offerings.  This is atypical to what occurs in a traditional undergraduate 

teacher preparation program. 
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Furthermore, to diversify the types of candidates that are interested and able to 

afford participating in an MAT program, there needs to be more money available in 

scholarships and an opportunity to receive health insurance at little to no cost, as this was 

one of the biggest barriers for many would be candidates.  

Since “addressing challenges in teacher retention in high-need schools, also a 

critical factor in the achievement gap, is a key focus of the Woodrow Wilson Teaching 

Fellowship” (WWNFF, 2017, p. 3), a program is deemed a success if Fellows 

demonstrate an impact on student achievement and teacher persistence rates increase.   

Directions for Future Research 

This study explored the perceptions of the mentoring practices that took place 

between Mentor Teachers and Fellows as well as the coherences and contradictions that 

existed between their perceptions. To have a more complete understanding of this 

process, future research should include in depth investigations of other teacher 

preparation programs to see if the components align or converge from what was seen 

here.   

In addition, a longitudinal study that followed novice teachers for several years 

during the induction phase of their career would shed insights into whether the perceived 

best practices that were employed during teacher preparation had a long-lasting effect on 

novices both entering and staying in the profession.  

Furthermore, because student achievement is a fundamental goal and an 

increasingly important focus of teacher effectiveness, the possibilities for research on the 

clinical nature of teacher preparation programs and how that impacts student learning is a 

rich field for research opportunities. 
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Since Mentors also felt like they learned as much from the experience as the 

Fellows did, additional research is warranted to examine the effectiveness of established 

practices found in the profession and generated in the academy.  Last, the findings 

relating to motivations for entering and staying in the teaching profession provide an 

opportunity for research to better understand the factors that support commitment and 

longevity in the profession.  This may include research in ways to identify characteristics 

of those wanting to go into teaching to identify who is a fit. This will likely never be a 

perfect science, but there may be some important indicators that teacher preparation 

programs could pay more attention to.  Instead of viewing teaching as being just a calling 

that someone does or does not have, future research could examine the characteristics of 

early career teachers that choose to stay in field to see if those characteristics can be 

identified in candidates at the start of the preparation process. 
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Program of Study ~ STEM Secondary MAT 

Woodrow Wilson Teaching Fellows 

36 Total Graduate Hours 

Orientation Week: Participate in Robotics Camp with mentor teachers & visit partner 

districts. 

Summer I (11 hrs.) 

EMAT 683. Teaching Exceptional Learners (3 hours) 

EMAT 617 Foundations of Education and History of STEM (3 hours) 

EMAT 676 Adolescent Development & Learning in Context (3 hrs.) [Middle Grades 

Placement] 

EMAT 677 STEM Methods I in Context for SEC (2 hr.)    

Fall (12 hrs.) 

EMAT 678 Curriculum, Instruction, & Planning in Context for SEC (3 hrs.) [Partner 

District Year-long High School Placement] 

EMAT 679 Educational Assessment in Context (3 hrs.) 

EMAT 680 STEM Methods II for SEC (2 hr.)     

One of the following Methods Courses: 

EMAT 684 Methods for Teaching Math in Context for SEC (4 hrs.) [Partner District 

Year-long High School Placement] 

OR 

EMAT 685 Methods for Teaching Science in Context for SEC (4 hrs.) [Partner District 

Year-long High School Placement] 

All of the above courses must be completed with a B or better prior to Spring 

Semester 

Spring (8 hrs.) 

EMAT 686 STEM Methods III in Context for SEC (6 hrs.) [Partner District Year-long 

High School Placement] 

EMAT 687 Disciplinary Literacy for SEC (2 hrs.) 

Summer II (5 hrs.) 

EMAT 688 Service Learning Capstone in STEM Teaching and Learning for SEC (5 hrs.) 
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Section 1: This section aims to find out some information about you.  To preserve your anonymity, do 

not write your name.  Please circle the responses that apply to you. 

 

a) What is your gender?  Male  Female  Transgender 

b) What is your age? <22 years 22 – 29 years 30 – 39 yrs >40 yrs 

 

c) What is your content area? (Select One) 

 

a. Science 

b. Mathematics 

d) Where was your student teaching experience located? 

 Urban  Suburban Rural  

e) What type of school was your student teaching placement? 

 Public  Private  Charter 

 

Section 2: This section aims to find out some information about your mentor during student 

teaching. 

 

f) What is your student teaching mentor’s gender?  

Male 

Female 

Transgender 

g) What was your mentor’s approximate age during your student teaching experience? 

 <22 yrs  22-29 years 30 -39 yrs >40 yrs 

 

Section 3: The following statements are concerned with your mentoring experiences during your 

student teaching placement.  

 

Please indicate the degree to which you agree or disagree with each statement below by circling the 

appropriate letter(s) to the right of each statement. 

 

Key 

SD = Strongly disagree  D = Disagree   U = Uncertain   A = Agree 

SA = Strongly agree 

 

During my student teaching experience, my mentor: 

 

1.  Was supportive of me for teaching  SD  D  U  A  SA 

2.  Guided me with lesson preparation  SD  D  U  A  SA 

3.  Discussed the school/district policies with me SD  D  U  A SA  

4.   Modeled teaching    SD  D  U  A  SA  

5.  Assisted me with classroom management strategies SD  D  U  A  SA 

6.  Had a good rapport with the students   SD  D  U  A  SA 

7.  Assisted me with implementing teaching strategies 

SD  D  U  A  SA 

8.  Displayed enthusiasm when teaching   SD  D  U  A  SA  

9.  Assisted me with pacing my lessons  SD  D  U  A  SA 

10.  Outlined state/national curriculum documents to me  

SD  D  U  A  SA 

11.  Modeled effective classroom management when teaching    

SD  D  U  A  SA 

12.  Discussed evaluation of my teaching  SD  D  U  A  SA 

13.  Developed my strategies for teaching  SD  D  U  A  SA  

14.  Was effective when teaching   SD  D  U  A  SA  

15.  Provided oral feedback on my teaching  SD  D  U  A  SA 
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16.   Seemed comfortable in talking with me about teaching  

SD  D  U  A  SA 

17.  Discussed with me questioning skills for effective teaching  

SD  D  U  A  SA 

18.  Used hands-on materials for teaching   SD  D  U  A  SA 

 

During my student teaching experience, my mentor: 

 

19.  Provided written feedback on my teaching SD       D        U  A  SA 

20.  Discussed with me the content knowledge I needed for teaching  

SD       D        U  A  SA 

21.  Instilled positive attitudes in me toward teaching     

SD       D        U  A  SA 

22.  Assisted me with reflecting on improving my teaching practices  

SD       D        U  A  SA  

23.  Gave me clear guidance for planning my teaching     

SD       D        U  A  SA 

24.  Discussed with me the aims for teaching  SD       D        U  A  SA 

25.  Made me feel more confident as a teacher SD       D        U  A  SA 

26.  Provided strategies for me to solve my teaching problems   

SD       D        U  A  SA  

27.  Reviewed my lesson plans before I taught SD       D        U  A  SA 

28.  Had well designed activities for the students  SD      D        U  A  SA 

29.  Gave me new viewpoints on teaching   SD       D        U  A  SA 

30.  Listened to me attentively when discussing teaching practices   

SD      D        U  A  SA 

31.  Showed me how to assess the student’s learning    

SD       D        U  A  SA 

32.  Clearly articulated what I needed to do to improve my teaching   

SD       D        U  A  SA   

33.  Observed me teach before providing feedback  SD     D        U  A  SA 

34.  Used appropriate academic language  SD       D        U  A  SA 

  

35.  Please add any additional comments you have about the mentoring you experienced during student 

teaching. 

    

Survey adapted with permission from: 

Hudson, P., Skamp, K., & Books, L. (2005).  Development of an instrument: Mentoring for effective 

primary science teaching.  Science Teacher Education, 89(4), 657-674. Doi: 10.1002/sce.20025 
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SURVEY DATA FROM FELLOWS 
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Personal Attributes 

        

Q1 SA D A SA D SA SA A SA SA 

Q16 SA U SA SA SA SA SA A SA SA 

Q21 SA SD A SA SD A SA SA SA SA 

Q22 SA SD A SA A A SA A SA SA 

Q25 A SD A SA SD A SA SA SA SA 

Q30 A D SA A D A SA SA SA SA 
           
 

System Requirements 
       

Q3 A SA SA A D SA A SA A SA 

Q10 SA A A A A SA SA A A SA 

Q24 A SD SA SA A A SA A SA SA 
           
 

Feedback 
         

Q12 SA U A SA SA SA SA SA SA SA 

Q15 SA D SA SA SA SA SA SA SA SA 

Q19 SA U U SA SA D SA D SA SA 

Q27 A SD SA U D D SA U A SA 

Q32 SA SD SA SA SA A SA SA SA SA 

Q33 SA D SA SA SA SA SA SA SA SA 
           
 

Modeling 
         

Q4 SA A A SA A SA Sa SA SA SA 

Q6 SA D SA SA A SA SA SA SA SA 

Q8 SA U A SA SA SA SA SA SA SA 

Q11 SA D A SA A SA A A A SA 

Q14 SA D SA SA SA SA SA A SA SA 

Q18 SA SA SA A SA SA SA SA SA SA 

Q28 SA D A A SA A SA SA SA SA 
           
 

Pedagogical Knowledge 
       

Q2 SA D A A U SA A SA SA SA 

Q5 SA SD SA SA D SA SA A SA SA 

Q7 SA D A SA D SA SA SA SA SA 

Q9 SA D A SA D SA SA A SA SA 

Q13 A SD SA A D SA SA SA SA SA 

Q17 SA U SA A A SA SA SA SA SA 

Q20 A D SA A SD D SA SA SA SA 

Q23 SA SD A A D A A A SA SA 

Q26 A SD A SA SD A SA SA A SA 

Q29 SA SA SA A SA SA SA SA SA SA 

Q31 SA D SA A A A SA A A SA 

Q34 SA SA SA SA A A A A SA SA 
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1. Describe ways that you supported your candidate or that you felt supported by your 

mentor.      

2. Discuss how modeling was used to develop best practices.    

3. Discuss the development of classroom management strategies.   

4. To what extent were state/national curriculum documents used/discussed/explained? 

5. Explain the evaluation process and how it enhanced candidate development.   

6. Discuss the use of different teaching methods throughout the experience. 

7. To what extent was content knowledge strengthened/enhanced for both the mentors 

and the pre-service teachers?  

8. In what ways did the overall experience influence attitudes towards teaching? 

9. In what ways was reflective practice utilized?  What impact did that have on mentors, 

pre-service teachers, p-12 learners?  

10. Describe how the experience influenced your aims and/or confidence to be a teacher. 

11. In what ways did the program provide strategies for solving current and/or future 

teaching problems? 

12. In what ways did the program give you new viewpoints on teaching? 

13. In what ways were your abilities to assess p-12 students’ learning strengthened?  

14. Describe any barriers that hindered the development of the pre-service teacher. 
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EXAMPLE OF CODING PROCESS 
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APPENDIX G 

TABLE OF INITIAL DATA ANALYSIS 

  



 

185 

 
 

Table of Codes 

Initial 

Codes 

Two way situation, unintrusive support, time was right, financial 

support, bad relationship, discouragement, provide resources, technology 

resources, ignorant, classroom management, discouragement, 

preconceived ideas, difficult interactions, shadow, observe, confusion, 

imitate, flexibility, examples, scaffolding, specific feedback, negative 

feedback, support group, debriefing, room for growth, small groups, 

expectations, misconceptions, critical conversations, disagreements, 

narrow experience, overworked, student feedback, busy work, afraid of 

confrontation, lack of time, waste of knowledge, misled, lack of 

communication, stepping stone, made myself available, gradual process, 

co-teaching, imitation, lesson structure, timing, proximity, own style, 

similar evaluation, build rapport, supportive, informal conversations, 

formal feedback, different strategies, anticipate problems, build 

background, positive tone, can’t read mind, learn something new, why 

did you do that, make us both better, highly engaged, continued support, 

formative assessment, constructive feedback, small taste of culture, full 

immersion, stepping stone, support, open communication, cream of the 

crop, problem solving, hands on, share experiences, dispositions, 

integration, connected segments, strong vision, high anxiety, positive 

impact, anxiety, strong motivation, internally driven, joy in teaching, 

teaching as calling, strong teaching, try new things, high stress, big 

shocks, make an impact, suggestive feedback, relationships, think 

outside the box, expand horizons, co-planning, open & responsive, 

provide evidence, self-guided, ask questions, positive, confidence, meant 

to do, daily conversations, sharing, workload, rich discussions, 

excitement, inconsistencies, complex, make the link, impact, build 

foundation, self-reflection, strong candidate, strong identity, dedicated, 

passionate, make a difference 

 

Initial 

Themes 

Unintrusive support, Social Experience, Transformation, Pedagogy, 

Motivation, Barriers, Relationships, Cohort, Teaching as a Profession 

 

Final 

Themes 

Reciprocal Learning, Renewal of Profession, Pedagogical Practices, 

Coherences, Tensions 

 

 

 

 

 

 

 



 

186 

 
 

 

 

 

 

 

APPENDIX H 

TABLE OF DEDUCTIVE THEMATIC ANALYSIS 
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Table of Deductive Thematic Analysis 

Legitimacy Learning as 
Belonging - 
Community 

Shared experiences 
Peer support group 
State conference 
Embracing mentors 
Unintrusive mentor support 
High stress 
Rapport 
Positive tone 
High engagement 
Continued support 
Checking up 
Interpret strengths 
Small taste of culture 
Got feet wet 
Full immersion 
Stepping stone 
Relationships 
Similar personalities 
Expand horizons 
Put thoughts in writing 
How schools really work 
Positive Experience 
Cohort 
Recruitment 
Preconceived ideas 
Unknown expectations 
Different settings 
Uncomfortable interactions 
Strong preparations 
Navigate between university & school 
Teaching motivations 
Year-long placement 
School culture 
Fit in 
Community coming together 
Accountability 
Social experience 
Desire 

System Requirements 

Legitimacy Learning as 
Becoming - 
Identity 

Fellows cream of crop 
Reflection & transformation 
Room for growth 
Proficient 
Dispositions 
Strong vision 
High anxiety 
Comprehensive assessment 
Positive impact 
Fear of requirements 
Teacher shortage 
Strongly motivated 
Internally driven 
Joy in teaching 
Teaching as calling 
Teaching fulfillment 
Strong teaching 
Make an impact 
Step in right direction 
Stepping stone 
Develop own style 
Shock to system 
Not going to judge 
Never been boss type 
Want to help people 

Personal Attributes 
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Want to help people 
Impact 
Think outside box 
Provide evidence 
Self-reflection 
Confidence 
Relationship with mentor 
Teaching mindset 
Meant to do 
Time was right 
Coincidence 
Financial support 
Discouraged me 
Strong candidates 
Strong identity 
Give back 
Rapport 
Poor motivation 
Self-improvement 
Pre-conceived ideas 
Difficult interactions 
Not what I signed up for 
Not what I thought it would be 
Stuck in contract 
Experience not helpful now 
Need passion for teaching 
 

Peripherality Learning as Doing 
- Practice 

Taught Mathematical Practice Standards 
Hands on Manipulatives 
Two-way situation 
Digital Natives 
Supportive mentors 
There to help when needed 
Integrate other subjects 
Connected learning segments 
Try new things 
Big Shocks 
Heavy testing burden 
Long distance 
Made myself available 
Gradual process 
Co-teaching 
Imitation 
Bell to bell teaching 
Lesson structure 
Timing 
Transitions 
Small groups 
Proximity 
Non-negotiable rules 
State website 
Different strategies 
Anticipate problems 
Explain for mastery 
Learn new things daily 
Well structured 
Rhythm 
Brainstorming 
Flexible 
Open 
Check lesson plans 
Small groups 
Self-guided learning 
Find resources 
Tools for problems 
Try different assessments 

Pedagogical Knowledge 
Modeling 
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Provide resources 
Student motivation 
Relate to students 
Classroom management 
Difficult interactions 
Lack of modeling 
Shadow 
Observing 
Just take care of it 
Flexibility 
Refer for help 
Example plans 
Scaffolding 
Lecture 
Textbook 
Narrow experience 
Too busy 
Higher order questioning 
Busy work 
Share ideas 
Different strategies 
Time issues 
Heavy workload 
Exposure to standards 
Support for mentors 
Lack of flexibility 

Peripherality Learning as 
Experience - 
Meaning 

Problem solving climate 
Current climate 
Debriefing 
Informal conversations 
Formal feedback 
Year-long placement 
Friendly suggestive feedback 
Eval similar to real 
Formal and informal observations 
Open and honest 
Work through it 
Build strong background 
Best student experience 
Can’t read your mind 
Constant dialogue 
Why did you do that 
Make us both better  
Formative assessments 
Constructive feedback 
Glow and grow 
Support to fall back on 
Open line of communication 
Specific feedback 
Immediate 
Discussions 
Open & responsive 
Different perspective 
Apply content in new way 
Ask questions 
Bad relationship 
Ignorant 
Just take care of it 
Confusion 
Negative feedback 
I learned what they learned 
More information needed 
Critical conversations 
Disagreements 
Waste of time 
Just did the bare minimum 

Feedback 
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Waste of my knowledge 
Daily conversations 
Similar evaluations 
Knowledge grew 
Overlapping experiences 
Rich discussions 
Teacher excitement 
Make the link 
Shift in paradigm 
Building foundation 
Self-reflection 
Make connections 
Transform knowledge 
Self-reflection 
Regular feedback 
Communication struggle 
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Legitimacy Learning as 
Belonging - 
Community 

Shared experiences 
Peer support group 
State conference 
Embracing mentors 
Unintrusive mentor support 
High stress 
Rapport 
Positive tone 
High engagement 
Continued support 
Checking up 
Interpret strengths 
Small taste of culture 
Got feet wet 
Full immersion 
Stepping stone 
Relationships 
Similar personalities 
Expand horizons 
Put thoughts in writing 
How schools really work 
Positive Experience 
Cohort 
Recruitment 
Preconceived ideas 
Unknown expectations 
Different settings 
Uncomfortable interactions 
Strong preparations 
Navigate between university & school 
Teaching motivations 
Year-long placement 
School culture 
Fit in 
Community coming together 
Accountability 
Social experience 
Desire 

System Requirements 

Legitimacy Learning as 
Becoming - 
Identity 

Fellows cream of crop 
Reflection & transformation 
Room for growth 
Proficient 
Dispositions 
Strong vision 
High anxiety 
Comprehensive assessment 
Positive impact 
Fear of requirements 
Teacher shortage 
Strongly motivated 
Internally driven 
Joy in teaching 
Teaching as calling 
Teaching fulfillment 
Strong teaching 
Make an impact 
Step in right direction 
Stepping stone 
Develop own style 
Shock to system 
Not going to judge 
Never been boss type 
Want to help people 
Want to help people 
Impact 
Think outside box 

Personal Attributes 
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Provide evidence 
Self-reflection 
Confidence 
Relationship with mentor 
Teaching mindset 
Meant to do 
Time was right 
Coincidence 
Financial support 
Discouraged me 
Strong candidates 
Strong identity 
Give back 
Rapport 
Poor motivation 
Self-improvement 
Pre-conceived ideas 
Difficult interactions 
Not what I signed up for 
Not what I thought it would be 
Stuck in contract 
Experience not helpful now 
Need passion for teaching 
 

Peripherality Learning as Doing 
- Practice 

Taught Mathematical Practice Standards 
Hands on Manipulatives 
Two-way situation 
Digital Natives 
Supportive mentors 
There to help when needed 
Integrate other subjects 
Connected learning segments 
Try new things 
Big Shocks 
Heavy testing burden 
Long distance 
Made myself available 
Gradual process 
Co-teaching 
Imitation 
Bell to bell teaching 
Lesson structure 
Timing 
Transitions 
Small groups 
Proximity 
Non-negotiable rules 
State website 
Different strategies 
Anticipate problems 
Explain for mastery 
Learn new things daily 
Well structured 
Rhythm 
Brainstorming 
Flexible 
Open 
Check lesson plans 
Small groups 
Self-guided learning 
Find resources 
Tools for problems 
Try different assessments 
Provide resources 
Student motivation 
Relate to students 

Pedagogical Knowledge 
Modeling 
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Classroom management 
Difficult interactions 
Lack of modeling 
Shadow 
Observing 
Just take care of it 
Flexibility 
Refer for help 
Example plans 
Scaffolding 
Lecture 
Textbook 
Narrow experience 
Too busy 
Higher order questioning 
Busy work 
Share ideas 
Different strategies 
Time issues 
Heavy workload 
Exposure to standards 
Support for mentors 
Lack of flexibility 

    

Peripherality Learning as 
Experience - 
Meaning 

Problem solving climate 
Current climate 
Debriefing 
Informal conversations 
Formal feedback 
Year-long placement 
Friendly suggestive feedback 
Eval similar to real 
Formal and informal observations 
Open and honest 
Work through it 
Build strong background 
Best student experience 
Can’t read your mind 
Constant dialogue 
Why did you do that 
Make us both better  
Formative assessments 
Constructive feedback 
Glow and grow 
Support to fall back on 
Open line of communication 
Specific feedback 
Immediate 
Discussions 
Open & responsive 
Different perspective 
Apply content in new way 
Ask questions 
Bad relationship 
Ignorant 
Just take care of it 
Confusion 
Negative feedback 
I learned what they learned 
More information needed 
Critical conversations 
Disagreements 
Waste of time 
Just did the bare minimum 
Waste of my knowledge 
Daily conversations 

Feedback 
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Similar evaluations 
Knowledge grew 
Overlapping experiences 
Rich discussions 
Teacher excitement 
Make the link 
Shift in paradigm 
Building foundation 
Self-reflection 
Make connections 
Transform knowledge 
Self-reflection 
Regular feedback 
Communication struggle 
 
 
 

 

 

 


