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Unacceptable Emotions of Student Teachers 

Difficult, trying, unexpected, and unavoidable experiences of student teachers, 

experiences that are often beyond their control, most certainly lead to darker and negative 

emotions – emotions deemed unacceptable for teachers to expose.  These emotions entail 

sadness, getting angry, irritated, or frustrated.  This is especially true when emoting these 

negative, unacceptable emotions when working with children or other school personnel.      

There were instances noted where student teachers were shunned by the clinical 

supervisor for crying because of “bad” lessons or management.  There are obviously unspoken 

rules of the classroom regarding what emotions are permitted to be shown or even talked about 

and what emotions are forbidden to be expressed – particularly in front of students.  Student 

teachers recognize that crying often equates to weakness and teachers are not allowed to cry or 

show they are upset in front of students.  One student teacher in an interview noted how she and 

her clinical supervisor handle emotions differently.  She stated that she would cry in the 

classroom but didn’t think her clinical supervisor would ever cry.  This led the student teacher to 

say, “I guess I need to be a little…I don’t know – have tougher skin, so the kids don’t see me 

crying.”  She has learned from her clinical supervisor that teachers are to remain emotionless or 

impassive when it comes to feeling negatively or openly revealing emotions.  It should be noted 

that while crying in this instance was deemed unacceptable, there are instances when crying is 

acceptable; this is especially true when student teachers are express sadness for their students.  

This means that student teachers have an understanding that it is acceptable to be sad for others, 

but it is unacceptable to be sad for themselves and show self-pity.   
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One clinical supervisor in an interview indicated that while it is acceptable show 

emotions, it unacceptable to show emotions in front of children.  In her interview, she stated that 

she explicitly tells student teachers her exact feelings of being “happy” or “sad” because a 

certain event occurred, and “we always do it in a closed environment not around students…it just 

makes it much easier.”  This veteran clinical supervisor understands the importance of sharing 

emotions and letting student teachers know that emotions can and will occur, but that emotions 

should be discussed in privacy and should not be revealed to students publicly. 

A recent graduate also maintained the notion that unacceptable emotions should not be 

brought into the school building.  In her interview she revealed that this was reiterated to her 

throughout her program of study.  She stated, “Leave emotions back home – you’re to work with 

the kids.  You don’t bring your personal life to work at all.  I was very prepared for that because 

it was reiterated all the time.”  It is possible that this was learned both on campus in classes and 

in our partner school with clinical and university supervisors.  It obviously made a lasting 

impression on her because it appears to be a rule she has set for herself and she most likely 

expects of other teachers.   

While the majority of participants in the study consider showing negative emotions to be 

inappropriate or unacceptable, one recent graduate blatantly disagreed with this during the 

interview.  She was asked, “What advice do you have for our program as a whole to best prepare 

teachers for the aspects of teaching that cause difficult emotions?”  She responded immediately 

by stating: 

It’s okay to cry! I do it a lot.  It’s always intimidating [in field placements] because you 

have somebody that’s over you and you don’t want to look like you’re incapable or you 
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don’t know what you’re doing, but you have to have somebody to talk to you.  You can’t 

just keep that in. 

During this time in the interview, the recent graduate immediately began crying herself and was 

wiping away tears as she spoke.  Her words indicate that at some point she, too, was told that she 

should not cry in schools – in her case, most likely in front of supervisors and/or students.  This 

recent graduate understands how different contexts in schools cause different emotions to be 

exposed and those emotions, positive or negative, should be accepted and nurtured. 

Not only do student teachers recognize that happiness should be exuded in the classroom 

and crying should be avoided, they also understand that getting angry or showing frustration is 

the most unacceptable emotion to exude.  This was addressed on multiple occasions by student 

teachers in their reflections and interviews.  One student teacher was asked, “Was there anything 

that ever made you feel angry or caused you to feel angry?”  Without hesitation, he responded, 

“No! Never came to that point like when you walk away and got to leave the room because 

you’re so like – upset.”  This suggests that anger is barred from the classroom and should be 

denied, and the “rules” say teachers are not allowed to get angry – angry to the point where you 

walk away from a situation because you do not want to say or do something in an angry state of 

mind.  When another student teacher was asked the same question about what caused her to be 

angry, she stated: 

I guess being stressed – not angry at the students that much, but some days where I felt 

like maybe just exhausted or tired. Or I didn’t teach that lesson right, or how can I work 

better at not getting agitated or aggravated.  I guess just angry at myself. 
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Again, this student teacher automatically deflects anger as if she believes it is not allowed in 

schools.  Furthermore, she is especially clear in stating that it is unacceptable to be angry at 

students, but it is permissible to be angry at oneself.  The student teacher also seems to 

understand that regulating emotions is important and that there are strategies or mechanisms that 

can be put in place to avoid feeling negatively. 

In the reflection below, one student feels shameful when overtly stating she was angry – 

in fact, she denies anger. 

Ms. [Clinical Supervisor], she said something about home and your bed and one of the kids 

was like, “I don’t have a bed, I sleep on the floor.”  We know he has a rough home life but 

they started laughing at him, it made me so upset and I was like, “Move your clip down 

and meet me out the door right now!”  I just called them out to the hallway and I told them 

that was not nice and that’s unacceptable and I had to explain to him that some kids aren’t 

fortunate.  Some kids don’t have parents who are able to afford these things.  It’s not right 

to laugh if a child wears the same things to school every day.  You pick on them if they say 

they don’t have this or that, you don’t laugh.  I said, “When you go back in there, you need 

to apologize.”  It made me upset but not really angry.  Little situations like those in the 

classroom when they are not nice to each other or they say something to hurt another child 

– that makes me upset. 

In this instance, the student teacher scolded the student by commanding the student to move his 

clip down meet her out in the hallway.  The student teacher says, the situation made her “upset, 

but not really angry.”  This suggests that she understands that it is more acceptable for teachers to 

feel upset, but it’s less acceptable to be angry. 
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 Another student teacher describes her feelings of irritability at a student in this way: 

My most challenging student this week was a boy whose favorite hobby is tattling.  

Tattling is a pet peeve of mine, but this boy takes it to an entirely different level.  He will 

tattle about anything and everything; if something happens across the room, he will stand 

up and literally scream about whatever it is that is happening.  I find it so remarkably 

irritating (because it sets off a whole slew of classroom commentary and back-and-forth 

shouting) that I have started giving him a mark in the behavior folder every time he 

tattles.  I feel bad, because I know he sees this as some sort of grave social injustice, but I 

am at a loss for what else to do. 

Like the other student teacher, this student teacher recognizes that it is not appropriate to be 

aggravated with or at students; she even admits to feeling badly or guilty about applying a 

consequence for her student’s actions.  Interestingly, both student teachers share feelings of 

being “upset” and “remarkably irritated” at students’ behavior, but choose not to use the word 

“angry.”  Whether this is deliberate or not is unknown; either way, they may have learned that 

anger or being angry in schools or at children is an unacceptable emotion.   

 Negative emotions undoubtedly surface in classrooms, and perhaps because these 

emotions leave a more lasting footprint that resonates in our thoughts and memories, the student 

teachers more often shared negative experiences and how those experiences touched them.  This 

is evident from the perspectives of all of the participants in this study - student teachers, 

university supervisors, clinical supervisors, and recent graduates.  While they recognized that 

these negative emotions of sadness, frustration, aggravation, and anger materialize, there is an 

unspoken rule that most teachers and students who are learning to be teachers follow.  The rule is 
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simple: Make the positive emotions visible and keep the negative emotions invisible, as much as 

possible.  

As student teachers experience the array of positive and negative emotions during student 

teaching, they recognize that their supervisors stand as support systems.  Student teachers are 

proud to share their happy moments and readily expose the negative emotions they experience in 

and outside of school.  Through the voices of the student teachers, it is evident that supervisors, 

both clinical and university, are there to support student teachers emotionally through a triad 

approach. 

Supervisors and Student Teachers’ Emotional Experiences 

According to the university’s College of Education Guidelines, the student teacher is told 

in the opening letter on the very first page of the guidelines that, “You will be part of a team 

which, in addition to you, includes your student teaching clinical supervisor and your university 

a supervisor” (p. 1).  Ideally, this triad works together to make the student teachers’ experience 

successful in “…preparing [student teachers] to become an effective professional educator” (p. 

1).  Through the reflections and interviews, the majority of student teachers share their positive 

experiences with both clinical and university supervisors; however, there are triads that are less 

than perfect matches which, inevitably, stirs a range of emotions throughout the semester.  

 Clinical supervisors. The weekly reflections and interviews with the participants, reveal 

it is clear that the student teachers’ clinical supervisors are central to their student teaching 

experience.  A recent graduate commented in her interview, “I think the pairing and the 

partnership with whom you’re placed with as your clinical supervisor can make a huge 

difference, and I’m sure that is something you all know, but matching you with somebody who 
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will challenge you, but who will trust you, too, is huge.”  This is reflected throughout the student 

teachers’ reflections and in all of their interviews.  It was clear which student teachers had a 

positive experience and which ones had a more negative experience, and much of those feelings 

connected directly back to their clinical supervisor.   

Clinical supervisors can make a student teacher’s experience enjoyable, or they have the 

potential to make it miserable.  Student teachers often discuss how they openly share both joys 

and despairs with their clinical supervisors, and they also recognize the emotions of their clinical 

supervisors and express empathy for their clinical supervisors during trying times.  In almost 

every single reflection, without prompting, student teachers mention their clinical supervisor in 

some way – whether it be during a time where emotions are alluded to or not, the clinical 

supervisor is present in the student teachers’ thoughts.  Additionally, it is revealed in the 

interviews that clinical supervisors believe building relationships with their student teachers is 

important.  They understand that they need to be relatable, compassionate, and approachable so 

that, as one clinical supervisor stated, their, “…student teachers feel comfortable telling me 

information and sharing information even if it isn’t related to school.”  It is evident that in 

building relationships, communication is vital in establishing and maintaining the partnership 

between student teachers and their clinical supervisors.    

Student teachers and clinical supervisors build strong relationships with one another, so 

much, in fact, that they begin to understand each other through non-verbal communication and 

actions.  One student teacher was asked in her interview how her clinical supervisor supported 

her emotions, and she responded, “Well, Mrs. [Clinical Supervisor] could tell when something 

was wrong with me because she began to recognize all of my facial expressions and the way that 

I felt.  She could read me like a book because she worked with me every day.”  This exemplifies 
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the powerful types of bonds that many pairs of clinical supervisors and student teachers hold 

with one another.  The open relationship between the two is critical in the development of a 

student teacher.  Student teachers, for the most part, have an understanding that their supervisor 

is there to support and mentor them.  In the letter from the graduating student teacher, the student 

teacher advises the incoming student teacher to, “…ask your clinical supervisor questions, lots 

and lots of questions…You may feel like you’re bothering your teacher, but how else are you 

going to be successful in knowing what’s best for your students and their learning?”  This shows 

that the student teacher’s clinical supervisor, like many others, was approachable and willing to 

help.   

While some student teachers feel completely supported and guided by their clinical 

supervisors, one instance was shared in which the student teacher felt frustrated because her 

clinical supervisor failed to provide direction or recommendations as to handle some disciplinary 

issues occurring in the classroom.  This instance was revealed in a student teacher’s weekly 

reflection towards the middle of the semester, just as student teachers were beginning their four 

weeks of lead teaching responsibilities. 

It came to a point that I was just more frustrated with not knowing what my course of 

action for discipline was and I didn’t feel that I had any guidance from my clinical 

supervisor as to what I was supposed to do.  Yes, we talked about various strategies for 

rewards and discipline but we never really talked about those situations that ultimately 

become control or power issues.  I know I can’t touch the students but for a student that 

continually gets out of their seat, and is repeatedly asked to return to their seat, and my 

feeling almost powerless because I didn’t know what I could actually do. 
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This student teacher not only felt frustrated and powerless, as she stated, but she also felt helpless 

and alone in how to control the discipline in the classroom with an individual child.  It seems that 

previous conversations did occur regarding discipline, but perhaps this student had never 

behaved this way, and the student teacher did not know how to respond to the student constantly 

getting out of their seat.  What is clear is that the student teacher needed her clinical supervisor, 

and the supervisor left her alone; this could be because the clinical supervisor wanted to see how 

the student teacher would handle the discipline problem and wanted to make it a “teachable 

moment”, or it could be attributed to the clinical supervisor giving full reins, perhaps too quickly, 

to the student teacher during lead teaching and intentionally not offering assistance.   

 The first week or two in the classroom appears to set the tone of the relationship between 

the student teacher and the clinical supervisor.  The large majority of the student teachers felt 

welcome and secure from the very beginning of their placements in the classroom, and they 

attribute much of this sense of comfort to their clinical supervisor.  One student teacher shared 

her feelings of enjoyment during her very first weekly reflection, and she attributes this to both 

her school placement and her assigned clinical supervisor in the following way: 

If I could sum up my first week experience at school in one word, it would be enjoyable.  

As soon as I entered Mrs. [Clinical Supervisor’s] classroom, I felt welcome.  The 

students coming in were excited to be at school and the classroom environment was very 

positive.  I’m very excited to be at [Elementary School], and I look forward to learning 

more about my students and making an impact on their lives as a teacher! 

Student teachers also describe moments of shared happiness with their clinical 

supervisors.  Typically, these times are directly connected to a student success in the classroom.  
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One student teacher in her interview described an “academically low” student in the classroom 

who was having significant difficulty with his multiplication facts.  She said that she pulled him 

aside every time she got a chance to review, play games, and quiz the student throughout the 

week.  On Friday, he took the quiz, the student teacher graded the quiz, and got almost all of 

them right.  The student teacher said,  

I told Mrs. [Clinical Supervisor] about his quiz and how good he did.  She thought I was 

joking!  I said, “No!  Look!”  All she could do was smile.  I think she didn’t believe me.  

We just stood there like shocked and were so, so proud of [student].  So we brought him 

over and showed him his grade.  He just smiled the biggest smile you could ever see.  

That was like one my proudest moments this whole semester.  Mrs. [Clinical Supervisor] 

and me just melted. 

This instance of pure joy reveals that student teachers and their clinical supervisors are a true 

partnership; what one feels, the other feels, too.  The student teacher is not only proud of the 

student for learning multiplication facts, but she also feels a sense of belonging with her clinical 

supervisor during this shared emotional instance.  They both openly expressed their feelings of 

happiness and joy, for those emotions are deemed acceptable in the classroom.   

Student teachers also beam with pride when their clinical supervisor compliments them 

or acknowledges successes with students.  Since student teachers recognize their clinical 

supervisor as one of the most influential person in their student teaching journey, when they are 

recognized for their accomplishments by their clinical supervisor student teachers feel proud, and 

these experiences build their confidence.  In the following excerpt from a weekly reflection, a 

student teacher shares a moment in which her clinical supervisor explicitly praises her teaching.   
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On Friday, I gave the students their comprehension test after picking up reading and 

beginning lead teaching. As I walked around, I noticed how all my students were doing 

well on their assessment...At the end of the day, my clinical approached me during “down 

time” and began to tell me how proud of me she was. I, clueless, asked what she was 

proud of because I did not think I had done anything to result in someone being proud of 

me. She told me that every student had made an 89 on their test or higher and that that 

had never happened. She told me how good she thought I did in teaching reading and that 

I used strategies she would even start using to check for understanding of reading content 

being taught. I was ecstatic and so proud of myself, the students as well.  It is such an 

amazing feeling when your students succeed and you are able to say you are the reason 

why.  

In this exciting moment, the clinical supervisor took the time to explicitly point out how pleased 

she was with the student teacher’s teaching which resulted in high student achievement.   Since 

the clinical supervisor took the student teacher aside, and the student teacher indicated that she 

did not think she was deserving of the praise, it is possible that this was the first occasion that the 

student teacher received such positive remarks from her clinical supervisor.  It is also important 

to note that while student teachers believe they are still learning from their clinical supervisors, 

in this case the student teacher has taught her clinical supervisor a new instructional strategy to 

use which made the student teacher beam with pride; indeed, when this occurs, this serves as one 

of the highest forms of compliments for the student teachers. 

Contrary to this, not every student teacher has positive experiences with their clinical 

supervisor at the beginning of the semester.  One student teacher, while admitting to being 

nervous, wrote the following reflection about her first days in the classroom.  
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Overall this first week of student teaching has been very overwhelming…I kind of feel 

like a sponge right now, because I am just trying to take everything in. I have not gotten 

to really sit down and talk with my clinical supervisor that much because she has been 

really busy this week. I am really nervous to start teaching, because I feel like I won’t be 

comfortable enough in the classroom on the third week to start…I am looking forward to 

what this semester is going to bring, even though I am nervous. 

This student teacher, although admitting to having an anxious personality, feels as if she cannot 

approach her clinical supervisor, then offers the excuse that her clinical supervisor had a “busy 

week”.  At the end of the reflection, the student attempts to be optimistic about the future of the 

semester, but admits her nervousness.  This reveals that the student teacher holds the belief that 

she is supposed to be optimistic and reflect on more positive occurrences, rather than negative 

ones.  Furthermore, the student teacher is coming to understand that relationships can establish 

emotional tones or boundaries.  This student teacher is not alone in this feeling, as one recent 

graduate reflected on her own clinical supervisor in student teaching and noted, “I remember 

wishing that my teacher [in student teaching] was more open with me because I had teachers for 

Methods I and PPB [Pre-professional Block] and they were ones that I feel like I could talk to 

about anything.  She [Clinical Supervisor in student teaching] was more closed off and I always 

felt that.” 

 When clinical supervisors are unapproachable, either because they are busy or even just 

because it is the nature of their personality, it negatively impacts the student teachers.  Student 

teachers either feel as if they are a burden when they have a lot of questions or they feel like they 

are incompetent in the eyes of their clinical supervisor because they simply do not understand 

what to do.  To exemplify this, one student teacher commented in her interview: 
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We got along, but it was the first placement I didn’t feel 100% connected and I felt 

awkward to talk to her about things.  Finally I was just like, okay I’m going to ask her 

because I was dying on the inside.”  I didn’t have any other choice because I had no idea 

what I was supposed to be doing.  I thought she’d be like, “God.  This girl is so stupid 

and like why doesn’t she know this?” 

Undoubtedly, the approachability of a clinical supervisor is vital to student teachers.  Student 

teachers desire clinical supervisors who are responsive to questions and have an understanding 

that student teachers are still learning.  Student teachers also want their clinical supervisors to 

connect with them personally and make them feel valued both in the classroom and outside of 

the classroom.  Clinical supervisors can do this through responsiveness, sensitivity, and having 

an understanding of the emotions their student teacher is experiencing during this demanding 

student teaching semester. 

 Clinical supervisors, in the interviews, admit that they have an understanding of the 

student teachers’ emotions, and, at times, they often feel it is difficult for them to address 

challenges because they do not want to evoke difficult emotions in their student teacher.  While 

it is easy to provide positive feedback to student teachers, clinical supervisors find it difficult to 

provide negative feedback or “constructive criticism” to student teachers.  One clinical 

supervisor reported that it is a challenge to discuss areas of weakness because, “You don’t want 

to hurt their feelings.”  Clinical supervisors are fully aware of their student teachers’ emotions 

and are cautious to make them “feel badly” about themselves.  Another clinical supervisor 

mirrored this belief and noted in her interview, “It’s hard to talk about challenges student 

teachers experience, like hey that lesson didn’t go so well.  It’s difficult to say it in a way that 

won’t hurt her feelings and make her feel bad about herself when she already has so much going 
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on.”  This also means that if clinical supervisors do not like hurting their student teachers’ 

feelings, they may be intentionally withholding important and necessary feedback to help their 

student teacher develop. 

Many student teachers also recognize that communication is key, and when 

communication is lost, it can directly impact not only the relationship between the student 

teacher and clinical supervisor, but also the students in the classroom.  When asked in an 

interview what presented challenges during student teaching, one student teacher responded by 

saying:  

I struggled just communicating with my clinical at first because I didn’t know what to ask 

and as you’re going through, you’re like oh yeah, I probably should ask, “What is my end 

result?”  Because I would start doing something - I would start planning and it was like 

kind of being in a vacuum.  You can ask my spouse, I was at home just stressing out.  

What direction am I going with this?  I don’t know my direction and instead of giving out 

late night text [to my clinical supervisor], I waited until the next morning and I probably 

should have texted that night and said, “Hey what is my goal?” I really struggled with 

communication and with planning connected together because they do go hand in hand.   

While the student teacher did not directly say it, one can infer that there was hesitation in 

contacting the clinical supervisor which means there was a sense of either intimidation or 

unapproachability.  It is also possible that student teacher did not want to appear incapable in the 

eyes of his clinical supervisor.  This student teacher felt alone because he was confused about 

what he was supposed to be doing and felt as if he could not, or should not, contact his clinical 

supervisor beyond school hours, and these thoughts led to feelings of stress.   
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 Student teachers also seek advice and affirmation from their clinical supervisors.  There 

were several instances in the weekly reflections and interviews where students openly shared that 

they cried in front of their clinical supervisor.  In these instances, the student teachers clearly felt 

comfortable enough with their clinical supervisors to share what has made them upset, but rarely 

did a student teacher write or say that afterwards they felt better.  To exemplify this, one student 

teacher in an interview shared the following anecdote after being asked to describe a difficult 

day: 

It was probably like the first week of teaching one thing and it was math.  I had them using 

unifix cubes…I just didn’t even think about they’re going to play with these.  They had 

them like sword fighting.  I was like, “God!” and I was like, “You guys!”  We’re not 

messing with those but like at that point they were so gone and then the whole lesson 

because I was freaking out about that.  It was just terrible.  It was so bad.  My teacher - she 

could tell that I was like “Oh my God” and so she didn’t really say anything about it until 

it was, they were at nap time.  She was like, let’s sit down and talk about your lesson.   She 

wanted to give me time to think about it myself before she was like, “That sucked.”  She 

asked me how I thought and I was like, “I thought it was horrible.” And she asked me what 

I could’ve done.  She told me, “Yeah, I agree you could’ve done this, this or this,” but she 

was like but, and then she pointed out, it wasn’t horrible.  She was like, “You took away 

the Unifix cubes…it wasn’t as bad as you’re thinking.”  I was crying so she was like, 

“Don’t cry” and I was like – I don’t know.  She tried to make me feel better. 

This student teacher felt defeated after one of her very first lessons, and the clinical supervisor 

knew the student teacher needed some time to reflect and then needed to conduct a face to face 

conversation with the student teacher.  The clinical supervisor did point out what the student did 
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well (taking away the Unifix cubes) and did offer alternative suggestions for future lessons.  

Here, the clinical supervisor is very supportive in providing advice on the technicalities of 

teaching – in particular classroom management for this lesson.  However, when it came to 

providing emotional support, the clinical supervisor failed to empathize with the student teacher 

and even explicitly told her not to cry.  This reveals that clinical supervisor believed the student 

teacher may have been overreacting and/or she was inadvertently telling the student teacher that 

it is not appropriate to cry in school settings.  In the end, the student teacher did not feel better, 

and she maybe even felt worse for exposing her emotions, emotions she had learned to be 

unacceptable, to her clinical supervisor. 

 A similar instance of this was shared in another interview with a different student teacher.  

The student teacher expressed her sorrow for the students’ low performance on a reading test.  In 

her anecdote, she explained that her clinical supervisor, much like the clinical supervisor above, 

offered some support but then told the student teacher to move on, rather than dwelling on the 

moment. 

I did feel sad one time but it is just like when I told you they did really good on the reading 

exams, the next week they completely bombed it - everybody.  I cried to my clinical 

supervisor and I was just like, “What am I doing wrong?  I felt so good about this.”  She 

said, “It’s never just your fault.”  She was just like, “They’ve been jittery because spring 

break was the next week.”  She was like, you’ve been getting on them left and right for not 

focusing and not paying attention but she was like, “You as a teacher, you just have to sit 

down and think about what worked best.  What could I change in this lesson to maybe help 

them understand it, as opposed to just standing and crying about it.” 



145 
 

 

While it can be inferred that this student teacher felt comfortable enough crying in front of her 

supervisor, this clinical supervisor essentially ignored the student teacher’s tears and provided 

excuses for the students in the classroom, rather than specific tools or strategies for what was 

going wrong technically and how she could support her emotionally.  She also told the student 

teacher that crying does not resolve issues, action does.  This could have made this student 

teacher, like the one above, feel that crying is impermissible, and it is for the weak – strong 

teachers move on and don’t “just stand” there doing nothing about the problem.  Emotional rules 

are reflected in this instance, in that the student teacher received mixed messages from her 

clinical supervisor about how teachers should feel and how and when those emotions should be 

revealed.  It is important to consider that while the clinical supervisors in these two incidences 

likely believed they were helping the student teacher by telling them not to dwell on the 

situation, they did not allow their student teachers to express their own emotional turmoil which 

resulted in a negative experience for both of the student teachers.   

 Student teachers are also particularly aware of the emotions of their clinical supervisors, 

and this shows that they can empathize with what their clinical supervisors are experiencing 

emotionally.  When the student teachers write about their clinical supervisors’ emotions, this also 

means that the two have either communicated directly about those particular emotions and what 

is setting them off, or the emotions may just be worn on the clinical supervisors’ faces and in 

their body language.  The student teachers may also be making assumptions about the emotions 

or assuming the clinical supervisor is feeling the same way that they would in a similar situation.  

Some student teachers just report their supervisor’s feelings about a certain incident or problem, 

while others indicate that there are mutual feelings between them and their clinical supervisors 

when it comes to certain circumstances.  One student teacher and her clinical supervisor share 
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feelings of irritation with a student in their class in the following excerpt from a weekly 

reflection: 

There is another student in our class who loves to try to correct us. She always tells us 

when we have done something wrong or missed a part during instruction...Obviously, this 

can become aggravating while you are teaching to have someone correcting you. My 

classroom teacher has become very irritated at this situation. I also find this situation 

irritating, but I also don’t think the student realizes that what she is doing is rude.  

While it is unknown if the clinical supervisor verbalized this aggravation to the student teacher, it 

can be assumed that the clinical supervisor’s body language and negative responses to the 

student were obvious in the classroom to the student teacher.  This instance exemplifies the 

shared emotional experiences of student teachers and their clinical supervisors, but it also reveals 

that student teachers can often begin feeling and/or mimicking the emotional responses of their 

clinical supervisors.   

 Another example of how a clinical supervisor’s emotions, in particular her stress level, 

impacted a student teacher’s emotions are revealed in this weekly reflection: 

The past few weeks have been very chaotic at school because teachers are having to 

get their retention paperwork and all that jazz together. This is the most stressed out I 

have yet to see my clinical supervisor. Mrs. [Clinical Supervisor] has a great deal of 

students that are really low academically. I’ve watched her work on portfolios, create 

and collect all this documentation, and schedule parent conferences for her students 

who are at risk of being retained. The documentation was not the stressful part for her 

though. Surprisingly, it was the parent conferencing. This was so strange to me 
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because I sat in on one of the conferences earlier in the semester and she was 

extremely cool, calm, and collected. No biggie…After I really thought about it, I 

realized why these conferences were so stressful. I know I will have to do this at 

some point in my life I am sure, but I truly cannot imagine sitting down with a parent 

having to tell them their child needs to be retained…Needless to say, watching Mrs. 

[Clinical Supervisor] stress really stressed me out! 

In this example, it is obvious that there were direct conversations between the student teacher 

and her clinical supervisor about the triggers that were causing all of the stress in the student 

teacher’s clinical supervisor.  Again, it is clear to see the student teacher empathizes with her 

clinical supervisor; she cares about her clinical supervisor’s mental state and her well-being, and 

the student teacher recognized that her classroom teacher was completely overwhelmed 

emotionally and, most likely, physically drained.  The student teacher is also learning the role of 

emotional labor in the classroom; she has watched her clinical supervisor completely stressed 

out, then step into a conference, “cool, calm, and collected.”  The student teacher is learning that 

teachers are supposed to put on certain faces in certain contexts with certain people, in this case 

parents, and she respects the clinical supervisor in being able to do this with calmness and 

civility. 

 At the end of the semester, the great majority of student teachers do express their 

appreciation of their clinical supervisor and they understand that because of him/her, they have 

become better teachers.  One student teacher captured her feelings by stating the following in her 

final weekly reflection: 
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As I finish my last week of lead teaching, I am feeling extremely grateful for this 

experience. Mrs. [Clinical Supervisor] has been so amazing to me. She has truly let me 

take over her classroom. I know that giving me her classroom for four weeks was 

probably not easy, but I definitely learned a lot while being in charge of her class. I 

learned so much about the importance of routines, classroom management, and working 

with second grade. 

While it is important to note that this particular student teacher only addressed how her clinical 

supervisor helped her learn about the technical aspects of teaching, it is clear through all of 

reflections and interviews that clinical supervisors play a crucial role in the total development of 

teachers – including the development of their emotions.  The student teachers learn from a 

variety of supervisors, and it is clear that the majority of student teachers have clinical 

supervisors who are positive mentors for them throughout the semester.  Contrary to that, there 

are also some clinical supervisors who are less than desirable for the student teachers, but student 

teachers in these challenging placements are determined to make the best of those situations and, 

in the end, they make it through successfully and recognize their growth as a teacher through 

their experience. 

University supervisors.  University supervisors, while not as involved on a day to day 

basis as clinical supervisors, proved to serve as a source of emotion and play an integral role in 

the student teaching experience.  Since weekly reflections were submitted directly to their 

university supervisors, student teachers did not once mention their university supervisor in those 

written documents, however, weekly reflections cannot be ignored because the majority of 

student teachers were extremely candid in sharing their experiences, both technical and 

emotional, with their university supervisors through the reflections.  There was only one student 
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teacher who expressed a single emotion, stress, only once during the whole semester, and this 

was in the second reflection submitted to his university supervisor.  All of the other reflections 

he submitted were purely factual and simply provided an overview of the week’s activities and 

happenings at school.  Emotions, both positive and negative, were threaded throughout every 

other reflection submitted by all other student teachers in their weekly reflections during the 

semester.  This means that the great majority of student teachers believe their university 

supervisors are approachable and willing to listen with an open mind.  This also indicates that 

student teachers do not often hide their experiences from their university supervisor, and the 

weekly reflections serve not only as a support mechanism, but also, possibly, as an emotional 

outlet – whether it be to broadcast an exciting success in the classroom or to cry out for help.   

The support from the university supervisors that student teachers felt, and at times did not 

feel, were exposed during the interviews with all of the participants.  All of the university 

supervisors indicated that they believed they need to be kind, available, and personable, so they 

are approachable and make their student teachers feel comfortable.  They all also shared the 

vision of holding high expectations for their student teachers, both in university work and in their 

school placements.  In the student teacher interviews, one student teacher indicated, “I feel like 

what I did was never enough for Dr. [University Supervisor].  She always wanted more, more, 

more and I didn’t think I could go to her after a while.”  So holding high expectations, as a 

university supervisor, resulted in some student teachers either feeling intimated or inferior.   

The data also reveal that the university supervisor becomes incredibly important to the 

student teacher when clinical supervisors are not as supportive as the program would ideally like 

for them to be.  During an interview, one student teacher directly compared the supervision 
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styles of his university supervisor and clinical supervisor.  After being asked how his emotions 

were supported or not supported during student teaching, the student teacher stated: 

I think…I was supported because my university supervisor is very - he was very engaged.  

Very open, you know I can easily talk to him and if I had an issue, had a problem where I 

could send him you know a text or something.  I think his years of experience just helped 

to calm me.  Sometimes he would just come up with a book and said, “Hey you’re in a 

spot to read this.  Maybe this will help you.”  He’s a very calming person, my university 

supervisor is, and he was easy to talk to. When he had come [to the classroom] with a 

smile and a handshake and a pat on the back and tell me it’s not that bad - it really isn’t.  

Whereas my clinical, he’s a little bit higher stress, he’s a very matter of fact person.  So I 

don’t, I really didn’t have an emotional connection with my clinical, it was definitely 

professional…I mean when I left I wouldn’t say him and I are friends.  We just didn’t 

make a personal connection. 

The student teacher makes a clear distinction between his emotional and professional 

relationship with his clinical supervisor, which indicates he believes the two can be separate 

entities.  Since the student teacher felt as if his clinical supervisor was not as approachable, he 

felt much more at ease with his university supervisor, and could, therefore, reach out to him 

without feeling hesitant or bothersome.  This reveals that student teachers need at least one 

supervisor within the triad to reach out to in times of both triumph and despondency.  It is 

uncertain if this university supervisor went out of his normal supervision style knowing this 

student teacher needed additional support, or if this is his typical way of supervising student 

teachers in the field – calming, open, and available to help.  In either instance, student teachers 
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need supports beyond the classroom, and the university supervisor is valued and much needed 

for emotional backing. 

 One student teacher, however, reported a different experience with her university 

supervisor than the first two student teachers above, and her experience evoked negative 

emotions.  This student teacher did not believe she was provided the support of her university 

supervisor that other student teachers were receiving, but she had the full support of her clinical 

supervisor.  She, too, in the interview compares her clinical supervisor and university supervisor 

in this way: 

Mrs. [Clinical Supervisor] is so supportive.  She was always positive, she was never 

negative and anything we had to work on she always supported me 100%.  Even at 10:00 

at night when I needed something answered, she helped me.  She would constantly check 

on me and take my stuff home and make recommendations.  Like if she would say - not 

fuss at you if she thought that there was something that you needed to improve she would 

just say, “This is what I think, I want you to hear me out.” She was wonderful with that.  

My university supervisor could have been a little bit more supportive and got us in the 

right direction.  She was wonderful in the aspect if something came up that I needed to 

have an extra day or two to work on something.  She was wonderful about 

accommodating me with that but as far as answering questions and stuff she wasn’t very 

supportive.  I wish she could – maybe meeting with on a weekly basis and emailing, 

responding to emails a bit quicker.  There were weeks that went by in between emails and 

just checking in on us. 

Later in the interview, the student teacher went on to say: 
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I felt so confident throughout the whole program and there are a lot of things that 

happened this semester that were out of my control.  You feel like you’re kind of babied 

throughout the program and then all of a sudden you’re just kind of thrown to the wolves, 

but at the same time I don’t think that’s how everyone’s experience was.  I think it 

depends on who’s guiding you and who your teacher is from the university and your 

clinical because those are the two ends of support you need. 

This student teacher clearly had the support of her clinical supervisor, and it is evident that she 

and her clinical supervisor had an excellent relationship built where they both could openly 

approach the other without hesitation; the student teacher felt safe and supported.  It is also 

apparent that this student teacher’s university supervisor lacked availability and only provided 

reactive support when absolutely needed and when prompted by her student teacher.  This 

implies that this university supervisor was more reactive in her supervision as opposed to 

proactive in anticipating and understanding her student teacher’s needs.  This type of supervision 

style appears to leave student teachers feeling isolated, and so they lean more heavily on their 

clinical supervisor.  To further support this, one recent graduate noted that university supervisors, 

“…need to be open and willing to let you cry if you need to…you don’t want to look incapable 

or don’t know what you’re doing, but you can’t keep that in.” She went on to recommend to the 

program that when the program hires people they should hire people (university supervisors) 

that, “…will sit down and listen – really listen.”  This indicates that during this recent graduate’s 

student teaching experience, she may not have had a person to go to when in emotional need, or 

she may have felt intimidated by her supervisor when she was a student teacher.    

 It is clear that university supervisors are important to the development of student 

teachers, and university supervisors are carefully matched to student teachers.  The university 



153 
 

 

also has many other elements and factors that cause student teachers to feel and express emotions 

certain ways.  The university supervisor is central in the triad, as it is her/him that stands as the 

liaison between the school and the university, and all that both entities demand of the student 

teacher. 

The University and Student Teachers’ Emotional Experiences 

The university, while distant from the student teachers’ school sites, proves to have a 

large impact on student teachers’ emotions throughout the semester.  The university, specifically 

the ECED program selected for this study, determines field placements, assigns university 

supervisors, and facilitates the edTPA process.  Additionally, university supervisors not only 

serve as liaisons between partner schools and the college, they also evaluate the student teacher 

throughout the semester and assign final grades in the course at the end of the semester.  Even 

though the university appears to be a distant entity from the student teachers’ school experiences, 

it actually serves as an equal source of student teachers’ emotions, both positive and negative.  

Since the university is responsible for assigning field placements, it was important to 

analyze how the student teachers’ field placements (school site, grade level, and clinical 

supervisor) impacted the student teachers’ emotions.  The student teachers’ field placements 

proved to be a major source of their emotions, and this was revealed in both weekly reflections 

and in the student teachers’ interviews.  In the weekly reflections, specifically towards the 

beginning of the semester, the great majority of student teachers commented both positively and 

negatively about being in a new placement different than previous semesters, most notably the 

semester just before student teaching (Methods II).  When commenting, they almost always 

commented on a grade level change from the previous semester.  This was especially true if they 
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moved from Kindergarten to 5th grade or 5th grade to Kindergarten.  One student teacher wrote, 

“This semester has been very eventful for me!  Transitioning from Kindergarten up to 5th grade 

kind of threw me for a loop at first.”  Conversely, another student teacher stated in her interview, 

“It was hard going from 5th grade to Kindergarten.  I didn’t really think about it in the beginning 

and I guess in some of my lessons I didn’t state the expectations and I didn’t think about it.  I 

was like, oh yeah, they’re five.  But I got used to them quickly and fell in love with them!”   

Placements set forth by the ECED program at the university are clearly important to student 

teachers, and they seem to cause emotions of worry and uncertainty at the beginning of the 

semester.  However, these feelings of worry about being in a different grade level diminish 

quickly, and this is evidenced in the weekly reflections of all student teachers when they begin to 

reveal their comfort levels in their new placement.  

Not only do student teachers express emotions around their assigned grade level 

placements, but the university and clinical supervisors they are assigned to also serve as a source 

of their emotions, as described in detail in the two previous sections of this chapter.  Overall, 

these are positive emotions, and student teachers are grateful for both supervisors.  In reviewing 

the student teachers’ reflections and interviews, it is clear that student teachers’ assigned clinical 

supervisors are the single most influential persons to student teachers in the student teaching 

triad.  With the exception of one student teacher, each of the ones interviewed had positive 

experiences with their university supervisor which led to positive emotions.   

It is notable to mention that not one student teacher wrote about or commented about 

their assigned elementary school site.  So, even though some of the student teachers were 

traveling distances of up to 60 miles one way, this travel time did not prove to serve as a source 

of their emotions.  Other factors about the student teachers’ placements surfaced, factors such as 
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school administration and other teachers on the same grade level, but these factors were all 

unique, and no patterns emerged in the data to determine an additional source that caused 

emotions in the student teachers. 

The one universal source of emotion, specifically feelings of stress and frustration, 

stemming from the university was the newly adopted statewide Teacher Performance 

Assessment (edTPA) – a certification requirement of all student teachers in initial teacher 

certification programs at the university.  As explained in Chapter III, the edTPA is a portfolio 

submitted to a source outside of the university and leads to the student teachers’ state 

certification.  Student teachers consistently wrote about the edTPA portfolio assessment in their 

reflections, and this was a constant topic discussed in interviews by all of the participants – even 

the recent graduates who participated in the edTPA as a pilot group when the assessment was not 

consequential to become certified teachers.  In all cases, the edTPA is an assessment that 

unquestionably evokes negative feelings in the student teachers.  Even in the letter to the 

incoming student teacher, the graduating student teacher states, “edTPA.  The dreaded thought.  I 

am not going to lie, you are going to wish that you could throw your computer through a window 

at times because you repeat yourself in the different tasks about one hundred times.”   The whole 

assessment seems to consume them from the beginning of the semester until the moment they 

click the submit button where, upon submission they automatically feel a sense of relief.   In an 

interview, when asked about the best day or time during student and why, one student teacher 

replied: 

Oh Lord! The day we submitted edTPA was the best day just because that weight was 

lifted as far as getting it done.  You felt like you could actually go to work and do what 

you needed without having to worry about anything else.  It was wonderful! 
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This student teacher not only shared her relief of being finished, but she also disclosed 

that so much of the student teachers’ time is spent on edTPA that they feel their focus is not 

where it should be – on teaching their P-5 students.  It should also be noted that her response to 

the question about her best day or time in student teaching revolved around edTPA and not about 

the students in her classroom, which was how all of the other student teachers responded to the 

very same question.  This means that the edTPA must have been an incredible burden on her 

during the semester – something so dreadful, in fact, that when it was over, it was the happiest 

she felt all semester.  Another student teacher described a similar feeling in her final reflection 

as, “The relief you get when you turn in edTPA is indescribable.  It wasn’t until that moment 

when I pressed “submit” that I have ever felt weight be lifted from my shoulders.”  This student 

teacher was not only emotionally relieved, but there was also a physical response to being 

finished with this monumental assessment. 

Directly related to this, student teachers also feel relief when they receive their final 

edTPA scores.  Since their portfolios are sent off to an outside source, this places an additional 

layer of stress on the student teachers because they have to wait almost a month to receive their 

scores via email.  This waiting period can be a nervous time for student teachers because they 

have no idea who their portfolio is being evaluated by and their certification lies in the hands of 

this unknown entity.  Upon receipt of her scores, one student teacher wrote in her reflection, “My 

edTPA scores came back, and a burden of uncertainty has been lifted.  It was a great feeling to 

finally have that portion of my journey into an elementary classroom completed.”  This also 

shows student teachers’ uneasiness; even after their portfolios are submitted, there is still a heavy 

cloud over their shoulders until they obtain their final score reports. 
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When asked in an interview what was stressful about the semester, one student teacher 

responded by saying, “I hate edTPA.”  That was it; she didn’t elaborate or extend her response, 

but I remember seeing a physical reaction as if it brought back a horrific memory during this 

interview; her head was shaking and it was as if she did not want to talk about her experience 

with the portfolio in any manner.  When I asked another student teacher in an interview what 

caused her to feel stress, she also immediately responded with comments about the edTPA.  She 

stated:  

The whole edTPA was very stressful.  Last semester I felt my unit was really good and 

just like writing all the stuff afterwards about it.  I felt like there were a lot of things I 

could say.  With this task I was just like, I don’t know how I was like.  I don’t know 

what else to say.  It’s either they [the students] can write this or they can’t since they’re 

in Kindergarten, but I was really stressed out with that because I was like, I’m not 

getting the full pages. I’m not going to have enough.  I just don’t know what else to 

say.  I don’t know - the whole thing was stressful. 

This confirms that a high source of stress during student teaching is, indeed, directly related to the 

development of the student teachers’ edPTA portfolios, required by the university and needed for 

certification.  While different student teachers shared their different difficulties regarding their 

portfolio – whether it be their unit topic or simply not having enough time to complete all the 

requirements of student teaching on top of completing their portfolio, this student teacher’s stress 

was rooted in her grade level.  She knew she was prepared for the portfolio because she completed 

a similar one last semester and was successful, but the jump down to the kindergarten level posed 

an added layer of stress. 
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 Task 2 of the edTPA portfolio was also mentioned in student teachers’ reflections.  In Task 

2 the students are to video-record themselves teaching, and the video is submitted as a portion of 

their portfolio.  This task served as a major source of frustration for several student teachers.  One 

reflection stated: 

Monday was one of those days that made me reevaluate every life choice that lead to me 

stepping foot in that classroom…I could not get them to stop talking to each other long 

enough to finish my thought.  It sounds like such a silly thing to ruin a whole day, but I 

really thought I might cry when I got home.  It was the first day I was filming my unit, 

and looking back, I was probably not being as harsh with them as I would have been if I 

was not being evaluated by a total stranger.  The edTPA video was a disaster, and my 

teacher told me that she would avoid using it if at all possible.  

This high stakes assessment for the student teachers can be so stressful and frustrating that they 

question their choice to become a teacher.  Moreover, the video-recording is stressful because  

not only are there are so many rules about the video - time limits, no editing, video permission 

forms, etc.  But bigger than this, when student teachers “mess up”, or management of the 

students in the classroom becomes problematic, all of that is captured on camera and exposes the 

student teachers’ imperfections and inadequacies and, perhaps, makes them feel like they have 

failed. 

 Overall, the edTPA is an emotionally and physically draining part of the student teaching 

experience.  One student teacher stated in a reflection, “This week was absolutely exhausting!  

From working all weekend on edTPA to pretty much lead teaching this week, I’m so tired! I 

hope everything runs smooth and I’m not too dead by the end of the week.”  While another 
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shared her exhaustion by stating, “I’ve never been one to go to bed at 9:00, but during my 

student teaching semester I was in bed, almost falling asleep by 8:00-8:30.  Your body is 

EXHAUSTED.  The days and weeks are long and edTPA is stressful.” The student teachers 

understand the magnitude of this assessment required for certification, and the extra stresses it 

places on them, in addition to all of the other university requirements of student teaching, causes 

them physical strain. 

 While emotions are stirred by many sources housed at the university, student teachers 

also share their emotional experiences they have with K-5 students and at their schools.  These 

experiences, unlike the university experiences that exude more negativity, include a greater 

balance of both positive and negative emotions of student teachers.  K-5 students’ successes, 

assessments in schools, students’ home lives, parents, and other school personnel often served as 

sources of emotions that student teachers endured throughout the semester. 

Student Teachers’ Emotional Experiences with K-5 Students and at School  

The children in the student teachers’ assigned classrooms served as the heart of the 

student teachers’ emotional experiences, and this was evident in the student teachers’ reflections 

and interviews of all of the participants.  The K-5 students’ impact on student teachers led to a 

range of emotions, both positive and negative, and the student teachers’ grade levels or school 

placements did not appear to make a difference in how their students’ impacted them 

emotionally.  In every single interview with the student teachers, they each noted that their 

favorite part of student teaching was the children in their classroom.  The student teachers said 

the students made them feel proud, excited, and happy, and they also admitted how sad they felt 

for some students and how frustrated they could feel on certain days with certain children.  It is 
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important to note that difficult emotions surfaced more often than positive emotions when 

student teachers wrote or spoke of their students.  While student teachers’ different contexts and 

personalities evoked different emotions, patterns emerged in how K-5 students impacted the 

emotions of the student teachers. 

Student teachers often felt excitement when their students’ “light bulbs went off”, when 

lessons went well with students, and when they were recognized by their students for “being the 

best teacher ever!”  Some student teachers wrote about assessment positively and felt excited 

when their students, “…understand, FINALLY understand” a new concept that they have taught.  

This is especially true for K-5 students who are considered academically disadvantaged or who 

have difficulty in certain content areas.  This enthusiasm was captured in the following student 

teacher’s weekly reflection: 

My most rewarding student this week was a student who is failing Math, Science, and 

Social Studies…last week, she made a 29 on a county-wide assessment on dividing 

fractions.  Seeing her frustration, I started pulling her for one-on-one remediation for 

about 20 minutes every morning this week.  Over the course of the week…I heavily 

scaffolded when she was working out problems…On Thursday, she made a 100 on an 

assessment she completed herself over dividing fractions; I was so excited for her! She 

kept wanting to divide more and more fractions; moments like these are just one of the 

many reasons I love teaching. It was so rewarding to me! 

This student teacher understood the frustration of the child and took extra time to support her 

with the concept of dividing fractions.  This shows that student teachers have an understanding 

of the importance of reading their students’ emotions, and student teachers also know that they 



161 
 

 

can directly impact children both academically and emotionally by taking extra steps to help 

them individually.  This reflection also reveals that student teachers recognize their students’ 

academic successes and failures as well as their own successes as a teacher, and when their 

students are successful, it makes them feel excited and proud.  The data also reveal that when 

student teachers write and talk about happy moments with their K-5 students, the anecdotes are 

exclusively related to their students’ academic successes and triumphs.     

Student teachers often acknowledged that they were making a positive academic 

difference, but beyond this, student teachers also recognized the personal, social, and emotional 

difference they were making in their students’ lives.  They recognized that teaching is not just 

teaching, and they have an internal understanding that it is their role to develop the whole child, 

just as the written documents indicated in Research Question 1, and when they see that a child’s 

needs are not met, it deeply saddens them.  When student teachers expressed frustration with 

their students, it was often connected to management, but when sadness was spoken of or written 

about, it was often due to external factors of the students, such as the students’ underprivileged 

home lives.   In an interview when a student teacher was asked what made her sad during the 

semester, she responded: 

What makes me sad?  Hmmm.  The kids that had the bad home lives.  We have one student 

who came and she was new.  She was only there for like, I don’t know, a month and a half 

and then she was out for nine days and we were like, “Where is she?” And she was in a 

homeless shelter.  It was just like, I don’t know.  I felt sad because while she was in our 

class she was so shy.  She’d never really got to like open up to anyone and I felt like, I 

don’t know, like I missed an opportunity for us to let her know that somebody was there 
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for her.  I feel like we kind of let her down and now I have no idea.  Like what’s going to 

happen to her?  That was the saddest part of this semester. 

When a child’s basic needs are not met outside of school, student teachers understand there is very 

little, if anything she or the clinical supervisor can do to appease difficult circumstances of their 

students.  Another student shared a similar instance of feeling sadness for a student in this way 

through a weekly reflection: 

On another note, I experienced something really sad this week in the classroom. One of 

my students had been out for nine days in a row. No one could get in contact with the 

family and we were starting to worry. When the school finally got in touch with the 

family. We found out that they are in a homeless shelter and the student is not in school, 

because the mom does not know where she is going to end up. Later we found out that 

the mom has warrants out on her. My supervisor and the school’s parent liaison was 

trying to work something out to get the student back at school. The next day the student 

was withdrawn from the school. I have not heard anything else yet. This situation really 

hurt my heart. I just wonder what is going to happen to this student. She is only in 

kindergarten and this is already her life. I hope that she will be able to rise above 

whatever struggles she has to face. I hear sad stories all the time, but when it is someone 

in your classroom it becomes real. I want to be able to help other future students that I 

may have with situations like this in my classroom.  

Student teachers truly understand that children can have difficult, sometime, “unimaginable” home 

lives, and they recognize how these students’ home lives filter into school and can emotionally 

impact children.  The student teachers feel heartbroken for the students, and they also worry about 
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these students’ futures, not knowing where or how they will end up.  It is difficult for these student 

teachers because they simply lack the experience in knowing how to respond to upsetting 

situations. 

 Two other student teachers shared their sadness, and in this sadness, they directly point 

fingers at the parents of the children.  One student teacher condemned the parents through 

questions in the following manner in a reflection: 

I am starting to wonder if parents need those same things in order for them to be the best 

parents they possibly can be to their children. It breaks my heart that my clinical and I 

have had to send home MANY third notices for parent/teacher conferences for them to 

come and meet with us about their child’s academics and no one has bothered to respond. 

Do you not care about your children and their academics? Is education not important in 

your household? What examples are you setting for you children, to not take school 

seriously? I see how my Clinical struggles when reaching out to parents time after time 

and not having any luck; I wonder what can we as educators do differently to reach the 

minds of our students’ parents to help them be more supportive? 

The other student teacher expressed her sadness about lack of parental support at schools in this 

way: 

This week I got to experience some of the heartbreak of being a teacher. I turned around 

to walk to my classroom and this little girl stopped me. She didn’t say a word to me; she 

just wrapped her little arms around me and laid her head against my stomach. Until this 

day, I have never seen her. All that I could think of was, “This little girl was craving love 

so bad that she tried to get it from a random stranger.”  This shattered my heart into a 
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million pieces. I hugged her back and I told her to have a great day.  I saw the same little 

girl today (Thursday) in the lunchroom and she asked me if I would be her mommy. It 

just breaks my heart that she doesn’t get enough of it at home. It goes to show that those 

stories we hear about in school really are true. It’s hard to actually imagine that feeling, 

as a teacher, until you experience it yourself. Even though these types of situations are so 

hard and I don’t quite comprehend how a parent cannot actually be a parent, it makes me 

feel better that I can make a difference.  

Both of these student teachers understand the home-school connection, and how these 

connections directly impact their students.  They recognize the need for parental support and 

guidance; in fact, their words almost exude anger at the parents because of the sorrow they feel 

for their students.  Student teachers have a deep understanding that their K-5 students are diverse 

in many ways - academically, socially, and emotionally.  These differences in their students 

evoke an array of emotions in student teachers, and the student teachers are openly willing to 

share how they are feeling, whether it be positive or negative.  Student teachers also understand 

that the variances in their students are also almost every time caused by an external source 

outside of school, and that there is very little they or their classroom teacher can do to alleviate 

challenging circumstances that lead the student teachers to feel sad, angry, and even confused.   

In the midst of student teaching, it is inevitable that student teachers experience a range 

of emotional experiences directly related their work and responsibilities in schools.  These 

emotions are blurred within the technical aspects of teaching and in the relationships developed 

with others throughout the semester.  This is especially evident when student teachers begin to 

assume the responsibilities of “real teachers”.  One student teacher expressed feelings of being 

overwhelmed in the following excerpt from a weekly reflection:  
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During my first week, something has been revealed to me that I had not envisioned 

before.  That something would be the world of real lesson planning…As I sat down with 

my teacher to get a feel for the lesson plans she submits in order to be prepared for when 

I will be block planning, I was speechless and overwhelmed.  I thought to myself, “I 

don’t know how to follow this lesson plan and this is terribly confusing.” 

What was once perhaps an easy task, lesson planning, became difficult for the student teacher 

because of a change in formatting. This student teacher had moved to “block planning” which is 

much different than the lesson planning templates used in previous semesters.   

Throughout their program of study, teacher candidates not only learn the importance of 

planning, but they also learn about assessments, why we assess, how we effectively assess, and 

how we use assessments to inform instruction.  However, it is not until student teaching do they 

really begin to understand how assessments in schools impact teachers and K-5 students 

emotionally.  Threaded throughout the student teachers reflections is assessment – whether it be 

daily, informal checks for understanding (“He got!  He finally got it!”) or the Georgia Milestones 

Assessment System (GMAS); student teachers become fully aware that testing is a fundamental 

part of schooling and is, undoubtedly, a major root of the joys and frustrations that teachers 

experience.  

With the push of high stakes testing in schools, the student teachers’ emotions are 

directly impacted, and this occurs at all grade levels – not just the grade levels that involve 

statewide, standardized testing.  While testing often serves as a source joy and excitement when 

student teachers see their students’ progress and academic achievement, as well as their own 

successes as a student teacher, it can also serve as a source of stress and frustration.  Student 
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teachers are also humbled when their own students recognize them for their teaching and the 

positive impact they make on their students academically.  One student teacher reflected on a 

moment she received a letter from a student who thanked her being a “great math teacher” and 

offered to help her in further preparation for the GMAS test. 

I never thought that I would actually make an impact on my students, but I really 

am…This week, she gave me a thank you note that told me that I was a great math 

teacher and that she would love to help me in the preparation of the Georgia Milestones 

Test next week.  When I read it, I teared up!  I thought it was so sweet and thoughtful that 

she asked me what she could do to help ME prepare her and her peers for the test. 

Moments like these disclose student teachers’ need to feel appreciated and valued.  These are the 

moments that, during stressful times like high stakes test preparation in schools, keep the 

students teachers trekking along in their venture to teacherhood. 

 While student teachers do share these positive feelings in connection with their students’ 

successes on assessments, they also expose how they feel saddened, frustrated, and stressed out 

about how assessments in schools so negatively impact their students.  In fact, these novice 

teachers begin to question the whole education system and question how all of these mandated 

tests can cause so much stress and anxiety in their young students.  The student teachers 

empathize greatly with the pressure their students endure, and are not hesitant to share how it 

impacts their own feelings.  This is exemplified in the following excerpt from a reflection: 

My students had MAP [Measures of Academic Progress] testing this week and they were 

mentally exhausted, but also full of energy from not being able to have recess. I talked to 

my teacher about the testing that they do in kindergarten. I did not realize how much testing 
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there is in kindergarten. After hearing about all of it and seeing the kids during and after 

the test, it made me really sad. I think that there is too much pressure put on five year olds. 

This makes me not want to teach kindergarten, because I don’t think five year olds should 

be dealing with all of this. 

This student teacher’s reflection reveals that she has fundamental understanding that excessive 

testing, especially at the kindergarten age, is developmentally inappropriate, and it makes her feel 

sorry for her Kindergarten students.  She understands that children of this age need to not be 

punished by having their recess taken away for the sheer sake of testing, but rather, they need to 

be playing outside developing physically, socially, and emotionally.  This student teacher feels so 

negatively about this, that it has deterred her from wanting to teach Kindergarten. 

Some student teachers in the upper grades expressed sadness over standardized testing 

and how those assessments impact their students emotionally.  Once student teacher wrote the 

following in a weekly reflection:  

I did not realize how stressed some of my students would be with testing; for instance, on 

Monday morning, one of my students came in and asked if today we would start testing.  

When I told her we were going to start testing, she immediately went to her seat, pulled 

out all her notebooks, and began to study.  It just makes me so sad to see how anxious the 

students have become over testing. 

Watching students become anxious over high stakes testing makes the student teachers feel both 

sad and helpless.  This student teacher, knows and understands the pressure of testing and how it 

impacts their students emotionally which, in turn, impacts their own emotions as a developing 

teacher. 
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 Student teachers not only recognize the negative impact testing has on students, but they 

also recognize how testing impacts their own clinical supervisor as well as other teachers.  One 

student teacher described the stress of preparing and planning for testing and how it impacted the 

whole grade level in the following way: 

This first week was definitely stressful for me, as I’m sure it was for all of the other 

student teachers! Prior to student teaching, I was not placed in a grade level that took the 

Georgia Milestones standardized test.  From my first day being in Fifth Grade [moving 

from Kindergarten], I realized how stressful preparing for testing is; my supervisor and 

her team members are trying to cover so much new content with very little time.  On my 

first day, the teachers were informed that the date the students will begin testing was 

pushed up a whole week, which completely threw off their pacing guide that they have 

following and sent them all into a planning frenzy. 

This reflection shows that planning for testing consumes the work of teachers; it also reveals that 

student teachers are directly impacted by the stresses that their clinical supervisor feels – not just 

with covering content to be tested and to be assessed by an outside source, but also with the 

pressure of how their students perform on those standardized tests.  This student teacher seems to 

have felt the same stress, pressures, and anxiety as her clinical supervisor and the other team 

teachers.   

 One final emotional experience at school shared by a student teacher was written about in 

a reflection, and it revolved around her clinical supervisor’s partner teacher across the hallway.  

In this reflection, the student teacher recognizes not only her own stress, but also the stress of her 

students and the frustration of her classroom teacher by the same issue.  She writes: 
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One of the sources of stress in my classroom comes from the teacher across the hall.  She 

thinks that it is appropriate to continuously send children into the classroom with 

messages regarding things that are going on in her class, or with make-up work that the 

students need to have turned in to her by the end of the day.  I am all about being a team 

player, but these kinds of disruptions are really starting to get to me.  Every time she 

comes in the students are immediately stressed out by whatever missing assignments they 

have due, and they spend the rest of the class period trying to get the work done without 

me noticing.  My classroom teacher has expressed her frustration to the other teacher, but 

it does not seem to make a difference.  She has no problem talking about the students in 

front of them, and it is making a negative working environment for everyone.  Because I 

do not feel that I can talk to the teacher about her behavior, I have found that I am taking 

it out on the students.  I get angry with them for trying to do work for other classes…I do 

not want to feel this way, and I certainly don’t want to add any  more stress to their lives, 

but I am so frustrated…I need to make the choice to be more positive…to help make 

everyone’s day a little brighter. 

This student teacher admitted her stress level as well as her anger, which is unusual for student 

teachers, as discussed earlier.  She has learned that disruptions to the classroom that are out of 

her control directly impacted her students’ well-being and caused her to feel not only frustrated 

with the teacher across the hall, but to also deflect her anger at the students.  In fact, she felt 

helpless in this situation because she knew it was not her position to confront another classroom 

teacher when she was in the role of a student teacher.  In the end, it was the students that were 

most impacted because they were “stressed” about having to finish their work for the other 
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classroom teacher, and this was compounded by the student teacher taking her frustration and 

anger out on the them in the classroom.   

The student teacher stated she knew her clinical supervisor was frustrated, but what was 

not revealed in this reflection was how the clinical supervisor handled her feelings of frustration 

with the other classroom teacher.  This could mean that the student teacher was learning how to 

navigate these difficult emotions on her own, and she may have even felt unsupported or 

isolated.  She also admits that she knew she should not have felt that way, and she needed to be 

more positive; this again verifies that most student teachers have an understanding that negativity 

does not belong in the classroom.   

Working with parents of K-5 students appears to be another source of nervousness in 

schools for the student teachers, and they.  It seems that most clinical supervisors handle most of 

the communication with parents, and the student teachers recognize that they lack experience 

with this critical part of teaching.  One student teacher witnessed an “awful” student episode and 

saw firsthand how parents can react to certain situations.  It seems that the following incident not 

only shocked the student teacher, but also made her question her own comfort level with parents.  

This lack of experience made her feel nervous, as expressed in this reflection: 

There are some things that I have seen that have opened my eyes toward teaching. My 

clinical was out Monday. One of my students had a huge meltdown in the hall, the 

assistant principal and another first grade teacher had to carry her to the office. She was 

kicking and screaming. It was awful. I have never seen a child react the way she did. This 

child has a very rough home life. She is being raised by her mother with two other 

siblings. The child was suspended for two days due to the incident. The following day, 
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the child shows up at the school. My teacher goes to the office to speak to the parent. The 

parent tells my teacher that she doesn’t believe that her child acted that way and that all 

the teachers were lying. Before the parent spoke to my teacher, the child told my teacher 

what happened and how she acted. The assistant principal and my teacher told the mother 

how there were other teachers who witnessed the child actions. The mother responded to 

the assistance principal by walking toward the door and saying to the child these teachers 

are pissing me off. After hearing about what happened, this opens my eyes to how 

parents can be. There can be multiple people saying what the child did as well as the 

child but the parent still doesn’t believe anyone. The parents is the part I am most 

nervous about with teaching. I know there will be parents who will do anything for their 

child and some who don’t care. I am nervous to know about the different situations that 

will come up when dealing with parents. I know that I need to build a relationship with 

all of them and this will make communicating with them easier. What do you do with 

parents who aren’t interested in communicating with you? 

This reflection directly ties to the recent graduates feelings about working with parents.  This 

student teacher stated concern about “dealing” with parents when she becomes a teacher, and in 

the interviews with the recent graduates, they each cited that an aspect of the classroom that they 

did not, and still do not, feel prepared for was working with parents because parents still 

intimidate them and make them feel nervous.  They each stated that parents still make them feel 

uneasy, and they do not know how to handle many of the unexpected situations that come up 

when working with their students’ parents.   

While most student teachers reported feeling nervous in connection with actual teaching 

and learning, chaotic days, and working with parents, one student teacher thought much more 
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broadly.  She expressed her concern and being nervous about conformity in schools in a weekly 

reflection.  She stated: 

I did not expect there to be so much pressure to conform to what other teachers are doing.  

All this makes me a little nervous about how much autonomy I will have throughout my 

teaching career. 

It is not clear if all student teachers think this broadly about their future K-5 classrooms.  This 

could also be attributed to the student teacher’s clinical supervisor or another outside source 

expressing the same concern which made the student teacher question teachers’ autonomy in the 

classroom.  Again, student teachers have different personalities, and this could be a factor in that 

as well.  Some student teachers may appreciate the comfort of conformity and following the 

rules, while others feel more comfortable, and maybe even more confident, doing things their 

way and going against the grain. 

 In all of these emotions experienced in schools and in working with K-5 students, there is 

a common thread among these experiences.  Student teachers have a fundamental understanding 

that emotions inevitably surface as they make the transition from student to teacher, as they work 

with their supervisors, and as they experience the day to day happenings of being a student at a 

university and a teacher in school.  The thread that ties these experiences together is that of the 

student teachers’ underlying awareness and beliefs that their emotions should be regulated and 

managed.   

Student Teachers’ Responses to and Management of Emotions  

Student teachers’ reflections and interviews reveal that student teachers endure an array 

of emotions throughout their student teaching experience.  It is evident that student teachers have 
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an understanding that it is acceptable for positive emotions, such as joy, pride, and excitement, to 

be expressed with others.  Student teachers also understand that their positive emotions do not 

need to be regulated or managed since they are acceptable to express positivity in front of others.  

Conversely, student teachers often indicated that when they expressed negative emotions, in 

particular crying out of sadness for self, anger, or irritability, they felt shunned and believed they 

needed to either stop emoting negatively or adjust the ways in which they responded to those 

negative feelings.  In this management of emotions, student teachers applied two strategies: 1) 

They sought people to divulge their emotions, and/or 2) they applied emotional labor. 

Many student teachers revealed in their weekly reflections and interviews they often seek 

other people to “vent to” and to share the struggles they experienced during student teaching.  

Student teachers not only shared their emotional battles and their negative feelings with family 

members, but they also shared those feelings with other student teachers in the program and their 

clinical supervisors.  One student teacher noted in a reflection, “Tuesday night I had a break 

down because I still didn’t know what I was going to do. I told my mom “I am over school, I 

don’t want to do this anymore.”  It is clear that this student teacher was at a breaking point and 

needed a family member, her mom, to support her struggles.  When asked in an interview how to 

handle stress during student teaching, one student teacher said, “Lean on your education friends 

for support. Remember, they’re going through the same thing.”  Student teachers know that only 

other student teachers who are experiencing the same stresses and pressures can fully understand 

and empathize when negative emotions surface, so they use one another as sounding boards to 

help them manage their emotions.  One recent graduate indicated that she was able to manage 

and alleviate her emotions with her clinical supervisor.  She noted in her interview, I talked with 

my clinical supervisor a lot after school.  We discussed some of things that she had experienced.  
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I guess just by talking it out together, I was supported in what I could do.”  This reveals that 

another one of the unwritten roles of clinical supervisors is to emotionally support their student 

teachers, especially during times of difficulty that evoke negative emotions.  In doing so, clinical 

supervisors are better able to assist their student teachers in managing and regulating emotions.  

It is clear that in the student teachers’ reflections and interviews, student teachers have support 

systems and seems to have no reservations about expressing their negative emotions, not only to 

others in school settings, but to loved ones outside of school because they know it is acceptable 

to divulge these emotions openly.   

Since student teachers are new to the profession of teaching and are still learning all of 

the emotions involved and how to regulate their emotions, it is important to note that all of the 

participants have an understanding of the need for mentors during student teaching.  Every 

participant in their interviews suggested in some form the need for mentors of student teachers.  

A couple of student teachers expressed that they wished they could have had a mentor assigned 

to them, so when times were difficult, they had a person they could go to - “someone like a 

mentor from the outside that would not judge me or evaluate me, but who understands student 

teaching.”  One clinical supervisor suggested student teachers have a mentor assigned to them at 

their school sites.  She indicated it would be good for the student teachers to have a person, 

“…they feel they can talk to outside of their classroom because student teachers feel like they 

have to be perfect with their clinical supervisor, and it’s okay to admit mistakes with an outsider 

and to just have a good cry if you need to.”  The suggestions of a mentorship program reveal that 

student teachers need people to divulge their emotions to, and mentors have the potential to help 

in the management and regulation of emotions, especially difficult ones. 
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When student teachers deem situations to be inappropriate to openly emote, they then 

apply emotional labor in order to regulate their emotions.  In these instances of managing their 

emotions in the classroom, where they may have been feeling negative, the student teachers felt 

forced to emote positively and to mask their true feelings, and this was especially true when they 

were in the presence of their students.  One student teacher wrote in a reflection,  

Though this week has been a struggle for me, I was able to see just what people mean 

when they say despite how you are feeling, you cannot let the students see you down.  As 

educators, you must put on a smile and continue teaching the best that you possible can, 

in my case, even when you are stressed out, sick and feel like crap. 

Another student teacher expressed how she, much like others, felt prepared for the technicalities 

of teaching, but did not feel equipped for how to handle and manage the stresses involved in 

teaching.  After being asked in her interview how prepared she felt for the emotions involved in 

teaching, and she remarked, “I feel like there could maybe be more support for handling stress.  

We are very prepared for everything else like the curriculum and coursework and stuff like that, 

but our actual emotions could be supported more.  I mean there were days when I just wanted to 

pull my hair out but I didn’t, and I kept smiling, but man, that stress gets to you.”  Student 

teachers recognize that stress is a highly common emotion experienced during student teaching 

and sought strategies for coping or managing stress.  The student teacher acknowledges that 

handling emotions, specifically stress, could have been done proactively in concert with learning 

the technical aspects of teaching.  And while she was seeking proactive supports in managing her 

emotions, it is obvious that at some point she learned that in the midst of feeling stressed, there 

was an emotional rule to “keep smiling”, so she applied emotional labor.   A recent graduate also 
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indicated that she learned the same lesson in the teacher education program.  In her interview she 

stated:  

You can understand this parent is going to scream and cuss you out for everything you’re 

worth and we know how to respond to that.  You guys teach us that and I was able to 

model it.  I never had that experience of actually being yelled at by a parent until last 

year.  But I was very calm and y’all talk about that all the time.  This is how you handle 

it.  This is what you say.  

This recent graduate learned that even when being verbally attacked by a parent, you are to not 

reveal your emotions, but rather, you should apply emotional labor and mask your feelings by 

remaining calm and showing composure.  One other student teacher also revealed that she 

applied emotional labor, but somewhat differently.  In her interview she was asked, “Is it okay 

for students to see teachers to be emotional?”  She responded, “You want your students to 

understand you’re human and you are a person, but I think at all times we are the teacher and we 

have to keep that teacher presence.”  This shows that some student teachers in this program of 

study are being taught that the persona of a teacher takes precedence over the humanistic and, 

perhaps, caring side of teaching.  So this student teacher’s understanding of emotional labor is 

not to put on a smile when feeling negatively, but, rather, to put on the “teacher presence” and 

show no emotions at all. 

 Inevitably, student teachers experience a variety emotions and respond to and manage 

those emotions in different ways.  The ways in which student teachers manage their emotions 

appears to be situational and also reflective of the student teachers’ personalities.  The more 

confident student teachers are, the less they appear to have to seek others or apply emotional 
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labor.  On the contrary, the less confident and more nervous-natured student teachers seem to 

need the support of others more often and reveal that they apply emotional labor more regularly 

in the classroom.   

Results of Quality Checks 

 In order to increase the credibility of my study, peer debriefing and member checks, as 

described in Chapter III, were applied.  I implemented peer debriefing with another colleague in 

the college of education in which the selected teacher education program is housed.  When I met 

with this selected colleague, I provided an overview of the study which included the foundation 

and purpose of the study, my research questions, data, data analysis, findings, and implications.  

In our conversation, I encouraged her to ask questions, provide feedback, and offer suggestions 

regarding any additional ideas she may have had.  Her thoughts mirrored many of mine, and she 

indicated that this study was important to the work we do in the selected teacher education 

program and in our college.  When I shared the implications of the study, as outlined in the 

following chapter, she fully agreed with the implications and made her own implications 

regarding how she can assist with the emotional development of our pre-service teachers in the 

block she coordinates which takes place just before the students enter the teacher education 

program during their sophomore year.  My peer also, without prompting, recommended the idea 

of year-long placements when I shared the student teachers’ angst regarding change of 

placements, grade levels, and clinical supervisors from the Methods II semester to the student 

teaching semester, which is more thoroughly discussed in the following chapter.  I also 

implemented member checks to increase the validity of this study.  I shared the research findings 

and implications via email with each of the participants I interviewed at the conclusion of my 

data analyses and sought input.  I was able to obtain feedback from a few of the participants, and 
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the feedback I obtained was positive and was in alignment of my findings, interpretations, and 

implications, therefore, their perceptions and understandings of the findings and implications 

increased the validity of my study. 

Overall Findings 

 In a collective review of all of the data sources, including written documents, student 

teachers’ weekly reflections, and interviews with all of the participants (student teachers, 

university supervisors, clinical supervisors, and recent graduates), four major findings emerged 

in response to the three posed research questions of this study. 

1.      Unlike Social Emotional Learning (SEL) standards set forth in K-12 schools, there were no 

standards or clear guidelines that described how student teachers were prepared for the emotional 

aspects of teaching or how student teachers’ emotions were supported.  Relative to this, recent 

graduates of the selected program acknowledged that they felt well-equipped for the technical 

aspects of teaching but ill-prepared for the emotional realities involved in schools and being a 

teacher. 

2.      Emotional experiences during student teaching appeared to be influenced by many factors 

such as the student teachers’ individual personalities and confidence levels, their assigned 

students’ academic outcomes, relationships with their university and clinical supervisors, 

transition to a new placement from the previous semester, transition from the role of a university 

student to classroom teacher, standardized testing in schools, finding a job, working with parents, 

and the edTPA.  However, time did not appear to be a factor in influencing these emotional 

experiences during the semester; a variety of emotions surfaced at different times and for 

different reasons. 
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3.      Positive and certain negative emotions were perceived as more acceptable to express than 

other emotions through the eyes of student teachers, and negative emotions were expressed more 

often than positive emotions. 

4.     To respond to and manage emotions, student teachers sought outside sources or applied 

emotional labor, and when university and clinical supervisors served as a source to aid in the 

management of emotions, they more often supported their student teacher reactively and only 

when needed.  
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CHAPTER V    

    

DISCUSSION AND IMPLICATIONS   
 

 

Introduction 

Student teaching has historically served as a core component of the great majority of 

teacher education programs (Gutyon & McIntyre, 1990) and as one of the most significant 

moments in pre-service teacher education (Wilson, Floden, & Ferrini-Mundy, 2001, Hollins & 

Guzman, 2005, American Association of Colleges for Teacher Education [AACTE], 2010).  

Over time, studies have revealed the need to more closely connect coursework on campuses and 

field experiences in classrooms (McIntyre, Byrd, & Foxx, 1996), the need to understand the roles 

of supervisors in mentoring student teachers (Borko & Mayfield, 1995), and the limited degree 

of attention towards pre-service teachers’ emotions (Meyer, 2011, Sutton & Wheatley, 2003).  

Furthermore, Schutz et al. (2007) and Sutton and Wheatley (2003) recognized that obtaining a 

more comprehensive understanding of teacher emotions can potentially improve teacher 

education programs and aid in the prevention of teacher burnout and dropout. The purpose of this 

phenomenological case study was to investigate how one Early Childhood Education (Pre-K-5th) 

Program (ECED) addressed emotions and prepared pre-service teachers for the emotional 

dimensions of teaching. I strived to reveal ways in which emotions in teaching and learning to 

teach were and were not addressed during the student teaching semester of the selected teacher 

education program.  Additionally, I investigated how teacher educators (university and clinical 

supervisors) supported and prepared student teachers in understanding the role of emotions in 

teaching and learning.  Finally, I investigated the lived emotional experiences that pre-service 

teachers encountered during student teaching, and how they responded to and managed those 

experiences.  This study, in turn, aimed to answer the following research questions:   
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1) How are the emotional dimensions of teaching addressed, if at all, during the student teaching 

experience?   

2)  How do teacher educators and clinical supervisors help student teachers understand the role 

of difficult emotions in teaching and learning?  

3) What are the lived emotional experiences pre-service teachers encounter during their student 

teaching experience, and how do they respond to or manage these experiences? 

This chapter presents the discussion of the four major findings of the study and draws 

relationships among those findings with existing literature, concepts, and theory.  Implications 

for practice in teacher education, limitations of the study, and recommendations for future 

research are presented at the conclusion of this chapter. 

Major Findings  

 The data of this study revealed four major findings in response to the research questions 

posed, as presented in Chapter IV.  The findings are as follows:  

1.     Unlike Social Emotional Learning (SEL) standards set forth in K-12 schools, there were no 

standards or clear guidelines that described how student teachers were prepared for the emotional 

aspects of teaching or how student teachers’ emotions were supported.  Relative to this, recent 

graduates of the selected program acknowledged that they felt well-equipped for the technical 

aspects of teaching but ill-prepared for the emotional realities involved in schools and being a 

teacher. 

2.      Emotional experiences during student teaching appeared to be influenced by many factors 

such as the student teachers’ individual personalities and confidence levels, their assigned 
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students’ academic outcomes, relationships with their university and clinical supervisors, 

transition to a new placement from the previous semester, transition from the role of a university 

student to classroom teacher, standardized testing in schools, finding a job, working with parents, 

and the edTPA.  However, time did not appear to be a factor in influencing these emotional 

experiences during the semester; a variety of emotions surfaced at different times and for 

different reasons. 

3.      Positive and certain negative emotions were perceived as more acceptable to express than 

other emotions through the eyes of student teachers, and negative emotions were expressed more 

often than positive emotions. 

4.     To respond to and manage emotions, student teachers sought outside sources or applied 

emotional labor, and when university and clinical supervisors served as a source to aid in the 

management of emotions, they more often supported their student teacher reactively and only 

when needed.  

These findings, while stated broadly, lend themselves to major implications for the practices of 

teacher education programs, student teachers, supervisors of student teachers, and the field of 

curriculum studies.  The following sections will discuss the findings while making concurrent 

connections to existing research and theory. 

 Discussion 

Teacher Education and Teacher Educators 

It is important to thread the beginning of this discussion regarding teacher education and 

teacher educators through a broader perspective and lens of curriculum studies.  Pinar (2004) 

defines curriculum theory as, “…the interdisciplinary study of the educational experience” (p. 2), 
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and since the vast field of curriculum studies is so largely connected to the humanities in 

education, it is important to connect the findings of this research on emotions in teacher 

education to this field.  Curriculum theorists are largely concerned about the shift of schools into 

business-like models that are focused on the “bottom line” (Pinar, 2004, p. 2) and are pushing 

back towards an education in schools that reflect individuality and, “…creativity, erudition, and 

interdisciplinary intellectuality” (Pinar, 2004, p. 11).  Teacher education programs are now 

feeling those same pressures of conformity and technicalities, and this was evident in the written 

documents examined in this study.  Moreover, since it is known that teaching is a female 

dominated profession in the United States, particularly at the elementary level and as represented 

in the demographics of this study, it is important to address the fact that the policymakers of 

schools and schooling do not necessarily reflect the female population.  Males, in these 

bureaucratic roles, often lack the understanding of what it means to be a teacher and the 

emotions involved in teaching due to their lack of classroom experience, therefore, schools have 

become businesses that are entirely data driven – much attributed to the Every Student Succeeds 

Act [ESSA] (2015), formally known as No Child Left Behind [NCLB] (2001).  In this data 

driven world, teachers and children have become numbers, and their humanistic qualities, 

including those involving emotions, have been marginalized.   

Just as schools have transformed into factories producing test scores, so have teacher 

education programs.  Perhaps this business-like, impassive approach to schooling is a result of 

Tyler’s procedural book, Basic Principles of Curriculum and Instruction (1949).  Tyler’s step by 

step book became the foundation of classrooms across our country, in which there is always an 

end in mind to be evaluated and scored, and a teacher and administrator to be held accountable 

for those scores.  These practices have transferred into teacher education programs and teacher 
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educators and have directly impacted pre-service teachers.  The student teachers in this study 

often expressed their disgust with the copious amount of testing, especially standardized testing, 

applied in schools today, and they recognized the stress it placed on the students in classrooms, 

which in turn caused them to feel sad and sorry for their students and, even more so, aggravated 

at the system.   

This model of schooling defies John Dewey’s (1944) vision of schooling in which 

students became their own constructors of knowledge through problem solving and personal 

experiences.  He believed in building classrooms where teachers and students learned to create 

knowledge together, as caring and compassionate partners, through personal connections and 

experience.  In doing this, it instilled in children the need for creating social change and societal 

reform in a democratic nation.  Whereas, Tyler maintained a business minded approach to 

schooling, as opposed to a humanistic approach, and this leans towards an overemphasis on test 

scores and data rather than “discovering and articulating for oneself and with others…” (Pinar, 

2004, p. 16).  This can be directly related to the student teachers’ negative experiences with the 

edTPA in this study.  The student teachers had a strong understanding of the consequences of not 

passing their “test”, and this caused an abundance of negative emotions.  The student teachers 

experienced feelings of stress and frustration, and those feelings seemed to have prevented them 

from growing personally and professionally as a teacher during their experience.  Simply said, 

the student teachers lost focus of their final experience in learning to teach under the guidance of 

a mentor teacher, and while the edTPA demands student-centered lessons and assessments rich 

in academic language, the student teachers remained fixated on themselves in their quest to meet 

the bottom-line – their certification.      
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The focus on the technical aspects of teaching, such as knowledge of instructional 

strategies and assessment, has taken over what it means to be a caring and concerned educator, at 

any level of schooling, including higher education.  Noddings (2005) describes caring as an 

essential element of curriculum design in schools and in classrooms, and she believes there are 

shared, universal centers of care and concern which must be developed among the children we 

teach.  The results of this study add to this thought; since the emotions of the student teachers 

were so prevalent, teacher education programs also need to develop these universal centers of 

care and concern, and through teacher educators who support the emotions of pre-service 

teachers, perhaps through “complicated conversations” (Pinar, 2004, p. 9).  Moreover, Noddings 

(2005) states, “Caring teachers listen and respond differentially to their students” (p. 19).   When 

teachers care and respond to diverse needs, emotional and trusting bonds are formed.  It is not 

until these faithful relationships are formed, and it is not until students know that they are cared 

for that real learning inside and outside of classrooms can transpire.  These ideas transfer nicely 

to the relationships and partnering of student teachers to their supervisors.  The study revealed 

that student teachers sought their supervisors as sources to aid in the management of their 

emotions, so it is evident that teacher education programs need not just knowledgeable teacher 

educators, but caring teacher educators both at the university and school settings. As Hargreaves 

(1998) contends:  

Good teaching is charged with positive emotion.  It is not just a matter of knowing one’s 

subject, being efficient, having correct competencies, or learning all the right techniques.  

Good teachers are not just well-oiled machines.  They are emotional, passionate beings 

who connect with their students and fill their work and their classes with pleasure, 

creativity, challenge and joy. (p. 835) 
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Student teachers have a great understanding of all that is entailed in being a student and in 

making the transition to being a teacher, and they recognize that emotional experiences exist in 

this process.  Moreover, the student teachers consistently manage and regulate their emotions – 

whether intentional or not, there is a hidden understanding that their emotions must be managed 

and regulated in order to demonstrate that they not only care and possess compassion, but, they 

also maintain the competence of a classroom teacher.   

As the data indicated, emotions involved in teaching are not part of the formal teacher 

education curriculum.  Teacher education programs in the United States currently operate under 

accrediting bodies with strict mandates at both the national and state levels, much like the public 

school systems to which products of these teacher education programs enter.  There is a clear 

federal agenda in creating teachers who are efficient in planning, teaching, and assessing, the 

central foci of teacher education standards intended to create quality teachers, so those teachers, 

in turn, are able to increase student achievement for the sake of global competition (Darling-

Hammond, 2015).  The mandates of teacher education programs are mirroring the 

standardization of pedagogy that is currently reflected in the current state of public schools in 

which teachers’ voices are silenced and a regimented curriculum, with little attention to social 

and emotional development of pre-service teachers, is to be followed.   However, Apple (2005) 

notes that the development of uniform standards and increasing legislative evaluation processes 

in teacher education do not automatically assure the success of public schools.  And, while K-12 

school systems expect their teachers to develop their students’ cognitive, academic, social, and 

emotional development, (Elias, Gager, & Leon, 1997) teacher education preparation standards 

reject and omit the latter two, which was evident in the data collected for this study.  Therefore, 

the guiding principles of teacher education programs reflect only 1) the technical and cognitive 
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abilities and performances of teacher candidates, and the humanistic, emotive, caring nature of 

teaching is either excluded completely or labeled as an undefined and ambiguous, “non-

academic” quality (CAEP, 2015, p. 11), and 2) the “standards fail to address the complexities of 

teaching and fail to embrace the differences among pre-service teachers” (Krise, 2016, p. 30).  

Clearly, change must be made in teacher education in order to develop and prepare teachers who 

have a full understanding of every facet of teaching, beyond the technicalities of teaching and 

learning.  In turn, when novice teachers enter their own classrooms they are well-equipped to 

handle the emotions teachers inevitably experience and would more likely remain in the teaching 

profession, reducing teacher attrition rates.  This is further supported by Madalinksa-Michalak 

(2015), where she found explicit training on emotional competencies to be beneficial in teacher 

education programs in order to, “…enhance the quality of teaching and support teacher 

resilience.”  Since stress and weak ability to manage emotions are consistently identified as 

reasons for high attrition rates of teachers (Darling-Hammond, 2001), this makes a strong case 

for explicitly addressing and balancing technical and emotional competencies in teacher 

education both through the development of programmatic standards and through the practices of 

teacher educators.     

While there are no specific standards set forth regarding the roles and responsibilities of 

supporting student teachers’ emotions, most university and clinical supervisors of the student 

teachers played an integral role in the emotional development of the student teachers in this 

study.  Since there are no established guidelines in supporting student teachers’ emotions, each 

university and clinical supervisor supported their student teacher differently and at their own 

discretion.  Therefore, the supervision approaches were inequitable; some student teachers 

received more support, while others received very little or were offered a “tough love” approach.  
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It was revealed that the student teachers’ clinical supervisors played a more central role than 

university supervisors, both positively and negatively, from the student teachers’ vantage point, 

which is supported by previous studies (Griffin, 1989; Koerner & Rust, 2002; LaBoskey & 

Richert, 2002; Valencia, Martin, Place, & Grossman, 2009; Bloomfield, 2010; Cuenca, 2011; 

Rozelle & Wilson, 2012).  While both supervisors recognized the emotions of their student 

teachers, the way in which they supported those emotions was more often reactive, rather than 

proactive, and this could be attributed to the fact that the standards for teacher educators do not 

reflect the requirement or need for them to attend to the emotions of their pre-service teachers.   

When supervisors recognized a student teacher was “in crisis” (primarily through conversations 

and weekly reflections), most supervisors moved quickly into action to support the student 

teacher on an individual basis, so they differentiated their supervision which was recommended 

by Fantozzi (2013).  Supervisors often did this by relating to the student teacher through 

storytelling of similar personal experiences, which showed empathy and proved to be helpful and 

made the student teachers feel better and not so isolated, as supported by Nias’ work (1996).  

Here, it is important to note that the student teachers in this study never explicitly stated they felt 

isolated, and there were very few circumstances written or spoken about in which one could infer 

the student teachers felt alone or unsupported. However, literature indicates that student teachers 

usually feel isolated during their experience (Bloomfield, 2010; Griffin, 1989; Johnston, 1994; 

Knoblach & Whittington, 2002; Koerner, Rust, & Baumgartner, 2002; Valencia, Martin, Place, 

& Grossman, 2009).  This indicates that the selected program of study does have support systems 

in place, which, based on the data, can be attributed to the encouragement and reassurance 

provided by the student teachers’ clinical and university supervisors.  Student teachers from this 

study could have also felt supported and not isolated since they were placed in small cohorts with 
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other student teachers, often in the same grade level in the same school.  Therefore, they had a 

sense of belonging and camaraderie with other student teachers who could understand and 

empathize with the pressures and stresses that they each experienced throughout the semester.  

Additionally, the student teachers were required to carry out all of the responsibilities of their 

assigned clinical supervisor, including grade level meetings, Family Reading and Math Nights, 

Professional Learning Communities (PLC), and parent-teacher conferences.  Since the student 

teachers were an integral part of their classroom and in their school, this could have also 

attributed to them not feeling alone or isolated.  

Student Teachers’ Emotional Experiences and Emotional Management 

Student teachers conveyed a range of emotional experiences through weekly reflections, 

without prompting, and during the interviews with prompting.  It became clear that the student 

teachers openly shared positive emotions such as joy, excitement, and pride in self and others.  

Certain negative emotions such as stress, anxiety, frustration, nervousness, and sadness for others 

also openly surfaced, however, feelings of anger or feeling sorry for oneself were rarely shown 

and often hidden or denied.  In this study it was evident that more negative emotions surfaced 

than positive emotions, which contradicts the findings of Hascher and Hagenauer (2016), in 

which their data revealed that student teachers expressed and experienced fewer negative 

emotions than positive emotions.  While negative emotions in this study surfaced more often in 

the data, it is important to note that student teachers indicated that they may have been feeling 

frustrated or irritated in their school placement, but they had an understanding that those 

emotions should have been masked in the school setting.  Since it was viewed acceptable to seek 

help from others, whether it be a supervisor, another student teacher, or a family member, this 

pursuit for support in managing and expressing their emotions was commonly and openly shared 
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when the student teachers were feeling stressed out, frustrated, or confused.  The student teachers 

also managed their emotions through applying emotional labor (Hochschild, 1983).  Outside of 

the school setting, this did not appear to be applied, however, in schools emotional labor was 

often tapped.  Intentional or not, student teachers masked or hid their sad and angry emotions, 

and they admitted to knowing they should leave their negativity at the door and maintain a 

positive teacher presence.  This means at some point in their own schooling, in their teacher 

education program, or through modeling of their clinical supervisors, they have developed a 

conceptual understanding that schools are places of positivity, and negative emotions have no 

place in the classroom.   

Even when the student teachers experienced negative emotions in their placements, they 

consistently put a positive twist on the circumstance, so the student teachers possessed the notion 

that schools are to be “happy” places, and negativity is not to be emoted – especially in front of 

students, clinical supervisors, and parents.  The student teachers in this study denied feelings of 

anger which conflicts what Kimara (2010) found in which teachers revealed, rather than faked, 

negative emotions and avoided controlling their expressions of those emotions, especially in 

light of classroom management.  The student teachers in this study were also more likely to 

disguise their feelings of anger by using more gentle terms such as “upset me” or “felt 

discouraged, “ and they admitted to masking those harsher negative feelings and faking positivity 

instead.  Additionally, if student teachers did admit feelings of anger, they altered their 

descriptions to reflect being angry and irritated at a situation or context, rather than towards a 

student or person.  Very few student teachers overtly stated they showed anger at a situation or 

person; this is not to say this did not occur more often, but this was not commonly revealed in the 

data.  These negative experiences could have been hidden intentionally by the student teachers, 
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since they seem to have learned an unspoken, hidden rule that is applied in schools.  Considering 

this unspoken learning, student teachers have yet to understand that their negative feelings are 

“okay” and “acceptable”, and they simply need the experience to build their tool kit in learning 

how to appropriately manage and respond to the emotional dimensions of all that is involved in 

teaching. 

However, this unspoken rule is not the case in the university setting where student 

teachers freely expressed feelings of stress, frustration, and irritability.  This can be attributed to 

the muddy transition from university student to classroom teacher, in which the student teachers 

encountered, “transition shock” (Corcoran, 1981).  This phenomenon is described by Rogers and 

Babinski (2002) in the following way: “This shock, suffered by new teachers in the abrupt 

transition into the profession, can be attributed to their often idealistic and naïve modes of 

teaching, models that are radically different from the reality they are suddenly experiencing” (p. 

3).  It was clear, in this dual role, that many of the student teachers in this study sought perfection 

in their performance in the classroom - perfection not only as the teacher in front of their 

students, but also perfection in the eyes of their supervisors as a student still learning to teach.  

Thus, the student teachers were still learning that schools and teaching are far from ideal places, 

and it is perfectly acceptable to make mistakes.  This tension that student teachers undergo 

between striving to be a “perfect” teacher and not fully understanding what it means to 

sometimes be an imperfect teacher with imperfect children in imperfect classrooms certainly 

added to the strain of the student teachers.  The transition from student to teacher was inevitably 

rocky terrain for the student teachers where they were still remembering who they were as 

students and finding who they want to be as teachers; this ambiguous, dual role caused them to 

experience an array of negative emotions, especially feelings of stress and being overwhelmed.  
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The data in this study revealed that stress was the most prominent negative emotion 

experienced and openly expressed by student teachers which aligns with the research of Berridge 

and Goebel (2013).  While research shows that classroom and behavior management are high 

contributors to the stress of student teachers (Clement, 1999, Berridge & Goebel, 2013, Paquette 

& Rieg, 2016), the student teachers’ stress and frustration in this study can be attributed to 

numerous factors, but the single additional administrative mandate set forth by the state and the 

program, specifically the edTPA, appears to be the most common source.  The edTPA situates 

the student teachers to continue in their dual role as both a student and a teacher, as they are 

assessed as an undergraduate university student, yet they are performing in the role of the 

teacher.  The edTPA is not only high-stakes for the student teachers in acquiring their state 

certification, but it is also costly, which is an added layer of stress.  Moreover, the student 

teachers understood that their portfolio would be evaluated by a source outside of their teacher 

education program, and this also caused them to feel stressed-out and apprehensive.  

The student teachers were consumed with completing the edTPA requirements prior to 

lead teaching, which often required them to infringe on their clinical supervisors’ plans early in 

the semester before the student teachers and their clinical supervisors had built relationships.  

The student teachers felt uneasy having to direct their clinical supervisors about learning 

segment topics and assessments, and this also caused them to feel stressed-out, even with the 

support of their university supervisors both on campus and at the school sites.  Since the edTPA 

is a fairly new assessment in the state, the clinical supervisors did not have an understanding of 

all of the required tasks since they, themselves, were not required to complete the assessment 

during their own student teaching experience.  Therefore, the clinical supervisors either did not 

know how to help their student teacher with the tasks or did not understand the dire 
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consequences and additional stressors of the edTPA that are far beyond the traditional student 

teaching requirements.  It is clear that the edTPA was a high stakes assessment for the student 

teachers, and even though they felt prepared for the content of each of the tasks, the whole 

process of the edTPA, including how to save documents, how to upload the correct documents, 

and how to transfer documents was not only confusing and frustrating, but also emotionally 

draining and physically exhausting for the student teachers who “just want to teach the kids.”  

While there is very little research on how the edTPA impacts student teachers’ emotions, the 

stress that the student teachers experienced directly aligns with the recent work of Greenblat 

(2016), where she states: 

On balance, many candidates feel overwhelmed by the edTPA’s requirements on top of 

an already stressful student teaching experience…student teachers were reduced to tears 

because of the pressure they felt to pass the edTPA while keeping up with their other 

personal and academic responsibilities.  Teacher candidates have reported sleep 

deprivation, stress, and server effects on personal relationships and their health.” (p. 52). 

Undoubtedly, the edTPA served as a core source of stress for the student teachers and negative 

emotions consumed them until the day the officially submitted their portfolios.  It was not until 

after the student teachers submitted their portfolios that they began expressing more positive 

emotions about teaching and truly enjoying their experience in the classroom.  This indicates that 

in the student teachers’ transition from student to teacher, they really do not feel like a teacher 

until after they are finished being a student – a student being evaluated.  The edTPA certainly 

reflected the business-like model that schools and universities are currently following, and the 

student teachers in this study felt wedged in the middle of being and feeling like a human with an 

array of emotions and knowing that their culminating evaluation to become a “real teacher” 
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reflected only the technicalities of teaching that are just a minute part of what “real teaching” 

entails. 

Since it was revealed that edTPA served as the dominant source of stress for student 

teachers in this study, it is important to unravel the reasons why behavior management and 

discipline were not prominent sources of stress, as in other studies (Berridge & Goebel, 2013; 

Clement, 1999; Paquette & Rieg, 2016).  This disconnect in the literature and my study can be 

attributed to a few reasons.  First, the student teachers in this program are assigned five different 

field experiences beginning the second semester of their sophomore year with increasing 

teaching responsibilities and hours in the field, so they have the opportunity to see a variety of 

models of classroom management which they can apply to their own practices during student 

teaching.  Second, the student teachers enroll in two separate classroom management courses 

during their program of study, so they have the ability to align what is taught on campus with 

real classrooms regarding the management of students.  These two contributing factors allow the 

student teachers to gain confidence in behavior management throughout their program of study, 

and in turn, reduce their stress level regarding management during the student teaching semester.  

Contrary to this, it is possible that the student teachers in this program were just as stressed out 

with management as other student teachers in other teacher education programs, but the edTPA 

completely consumed the student teachers, and that was where the great majority of their 

emotions were channeled.  It is also possible that the student teachers were so stressed-out and 

absorbed with the edTPA that they lost complete focus on student teaching and learning all there 

is in becoming a teacher which could have undervalued the entire experience.  

The student teachers in this study experienced, shared, and managed a range of emotions, 

and much of this can be attributed to their caring nature, as well as individual personalities and 
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confidence levels.  Their emotional experiences were mirrored in the work of Kimara (2010) 

which indicated that teachers consciously reveal their emotions, and the emotional expressions of 

teachers, both positive and negative are, “…based on their caring professional identity and 

personal beliefs and values” (pp. 63).  It was clear that the student teachers were caring in nature, 

for if they did not care, they would not emote.  It was also clear that the student teachers’ 

individual personalities contributed to how they responded to certain contexts and persons, and 

this is supported by the work of McCarthy, Lambert, O’Donnell, and Melendres (2009), where 

they found that burnout symptoms, such as stress, were more directly related to individual 

differences in teachers, as opposed to variances in school contexts.  This was especially evident 

at the beginning of the semester where many student teachers expressed nervousness about being 

in a new classroom with a new teacher or changing grade levels, which was also found in the 

work by Berridge and Goebel (2013).  However, other student teachers in this study expressed 

excitement and optimism about being in a new place with a fresh start.  This variation in 

personalities and how the student teachers responded to and expressed their emotions was 

threaded throughout the data and is reflected in the interactionist approach to examining the 

social exchange of emotions (Savage, 2004).  If the student teachers were positive and optimistic 

in the beginning of the semester (as revealed in their weekly reflections), they were more likely 

to continue that pattern of optimism, and this is true for the less confident, more nervous student 

teachers who consistently expressed feelings of worry and uneasiness.  Student teachers’ 

personalities and confidence levels can also be connected to formal evaluations of teaching.  

Some of the student teachers were nervous and stressed-out when being evaluated by their 

supervisors, while others felt excited to be given the opportunity to gain feedback in order to, 

“…learn new strategies and confirm[ing] their own abilities” (Wee, Weber, & Park, 2014, p. 
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419).  Student teachers in the selected teacher education program are evaluated by clinical and 

university supervisors beginning their first semester in the program, with increasing observations 

each semester.  This indicates that even though student teachers have been observed and 

evaluated for over a year prior to entering the student teaching semester, the student teachers’ 

individual personalities, particularly those who are less confident and more nervous, still 

contribute to how they respond to and manage their emotions during observational periods. 

At the heart of the student teachers’ emotions stood the students in their assigned 

elementary classrooms.  At the beginning of the semester, the majority of the student teachers 

expressed their excitement about getting to know a new group of students, and at the end of the 

semester they each affirmed their love for their children and acknowledged how much they 

would miss their students once they left.  While the student teachers did share that the students 

caused them to feel aggravated and irritated, it was when their students experienced academic 

gains and successes that the student teachers expressed joy and happiness and remembered why 

they chose the teaching profession.  Even with all of the stress endured and all of the 

aggravations expressed, in the end the student teachers were grateful for their experience and felt 

completely prepared for their own classroom, and much like the findings of Berridge and Goebel 

(2013), “…few student teachers would change their experiences and are optimistic about their 

future.” (p. 419).  However, while the student teachers understood emotions in teaching are 

inevitable and were open to share their emotional experiences and how they managed those 

experiences, they were still quite naïve in their perception of what it is to be a practicing teacher 

(Hong, 2010).   

While the student teachers felt well-equipped for their classrooms, the recent graduates 

each felt as if nothing could have prepared them for a classroom of their own.  The recent graduates 
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each stated that no part of their teacher education program, including student teaching, could have 

primed them for the vast amounts of paperwork (Berridge & Goebel, 2013), working with parents, 

and gaining a richer understanding of their students’ home lives, particularly students who come 

from homes where their basic needs are not being met.  This is partly due to the fact that during 

student teaching, student teachers are not the ultimate responsible person for what happens in the 

classroom, rather, their clinical supervisor holds that role.  Student teachers during their experience 

constantly have a helping hand, a mentor, or someone there to back them up during unexpected 

occurrences or difficult times.  This, in turn, can give the student teachers a false sense of 

confidence and self-assurance and the feeling that they are ready for their own classroom.  Then, 

when beginning teachers enter their own classrooms, this false hope backfires upon the realization 

that they are not ready to independently be responsible for a group of students with no one to turn 

to and no one to back them when the inevitable, unexpected events arise.  When this occurs, the 

new teachers’ stress levels rise and they do not have the skill set to yet, due to their lack of 

independent experience, to manage those difficult emotions, and this can lead to teacher attrition 

(Darling-Hammond, 2001).    

Implications 

This study has led to several implications for teacher education programs including 

developing the whole teacher through emotionally anticipatory and responsive pedagogy by 

revising teacher education preparation standards to reflect the emotions involved in teaching and 

in learning to teach, establishing meaningful mentor programs, creating year-long internships, 

incorporating reciprocal emotional diaries with supervisors, and implementing explicit training 

programs for university and clinical supervisors regarding the emotions of student teachers. 

Considering the results of this study, and knowing that teaching is far more than technical or 
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procedural, but rather a “feeling” (Zembylas, 2005), emotions in teaching and learning to teach 

are inevitable; positive emotions and negative emotions surface at all different times and for a 

range of reasons and are openly and regularly expressed by student teachers and recognized and 

supported by their supervisors.  Since student teaching is the most stressful point in teacher 

education programs (Greer & Greer, 1992) and is considered demanding and stressful work 

amongst pre-service teachers (Caires, Almeida, & Vieira, 2012), it is time that teacher 

preparation standards are revised to reflect the emotional development of pre-service teachers.  If 

standards are not developed, the cycle of producing teachers who are ill-prepared for the 

complex and demanding nature of teaching (Flores & Day, 2006) and the emotions involved in 

teaching and learning will be perpetuated.  While it is important to catch the student teachers 

when they are emotionally distraught, it is crucial for university and clinical supervisors to 

understand the importance of proactively addressing the complex emotions of student teachers 

(Corcoran & Tomray, 2012).  Additionally, teacher education programs should explicitly address 

the emotional dimensions involved in teaching and in learning to teach through coursework and 

in field experiences (Hascher & Hagenauer, 2016), including the promotion of effective 

emotional regulation approaches (Jiang, Vauras, Volet, & Wang, 2016).  It is time to create 

emotionally anticipatory and responsive pedagogy in teacher education that supports the 

development of the whole teacher, specifically during student teaching, just as K-12 teachers 

support the development of the whole child (MacDonald & Purpel, 1987) in schools.  If teacher 

education programs were to apply emotionally anticipatory and responsive approaches to 

developing the whole teacher, beginning teachers would then be more prepared for the emotional 

realities of schools and, in turn, be more likely to not burn out in those first few critical years and 

remain in the teaching profession.   
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Based on data collected in this study, teacher educators would need to shift their vision of 

what it means to develop a whole teacher, and the approaches would need to be deliberate and 

strategic.  One such approach would be the creation of mentor programs to support the emotions 

of pre-service teachers as they are making the physical and mental transition from university 

student to classroom teacher.  Not only does research support the implementation of mentor 

programs, but many of the participants during the interviews in this study suggested the 

incorporation of mentor programs to aid in emotional support during student teaching.  Student 

teachers need mentors, and a carefully planned and caringly executed mentor program has the 

potential to make them feel supported and secure (McNally, Cope, Inglish, & Stronach, 1994).  

Support and encouragement are critical for student teachers who need people who have stood in 

their very same positions during this challenging and uncertain transition, who have felt what 

they are feeling, and who can genuinely empathize with the student teachers, which is why it is 

critical to thoughtfully match mentors to mentees (Lozinak, 2016).  In these relationships, it 

would be important to remember the power of storytelling where mentors could share their rich 

experiences in connection with the complexities involved in teaching (Carter, 1993).  Mentor 

programs could be in many forms including faculty or university supervisors mentoring student 

teachers, former student teachers mentoring student teachers, classroom teachers (other than 

assigned clinical supervisors) mentoring student teachers, and guided peer-mediation groups of 

student teachers.  In such programs, safe spaces need to be provided so student teachers are 

comfortable emoting difficult emotions or emotions they deem unacceptable to express 

elsewhere.  Moreover, it is important for teacher education programs to consider how they can 

provide ongoing support of recent graduates of their programs by way of mentoring as they make 
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the transition from student teacher to teacher, and this could be accomplished in concert with 

system-level induction programs.  

 One other approach that could lead to emotionally anticipatory and responsive pedagogy 

in teacher education would be the incorporation of year-long placements, or internships.  There 

are multiple ways in which year-long placements could support the emotions of student teachers.  

First, university and clinical supervisors would be able to develop long-lasting, meaningful 

relationships with their student teachers that would result in emotional support and an added 

level of comfort among the student teacher and her supervisors, especially their clinical 

supervisor (Spooner, Flowers, Lambert, et.al, 2008).  Of course, student teachers would need to 

be carefully matched to their assigned supervisors, so the supervision experience and style of 

supervision, developmental levels of the student teacher, and personalities would need to be 

considered in tandem as the year-long student teaching placements were assigned by teacher 

education programs.  Next, in a year-long internship supervisors would be able to gain a stronger 

understanding of their student teachers’ abilities and would be able to better gage their stage of 

development as a teacher (Fuller, 1969) in order to best support their intern.  In turn, the 

supervisors would be able to differentiate their supervision styles and strategies (Fantozzi, 2013) 

in order to best meet the individual technical and emotional aspects of teaching.  Third, the 

transition from one classroom to another in a given academic year results in pre-service teachers 

learning new schools, new grade levels, new students, new clinical supervisors, new university 

supervisors during student teaching.  This single transition from one semester to the next served 

as a common source of stress, as evidenced in the data for this study, so year-long internships 

could provide an easier, much less stressful transition into the student teaching semester.  

Finally, a year-long transition could alleviate student teachers’ stress levels with the edTPA, 



201 
 

 

which was the number one source of stress found in the data.  If student teachers remained in the 

same classroom during their entire senior year, they would have more time to complete the 

portfolio assessment, which could help lower their anxiety.  Additionally, they would feel more 

comfortable with not only their clinical supervisor and school setting, but also their students 

which could decrease their levels of stress and aid in their confidence levels with the edTPA.  A 

year-long internship would also allow clinical and university supervisors to develop closer 

relationships and would allow more time for university supervisors to provide a more in-depth 

understanding of the edTPA, including the emotional strain it causes student teachers, for the 

clinical supervisors in order to best support student teachers during the development of their 

portfolios. 

Since the relationships among the university supervisor, clinical supervisor, and student 

teacher are pivotal during the student teaching experience, another approach that could lead to 

emotionally anticipatory and responsive pedagogy in teacher education is to revise teacher 

education preparation standards to reflect a more holistic and humanistic framework of the roles 

and responsibilities of both the university and clinical supervisors.  These roles and 

responsibilities of supervisors should move beyond the technical aspects of teaching and should 

outline how supervisors should support the emotional development of pre-service teachers, and 

much of this should be reflected through care, concern, and compassion.  Just as teachers should 

care and connect with their K-12 students, teacher educators must show that same compassion 

for their pre-service teachers (Hargreaves, 1994) in order to serve as models for the importance 

of having an “ethics of caring” for one another in education (Noddings, 2005).  To further 

support this, Walker and Gleaves (2016) examined the “caring educator” in higher education and 

found that relationships were grounded at the center of effective learning environments and lead 
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to student empowerment and intellectual richness.  If students in higher education, student 

teachers for purposes of this research, believe they are cared for, they are more likely to trust 

they are valued and that their thoughts and feelings matter, which could lead to productive, 

emotional discourse among student teachers and their supervisors.  

Another approach in developing emotionally anticipatory and responsive teacher 

educators is for supervisors to require their student teachers to maintain emotional diaries that 

focus specifically on the emotions they are experiencing (Corcoran & Tomray, 2012) and how 

they are managing their emotions.  By proactively telling student teachers they are going to be 

writing about their emotions, this sends a message to student teachers that emotions are 

inevitable in the classroom, and it is acceptable to feel and emote both positive and negative 

emotions.  These emotional diaries could then serve as conversation tools between the 

supervisors and the student teacher, so the student teacher writes about her emotional 

experiences, and the supervisor responds and provides feedback, encouragement, and strategies 

as needed.  Not only should student teachers share their emotional experiences, but it would be 

important for clinical supervisors to respond their student teachers’ emotions, as well as to share 

their own emotional tribulations in these emotional diaries.  This would allow clinical 

supervisors to model how to emote, and it would also allow the student teachers to see that they 

are not alone in how they are feeling and that it is acceptable to feel a range of emotions.  

Moreover, it would allow the clinical supervisors to describe how they respond to and manage 

certain emotions, since student teachers need explicit instruction in regulating their emotions 

(Corcoran & Tomray, 2012).  In this written conversation, meaningful discourse among the 

student teacher and supervisor is possible (Hastings, 2010), and close relationships can be built 
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to proactively meet student teachers’ individual needs (McNally, Cope, Inglish, & Stronach, 

1994).  

One final approach in building emotionally anticipatory and responsive teacher educators 

is to provide explicit training for clinical and university supervisors in how to mentor and 

support student teachers’ emotions.  Training needs to shift past the technical aspects of 

supervising, such as how to evaluate lesson plans and instruction, and move towards the 

humanistic nature of teaching and learning to teach.  In this training, case studies and scenarios 

of emotional experiences of student teachers could be shared, examined, and discussed.  

Additionally, role-playing activities could also aid in creating understandings of student teachers’ 

emotional experiences and how supervisors can best support their student teachers during times 

of sadness, stress, anger, nervousness, and anxiety.  Since the edTPA was the highest cause of 

stress, this supervisor training should also include a special emphasis on supporting student 

teachers’ emotions as they complete their edTPA portfolios.  These support systems could 

include providing additional time to write, providing adapted calendars for each student teacher 

based on their individual placements, providing appropriate feedback and positive words of 

encouragement, and allowing student teachers safe spaces to freely release and express their 

emotions. 

Limitations of the Study   

 This study is limited due to the fact that the participants were only one small sample that 

were representative of a single teacher education program.  The time in which interviews took 

place during the semester could have also been a factor that served as a limitation of the study.  

While student teachers were interviewed after the semester concluded, the other participants 

(university supervisors, clinical supervisors, and recent graduates) were interviewed throughout 



204 
 

 

the semester and in no particular order.  For the university and clinical supervisors, their 

responses could have revealed different information depending on what was happening at that 

time with their assigned student teachers, and the recent graduates’ responses could have varied 

depending on what was happening with them at that particular moment in time in their schools.  

Additionally, the data collected for this study was during a spring semester, so it is possible that 

the nature of what occurs in schools, specifically standardized testing, during a spring semester 

compared to a fall semester could have impacted the student teachers’ emotional experiences. 

Finally, my close and familiar work in schools, in teacher education, and with student teachers 

could have impacted the way in which I drew conclusive findings for the study.  Since I have 

served in each of the roles of each of the participants, it is possible that if the participants’ 

experiences’ contrasted my own personal experiences in any given role, I could have 

misinterpreted or skewed the data.  Therefore, in order to prevent this from occurring as much as 

possible, I applied member checks with the participants, as well as peer-debriefing by meeting 

with other teacher educators where I shared the data and my interpreted findings in order to seek 

alternative perspectives and gain feedback (Yin, 2009).  I also avoided asking leading questions 

in the interviews that may have revealed my own personal biases (Merriam, 2009) or that could 

have twisted the participants’ individual beliefs and responses.  

Recommendations for Future Research 

 As in any research, findings of my research questions have led to more questions, so 

future research is needed to build upon the findings of this study.  The first recommendation I 

have for future research is to examine other teacher education program standards to determine if 

programs and/or supervisors explicitly address emotions in teaching and learning to teach, and if 

such programs and/or supervisors exist, it is important to understand the ways in which their pre-
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service teachers learn about emotions in their programs of study.  The second recommendation 

for future research is to more closely examine the personalities of student teachers and how their 

personalities impact the emotions they express and experience during student teaching.  In this 

examination it would also be important to determine how the personalities of supervisors and 

student teachers impact their emotional relationships and which personality types are better 

matched together.  Thirdly, I recommend that different programs such as middle grades 

education, special education, and secondary education research the emotional experiences of 

their student teachers to determine if early childhood student teachers encounter similar or 

dissimilar emotional experiences and to determine if student teachers in other programs respond 

to and manage those experiences similarly or differently and why.  The fourth recommendation I 

have for future research is to investigate the disconnection between recent graduates of the 

program feeling ill-prepared for the emotions in their own classrooms and student teachers 

feeling prepared for their own classrooms.  In this examination it would be important to come to 

understand how induction programs are or are not supporting the recent graduates emotionally.  

The fifth recommendation reflects the edTPA.  I recommend an in-depth study of student 

teachers’ emotional experiences with a total focus on the edTPA in order to identify specific 

elements that cause more or less stress and to identify methods that can be used to alleviate the 

elements that cause the  most stress and angst.  Finally, due to the small sample size of this study, 

I recommend a similar, longitudinal study be repeated with different participants in different 

semesters to determine if the results of this study are generalizable enough to inform the findings 

and implications described above.  While this study of student teachers’ emotions revealed 

important findings and implications for teacher preparation programs and teacher educators in 

developing the whole teacher, it is evident that further research is needed in order to best prepare 
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teachers for classrooms of their own, so they, in turn, are able to respond to and meet the 

emotional needs of their own students and, in doing so, be resilient and remain in the classroom. 

Conclusion 

The purpose of this phenomenological case study was to investigate how one Early 

Childhood (PreK-5th) Education Program (ECED) and teacher educators addressed and prepared 

teachers for the emotional dimensions of teaching, as well as to examine the lived emotional 

experiences of student teachers and how they responded to and managed their emotions.  I 

studied written documents of accrediting agencies of the program, college-wide and 

programmatic documents of the selected teacher education program, and these documents 

revealed that there are no standards or expectations set forth that explicitly address the emotional 

development of student teachers.  Furthermore, the written document analysis showed that there 

are extensive standards regarding the Social Emotional Learning (SEL) in K-12 schools, but 

standards in supporting pre-service teachers’ emotions were non-existent.  

Additionally, student teachers’ weekly reflections and interviews of student teachers, 

university supervisors, clinical supervisors, and recent graduates of the programs revealed that 

while there were no written mandates regarding the ways in which supervisors supported their 

student teachers, support systems existed and were put in place in mostly reactive modes that 

varied based on each student teacher and each supervisor.  These data also revealed that student 

teachers experience and express a range of emotions throughout the semester, both positive and 

negative, and student teachers have learned that there are emotional rules in teaching and 

learning that led them to apply emotional labor when they experienced negative emotions.  The 

student teachers’ lived emotional experiences also exposed their levels of care and concern for 

themselves as a developing teacher and for their own students; moreover, each student teacher is 
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unique possessing their own personality and level of confidence which impacts how they 

expressed and responded to the emotional experiences they encounter throughout the student 

teaching semester. 

Connections to the field of curriculum studies were described and included a debriefing 

on the state of schools today, as business-like models, how those models impact the caring nature 

of teachers, and how those two ideas connect to this study in the field of teacher education.  This 

chapter also delineated implications for this study which included the recommendations for 

revised teacher education standards to reflect emotions involved in teaching and learning.  

Mentor programs, emotional diaries, and year-long placements were also recommended for 

supporting student teachers’ emotions.  The development of more explicit, humanistic roles and 

responsibilities of supervisors was correspondingly recommended, and training for supervisors 

that includes how to support student teachers’ emotions as well as how to teach student teachers 

about the emotions involved in teaching and learning.  Limitations for the study and 

recommendations for future studies were also included in this chapter.  It was my intent in this 

investigation to gain a rich and deep understanding of how teacher education programs prepare 

pre-service teachers for the emotions involved in teaching and learning to teach, as well as 

student teachers’ emotional experiences, so not only I, but others, can implement emotionally 

anticipatory and responsive pedagogy in order to improve our practices as teacher educators in 

developing the whole teacher. 

 

 

 

 

 



208 
 

 

References 

Association for Childhood Education International (2007).  ACEI standards. Washington D.C.: 

  ACEI Publications. 

Agar, M. (2006). An Ethnography by any other name… Forum: Qualitative Social  

  Research, 7(4), 1. 

Alliance for Excellent Education (2004).  Tapping the potential: Retaining and developing high 

 quality new teachers.  Washington D.C.: Author 

American Association of Colleges of Teacher Education (2010). Reforming teacher education: 

  The critical clinical component. Washington, D.C.: Author 

Apple, M.W. (2005). Foreward. In D.D. Johnson, B. Johnson, S.J. Farenga, & D. Ness.  

  Trivializing teacher education: The accreditation squeeze (pp. ix-xiv). Lanham, MD:  

 Rowmann and Littlefield Publishers, Inc. 

Ayers, W. (2001). To teach: The journey of a teacher. New York, NY: Teachers College Press. 

Berridge, G. G., & Goebel, V. (2013). Student teachers speak out! Action in Teacher  

  Education, 35(5-6), 418-425. 

Bloomfield, D. (2010).  Emotions and ‘getting by”: A pre-service teacher navigating professional 

 experience. Asia-Pacific Journal of Teacher Education, 38(3), 221-234. 

Borko, H., & Mayfield, V. (1995). The roles of the cooperating teacher and university supervisor 

 in learning to teach. Teaching and Teacher Education, 11(5), 501-518. doi:10.1016/0742- 

 051X(95)00008-8 

Brebner, J. (2003).  Gender and emotions.  Personality and Individual Differences, 34(3), 387-

 394. doi: 10.1016/S0191-8869(02)00059-4 

Boler, M. (1999). Feeling power: Emotions and education. New York, NY: Routledge. 

Bullogh, R. (2009).  Seeking eudaimonia: The emotions in learning to teach and to mentor.  In 

 P. Schultz & M. Zembylas (Eds), Advances in teacher education (pp.33-53).  New York: 

 Springer. 

 

Council for the Accreditation of Educator Preparation Commission on Standards and 

 Performance Reporting (2013).  CAEP accreditation standards and evidence: Aspirations 

 for educator preparation. Washington D.C.: Author. 

 

Caires, S., Almeida, L., & Vieira, D. (2012). Becoming a teacher: student teachers’ experiences 

 and perceptions about teaching practice. European Journal of Teacher Education, 35(2), 

 163-178. 

 



209 
 

 

Carpenter, D.R. (2007).  Phenomenology as method.  In H.J. Streubert & D.R. Carpenter (Eds.), 

 Qualitative research in nursing: Advancing the humanistic imperative (pp. 75-99). 

 Philadelphia, PA: Lippincott. 

Carter, K. (1993). The place of story in the study of teaching and teacher education. 

 Educational Researcher, (1), 5-18 

Chan, Z. C., Fung, Y. L., & Chien, W. T. (2013). Bracketing in phenomenology: Only 

 undertaken in the data collection and analysis process. The Qualitative Report, 18(30), 1-

 9. 

Clement, M. (1999). Reducing the stress of student teaching. Contemporary Education, 70(4), 

 20. 

Cole, A. L., & Knowles, J. (1993). Shattered images: Understanding expectations and realities of 

 field experiences. Teaching and Teacher Education, 9(5-6), 457-71. 

Common Core State Standards Initiative. (2010). Common Core State Standards. Retrieved 

 from: http://www.corestandards.org/the-standards 

Corcoran, E. (1981). Transition shock: The beginning teacher's paradox. Journal of Teacher 

 Education, 32(3), 19-23. 

Corcoran, R. P., & Tormey, R. (2012). How emotionally intelligent are pre-service teachers? 

 Teaching and Teacher Education, 28(5), 750-759. 

Council of Chief State School Officers. (2011). Interstate teacher assessment and support 

 consortium (InTASC) model core teaching standards: A resource for state dialogue. 

 Washington, DC: Author. 

Creswell, J. W. (2013). Qualitative inquiry and research design: Choosing among five 

 approaches. Sage. 

Cuenca, A. (2011). The role of legitimacy in student teaching: Learning to “feel” like a 

 teacher. Teacher Education Quarterly, 38(2), 117-130. 

Darling-Hammond, L. (2011).  The challenge in staffing our schools.  Educational Leadership, 

 58(8), 12-17. 

Darling-Hammond, L. (2015). The flat world and education: How America's commitment to 

 equity will determine our future. New York: Teachers College Press. 

Denzin, N.K. & Lincoln, Y.S. (2011).  Introduction: The discipline and practice of qualitative 

  research.  In Denzin, N.K. & Lincoln, Y.S. (Eds), Handbook of qualitative research (4th 

 Ed.) (pp. 1-20). Thousand Oaks, CA: Sage Publications. 

Dewey, J. (1944).  Democracy and education: An introduction to the philosophy of 

 education. NY: The Free Press. 



210 
 

 

Diana, T. J. (2014). Co-Teaching: Enhancing the Student Teaching Experience. Kappa Delta Pi 

 Record, 50(2), 76-80. 

 

Elias, M. J., Gager, P., & Leon, S. (1997). Spreading a warm blanket of prevention over all 

 children: guidelines for selecting substance abuse and related prevention curricula for use 

 in the schools. The Journal of Primary Prevention, 18, 41–69. 

Every Student Succeeds Act. (2015). Pub. L. No. 114-95. In 114th Congress. 

Fantozzi, V. B. (2012). Making meaning in student teaching. Action in Teacher 

 Education, 34(2), 146-158. 

Fantozzi, V. (2013). "Oh God, she is looking at every little thing I am doing!" Student teachers' 

 constructions of the observation experience. Current Issues in Education, 16(1), 1-13. 

Fausto-Sterling, A. (2008). Myths of Gender: Biological Theories about Women and Men, 

 revised edition. Basic Books. 

Fleming, J. & Bay, M. (2004).  Social and emotional learning in teacher preparation standards.  

 In Zins, J, Weissberg, R., Want, M., and Walberg, H (Eds.), Building academic success 

 on social and emotional learning (pp. 94-110).  New York: Teachers College Press.  

Flores, M. & Day, C. (2006).  Contexts which shape and reshape new teacher’ identities: A 

 multi-perspective study. Teaching and Teacher Education, (22)2, 219-232.   

Flyvbjerg, B. (2011). Case study.  In Denzin, N.K. & Lincoln, Y.S. (Eds), Handbook of 

 qualitative research (4th Ed.) (pp. 301-316).  Thousand Oaks, CA: Sage Publications. 

Frijda, N.H. (1993).  Moods, emotions episodes, and emotions. In M.Lewis & J.M. Haviland 

 (Eds.), Handbook of emotions (pp.381-403).  New York: Guildford Press. 

Fuller, F. (1969). Concerns of teachers: A development of conceptualization. American 

 Educational Research Journal, 6(2), 207-222. 

Georgia Department of Education (2015). Georgia’s teacher dropout crisis: A look  

  why nearly half of Georgia public school teachers are leaving the profession. Retrieved 

  from https://www.gadoe.org/External-Affairs-and-

 Policy/communications/Documents/Teacher%20Survey%20Results.pdf 

Goldstein, L. S., & Lake, V. E. (2000).  Love, love, and more love for children: Exploring 

 preservice teachers’ understandings of caring. Teaching and Teacher Education, 16(8), 

 861-872. 

Goleman, D. (1995). Emotional intelligence: Why it can matter more than IQ. New York: 

 Bantam Books. 

Greenblatt, D. (2016). The consequences of edTPA. Educational Leadership, 73(8), 51-54. 



211 
 

 

Greer, J. G., & Greer, B. B. (1992). Stopping burnout before it starts: Prevention measures at the 

  preservice level. Teacher Education and Special Education: The Journal of the Teacher 

  Education Division of the Council for Exceptional Children, 15(3), 168-174. 

 

Griffin, G. (1989).  A descriptive study of student teaching.  The Elementary School Journal, 89 

 (2), 343-364. 

 

Grumet, Madeline. 1988. Bitter milk: Women and teaching. Amherst, MA: University of 

 Massachusetts Press 

 

Guyton, E., & McIntyre, D.J. (1990).  Student teaching and school experiences.  In W.R. 

 Houston (Ed.), Handbook of research on teacher education (pp. 514-534). 

 

Hargreaves, A. (1994). Changing teachers, changing times: Teachers work and culture in the 

  postmodern age. New York, NY: Teacher’s College Press. 

Hargreaves, A. (1998). The emotional practice of teaching. Teaching & Teacher 

 Education, 14(8), 835-854. 

Hargreaves, A. (1998a). The emotional practice of teaching. Teaching & Teacher Education

 14(8), 835-854. 

Hargreaves, A. (2001). Emotional geographies of teaching. The Teachers College 

 Record, 103(6), 1056-1080. 

 

Hargreaves, A. (2003). Teaching in the knowledge society: Education in the age of insecurity. 

 New York, NY: Teachers College Press. 

Harre, R. (1986).  The social construction of emotions. New York, NY: Basil Blackwell. 

Hascher, T., & Hagenauer, G. (2016). Openness to theory and its importance for pre-service 

 teachers’ self-efficacy, emotions, and classroom behaviour in the practicum. 

 International Journal of Educational Research, 7715-25. doi:10.1016/j.ijer.2016.02.003 

Hastings, W. (2010). Expectations of a pre-service teacher: Implications of encountering the 

 unexpected. Asia-Pacific Journal of Teacher Education, 38(3), 207-219 

Hochschild, A.R. (1983).  The managed heart: Commercialization of human feeling.  Berkeley: 

  University of California Press. 

Hochschild, A. R. (2003). The managed heart: Commercialization of human feeling, 20th 

 Anniversary Edition. Berkley: University of California Press. 

 

 



212 
 

 

Hollins, E. & Guzman, M.T. (2005).  Research on preparing teachers for diverse populations.  In 

  M. Cochran-Smith and K.M. Zeichner (Eds).  Studying teacher education: The report of 

  the AERA panel on research and teacher education (pp. 477-548). Mahwah, NJ: 

 Lawrence Erlbaum Associates. 

Hong, J. Y. (2010). Pre-service and beginning teachers’ professional identity and its relation to 

 dropping out of the profession. Teaching and Teacher Education, 261530-1543. 

 doi:10.1016/j.tate.2010.06.003 

Ingersoll, R., Merrill, L., & May, H. (2014). What Are the Effects of Teacher Education and 

 Preparation on Beginning Teacher Attrition? (pp. 88-82). Research Report. 

Isenbarger, L., & Zembylas, M. (2006). The emotional labour of caring in teaching. Teaching 

  and Teacher Education, 22(1), 120-134. 

Jackson, P. (1968). Life in Classrooms. New York: Holt, Rinehart & Winston. 

Jagger, A. M. (1989). Love and knowledge: Emotion in feminist epistemology. Inquiry: An 

 Interdisciplinary Journal of Philosophy, 32, 151-176. 

Jamil, F., Downer, J., & Pianta, R. (2012). Association of pre-service teachers' performance, 

 personality, and beliefs with teacher self-efficacy at program completion. Teacher  

  Education Quarterly, 39(4), 119-138. 

Jelinek, C. A. (1986). Stress and the pre‐service teacher. The Teacher Educator, 22(1), 2-8. 

Jiang, J., Vauras, M., Volet, S., & Wang, Y. (2016). Teachers' emotions and emotion regulation 

 strategies: Self- and students' perceptions. Teaching and Teacher Education, 5422-31. 

 doi:10.1016/j.tate.2015.11.008 

Johnston, S. (1992, April). Experience is the best teacher... Or is it? An analysis of the role of 

 experience in learning to teach.  Paper presented at the Annual Meeting of the American 

  Educational Research Association, San Francisco, CA. 

Johnston, S. (1994). Conversations with student teachers—enhancing the dialogue of learning to 

 teach. Teaching and Teacher Education, 10(1), 71-82. 

Kimura, Y. (2010). Expressing emotions in teaching: Inducement, suppression, and disclosure 

  as caring profession. Educational Studies in Japan: International Yearbook, (5), 63-78. 

Knobloch, N. A., & Whittington, M. (2002). Novice teachers' perceptions of support, teacher 

 preparation quality, and student teaching experience related to teacher efficacy. Journal 

 of Vocational Education Research, 27(3), 331-341. 

Koerner, M., Rust, F., & Baumgartner, F. (2002). Exploring roles in student teaching 

 placements. Teacher Education Quarterly, 29(2), 35-58. 



213 
 

 

Krise, K. (2016). Preparing the standardized teacher.  Journal of Curriculum Theorizing, 31(2), 

 24-32.  

LaBoskey, V., & Richert, A. (2002). Identifying good student teaching placements: A 

 programmatic  perspective. Teacher Education Quarterly, 29(2), 7-34. 

Langdon, C.A. (1996). The third annual Phi Delta Kappan poll of teachers: Attitudes toward 

 the public schools. Phi Delta Kappan 78(30), 244-250. 

  

Longstreet, W.S. and Shane, H.G. (1993). Curriculum for a new millennium. Boston:   

  Allyn and Bacon. 

 

Lozinak, K. k. (2016). Mentor matching does matter. Delta Kappa Gamma Bulletin, 83(1), 12-

 24. 

 

McCarthy, C. J., Lambert, R. G., O'Donnell, M., & Melendres, L. T. (2009). The relation of 

 elementary teachers' experience, stress, and coping resources to burnout symptoms. The 

  Elementary School Journal, 109(3), 282-300. 

 

McCombs, B. (2004).  The learner-centered psychological principles: A framework for balancing 

 academic achievement and social-emotional learning outcomes. In Zins, J, Weissberg, R., 

  Want, M., & Walberg, H (Eds.), Building academic success on social and emotional 

 learning (pp. 23-39).  New York: Teachers College Press.  

McIntyre, D. J., Byrd, D. M., & Foxx, S. M. (1996). Field and laboratory experiences. Handbook 

 of research on teacher education, 2, 171-193. 

McNally, J., Cope, P., Inglis, B., & Stronach, I. (1994). Current realities in the student teaching 

experience: A preliminary inquiry. Teaching and Teacher Education, 13(5), 485-498. 

McNally, J., Cope, P., Inglis, B., & Stronach, I. (1997). The student teacher in school: 

 Conditions for development. Teaching and Teacher Education, 10(2), 219-230. 

MacDonald, Robert E., and Healy, Sean D. (1999) A handbook for beginning teachers. New 

 York: Addison Wesley Longman, Inc. 

 

MacDonald, J. & Purpel, D. (1987).  Curriculum and planning: Visions and metaphors. Journal 

 of Curriculum and Supervision, 2(2), 178-192. 

Madalinska-Michalak, J. (2015). Developing emotional competence for teaching. Croation 

 Journal of Education, 17(2), 71-97. 

Marks, M. J. (2002). From coursework to classroom: A qualitative study on the influences of 

 preservice teacher socialization. (Doctoral Dissertation). University of Cincinnati, OH. 

 

Merriam, S.B. (2009).  Qualitative research: A guide to design and implementation. San  

  Francisco, CA: Jossey-Bass. 

 



214 
 

 

Meyer (2009).  Entering the emotional practices of teaching.  In P. Schultz & M. Zembylas 

 (Eds), Advances in teacher education (pp.73-91).  New York: Springer. 

 

Meyer, D. (2011). Entering the emotional practices of teaching.  In Schutz, P.A. & Zembylas, M. 

 (Eds), Advances in Teacher Emotion Research: The Impact on Teachers’ Lives (pp.73-

 91).  New York, NY: Springer. 

Miller, J. (2004). Sounds of silence breaking: Women, autobiography, curriculum.  New York, 

 NY: Peter Lang Publishing. 

Minturn, L., & Lambert, W. W. (1964). Mothers of six cultures; antecedents of child rearing. 

 New York: J. Wiley. 

Moustakas, C. (1994).  Phenomenological research methods.  Thousand Oaks, CA: Sage. 

National Center for Education Statistics, U.S. Department of Education. (2013). Digest of 

 Education Statistics.  Retrieved October 4, 2014, from the National Center for Education 

 Statistics Website: http://nces.ed.gov/programs/digest/d13/tables/dt13_209.10.asp/ 

 

Nettle, E. B. (1998). Stability and change in the beliefs of student teachers during practice 

 teaching. Teaching and teacher education, 14(2), 193-204. 

Nias, J. (1996). Thinking about feeling: The emotions in teaching.  Cambridge Journal of 

 Education, 26(3), 293-306.  

 

No Child Left Behind Act of 2001, Pub. L. No. 107-110, § 115, Stat. 1425 (2002). 

Noddings, N. (1986). Fidelity in teaching, teacher education, and research for teaching. Harvard 

 educational review, 56(4), 496-511. 

Noddings, N. (2002). Educating moral people: A caring alternative to character education. 

 Williston, VT: Teachers College Press. 

Noddings, N. (2005). The challenge to care in schools: An alternative approach to education. 

 New York, NY: Teachers College Press 

Ongel, S., Capa, Y., & Vellom, R. P. (2002). A study of the effectiveness of a preservice  teacher

  education scheme. Paper presented at the annual meeting of the National Association for 

  Research in Science Teaching, New Orleans, LA. 

  

Patton, M. (2002). Qualitative research and evaluation methods (3rd ed.). Thousand Oaks, CA: 

 Sage. 

 

Paquette, K. R., & Rieg, S. A. (2016). Stressors and coping strategies through the lens of Early 

 Childhood/Special Education pre-service teachers. Teaching and Teacher Education, 57, 

  51-58. doi:10.1016/j.tate.2016.03.009 

 



215 
 

 

Parkinson, B (1995).  Ideas and realities of emotion.  London: Routledge.   

 

Pinar, W. F. (2004).  What is curriculum theory?  Mahwah, NJ: Lawrence Erlbaum and 

 Associates Publishing. 

Reddy, W.M. (1997).  Against constructionist: The historical ethnography of emotions.  Current 

 Anthropology, 38(3), 327-340. 

 

Richardson, V. (1996). The role of attitudes and beliefs in learning to teach.  In Sikula, J. (Ed.) 

 The handbook of research in teacher education (2nd ed.) (pp. 102-119).  New York, NY: 

 Simon & Schuster Macmillan. 

 

Ripski, M. B., LoCasale-Crouch, J., & Decker, L. (2011). Pre-Service teachers: Dispositional 

 traits, emotional states, and quality of teacher-student interactions. Teacher Education 

 Quarterly, 38(2), 77-96. 

Rogers, D. L., & Babinski, L. M. (2002). From isolation to conversation. Albany, NY: State 

 University of New York. 

Roulston, K., Legette, R., & Trotman Womack, S. (2005). Beginning music teachers’ 

 perceptions of the transition from university to teaching in schools. Music Education 

 Research, 7(1), 59-82. 

Rozelle, J., & Wilson, S. (2012). Opening the black box of field experiences: How cooperating 

 teachers' beliefs and practices shape student teachers' beliefs and practices. Teaching & 

 Teacher Education, 28(8), 1196-1205. 

Sadler, T. D. (2006). “I won't last three weeks”: Pre-Service science teachers reflect on their 

 student teaching experiences. Journal of Science Teacher Education, 17(3), 217-241. 

Savage, J. (2004). Researching emotion: the need for coherence between focus, theory and 

 methodology. Nursing Inquiry, 11(1), 25-34. 

Schutz, P.A., Cross, D.I., Hong, H.Y., & Osbon, J.N. (2007).  Teacher identities, beliefs, and 

 goals related to emotions in the classroom.  In Schutz, A. & Pedrun, R. (Eds), Emotions 

 in educational contexts (pp. 223-242). San Diego: Elsevier. 

Schutz, P. A., & DeCuir, J. T. (2002). Inquiry on emotions in education. Educational 

 Psychologist, 37(2), 125-134. 

Schutz, P. A., & Zembylas, M. (2009). Introduction to advances in teacher emotion research: 

 The impact on teachers’ lives. In Advances in teacher emotion research (pp. 3-11). 

 Springer US. 

Sears, R. R., Maccoby, E. E., & Levin, H. (1957). Patterns of child-rearing.  Evanston, IL: Row, 

 Peterson 



216 
 

 

Simon, R. & Nath, L. (2004). Gender and emotion in the United States: Do men and women 

 differ in self‐reports of feelings and expressive behavior?  American Journal of 

 Sociology, 109 (5), 1137-1176. doi: 10.1086/382111 

 

Spooner, M. Flowers, C., Lambert, R., & Algozzine, B. (2008).  Is more really better?  

 Examining perceived benefits of an extended student teaching experiences.  Clearing 

 House, 81(6), 263-270. 

 

Stake, R.E. (2005).  Qualitative case studies.  In N.K. Denzin & Y.S. Lincoln (Eds), The Sage 

handbook of qualitative research (3rd ed.) (pp. 443-466).  Thousand Oaks, CA: Sage. 

Standford Center for Assessment, Learning, & Equity (SCALE). (2016). edTPA elementary 

handbook.  Palo, Alto, CA: Standford University. 

Storrs, D. (2012). ‘Keeping it real’ with an emotional curriculum. Teaching In Higher Education, 

17(1), 1-12. doi:10.1080/13562517.2011.590976 

Sutton R.E. (2004). Emotional regulation goals and strategies of teachers.  Social Psychology of 

  Education, 7(4), 379-398.  

Sutton, R. E., & Knight, C. C. (2006b). Assessing teachers’ emotion regulation. Paper presented 

at the American Educational Research Association Meeting, San Francisco, CA.  

Sutton, R. & Wheatley, K. (2003). Teachers’ emotions and meanings: A review of the literature 

and directions for future research. Educational Psychology Review, 15(9), 327-358. 

Sutton, R. E., Mudrey-Camino, R., & Knight, C. C. (2009). Teachers' emotion regulation and 

classroom management. Theory into Practice, 48(2), 130-137. 

doi:10.1080/00405840902776418 

Taxer, J. & Frenzel, A. (2015).  Facets’ of teachers’ emotional lives: A quantitative investigation 

of teachers’ genuine, faked, and hidden emotions.  Teaching and Teacher Education, 49, 78-

88. 

The World Bank (2014).  World Bank Open Data Report.  Retrieved October 21, 2014, from The 

 World Bank Website: http://data.worldbank.org/indicator/SE.PRM.TCHR.FE.ZS 

 

Timoštšuk, I., & Ugaste, A. (2012). The role of emotions in student teachers’ professional 

 identity. European Journal of Teacher Education, 35(4), 421-433.  

 

Thomas, D. (2014). Co-teaching: Enhancing the student teaching experience. Kappa Delta Pi 

 Record, 50(2), 76-80. 

 

Tyler, R. (1949).  Basic principles of curriculum and instruction. Chicago, IL: University of 

 Chicago Press. 



217 
 

 

Valencia, S. W., Martin, S. D., Place, N. A., & Grossman, P. (2009). Complex interactions in 

  student teaching: Lost opportunities for learning. Journal of Teacher 

 Education, 60(3), 304-322. 

Wadlington, E. M., Slaton, E., & Partridge, M. E. (1998). Alleviating stress in the pre-service 

teachers during field experiences. Education, 119(2), 335-348. 

Walker, C., & Gleaves, A. (2016). Constructing the caring higher education teacher: A 

theoretical framework. Teaching and Teacher Education, 54, 65-76. 

doi:10.1016/j.tate.2015.11.013 

Wee, S. J., Weber, E. K., & Park, S. (2014). Early childhood practicum students' professional 

growth in the USA: Areas of confidence and concern. International Journal of Early Years 

Education, 22(4), 409-422. 

Wideen, M., Mayer-Smith, J., & Moon, B. (1998). A critical analysis of the research on learning 

 to teach: Making the case for an ecological perspective on inquiry. Review of educational 

 research, 68(2), 130-178. 

Wilson, S.M., Floden, R.E., & Ferrini-Mundy, J. (2001). Teacher preparation research: current 

  knowledge, gaps, and recommendations.  Spokane: WA: Center for the Study of 

 Teaching and Policy. 

Winograd, K. (2003). The functions of teacher emotions: The good, the bad, and the 

 ugly. Teachers College Record, 105(9), 1641-1673. doi:10.1046/j.1467-

 9620.2003.00304.x 

Wolcott, H. (2009). Writing up qualitative research. (3rd ed.) Thousand Oaks, CA: Sage 

Woods, A. M., & Weasmer, J. (2003). Great expectations for student teachers: Explicit and 

 implied. Education, 123(4), 681-688. 

Yin, R.K. (1984).  Case study research: Design and methods.  Thousand Oaks, CA: Sage. 

Yin, R.K. (2009). Case study research: Design and methods (4th ed.) Thousand Oaks, CA: Sage. 

Zembylas, M. (2003). Interrogating teacher identify: Emotion, resistance, and self-

formation.  Educational theory,53(1), 107-127. 

Zemblyas, M. (2004). The emotional characteristics of teaching: An ethnographic study of one 

teacher. Teaching & Teacher Education: An International Journal of Research and 

Studies, 20(2), 185-201. 

Zembylas, M. (2005). Beyond teacher cognition and teacher beliefs: The value of the 

ethnography of emotions in teaching. International Journal of Qualitative Studies in 

Education, 18(4), 465-487. 



218 
 

 

Zembylas, M. (2007). Theory and methodology in researching emotions in education. 

International Journal of Research and Method in Education, 30(1), 57-72.  

Zembylas, M. & Chubbuck, S. (2009) Emotions and social inequalities: Mobilizing emotions for 

 social justice education.  In Schutz, P. & Zembylas, M. (Eds), Advances in teacher 

 emotion research (pp. 343-363).  New York, NY: Springer. 

Zheng, B., & Webb, L. (2000, November). A new model of student teacher supervision: 

 Perceptions of supervising teachers. Paper presented at the annual meeting of the Mid-

 South Educational Research Association, Bowling Green, KY. 

Zins, J. Bloodworth, M., Weissberg, R., & Walberg, H. (2004).  The scientific base linking social 

  and emotional learning to school success.  In Zins, J, Weissberg, R., Want, M., and 

 Walberg, H (Eds.), Building academic success on social and emotional learning (pp. 3-

 22).  New York: Teachers College Press.  

Zins, J. E. (2004). Building academic success on social and emotional learning: What does 

 the research say? New York, NY:  Teachers College Press. 

 

 

 

 

 

 

 

 

 

 

 



219 
 

 

Appendix A 

 

 

 



220 
 

 

Appendix B 

Early Childhood Education Key Assessment # 3-- Planning 
Rubric for Lesson Plan Evaluation (1 lesson plan most representative of overall planning) 

ECED 3732:  Methods I Practicum 

 

Name: ______________________    Lesson #: ______ Topic:__________________ 

Today’s Date: ___________    Date/Time(s) to be Taught: _________________  

Clinical Supervisor/Grade Level:__________________/_____University 

Supervisor:_____________________ 

Incorporation of Advanced Technology: YES/NO            Submitted on Time:  YES/NO 

Incorporation of Creative Arts: YES/NO 
 

 Unacceptable 

 

Acceptable 

 

Target 

 

S
ta

n
d

a
rd

s/
 

C
en

tr
a
l 

F
o
cu

s 

Central focus and/or essential 

questions are misaligned or 

poorly stated or state standards 

are omitted. 

 

 

(0-.22) 

Central focus addresses the 

standard/s. Essential question is 

aligned with the standards and 

promotes student discourse. 

 

 

(.23-.26) 

Central focus addresses the 

conceptual foundation of the 

standard/s. Essential question is 

aligned with the focus skill/s, 

promotes student discourse, and 

requires students to think critically. 

(.27-.3) 

L
es

so
n

 O
b

je
ct

iv
e/

s 

Knowledge and skills are 

incomplete or not aligned with 

the focus standard/s and/or the 

essential question. 

 

 

 

(0-.22) 

Knowledge and skills are complete 

and generally aligned with the focus 

standard/s and the essential question. 

 

 

 

 

(.23-.26) 

Knowledge and skills are complete 

tightly aligned with the focus 

standard/s and the essential question. 

Knowledge statements reflect 

student discourse. Skills reflect the 

verbs stated or implied by the 

standard/s. 

(.27-.3) 

A
ca

d
em

ic
 L

a
n

g
u

a
g
e The language function is 

omitted or not relevant to the 

standard and/or planned 

supports are missing or 

inadequate. 

 

 

(0-.14) 

A relevant language function is 

identified. Planned supports will 

likely enhance student language 

development. 

 

 

 

(.15-.17) 

The primary language function is 

accurately identified. Planned 

supports are developmentally and 

instructionally appropriate and will 

enhance student language 

development. 

(.18-.2) 

A
ss

es
sm

en
t 

M
et

h
o

d
 

Assessment method is not 

developmentally appropriate, 

poorly constructed, or not 

aligned with the standard and/or 

no sample is included. 

 

 

 

(0-.29) 

Assessment method is 

developmentally appropriate and 

yields useful information about 

student mastery; a sample is 

provided. 

 

 

 

 

(.3-.35) 

Assessment method is 

developmentally appropriate, and 

yields precise, useful, accurate 

evidence of mastery of the standard; 

a clearly described and polished 

sample provided. Evaluation criteria 

are attached or described. 

(.36-.4) 
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M
a

te
ri

a
ls

 

List of materials is omitted or 

incomplete or materials are 

developmentally inappropriate 

and/or instructionally 

ineffective. 

Materials are not attached. 

 

 

(0-.29) 

A complete, detailed list of 

developmentally appropriate 

materials is provided, including 

technology tools and resources (if 

applicable).  Most materials are 

appropriately attached.  Materials 

may be incomplete or not in polished 

format. 

 

(.3-.35) 

A complete, detailed list of materials 

is provided including technology 

tools and resources. Materials are 

maximally engaging for all learners 

(hands-on) and developmentally 

appropriate.  All materials are 

attached and are in complete, 

polished format.  

(.36-.4) 

C
la

ss
ro

o
m

 

M
a
n

a
g
em

en
t 

Behavioral expectations and/or 

management strategies are 

inappropriate or omitted and/or 

grouping strategies are not 

clearly identified. 

 

 

(0-.22) 

Behavioral expectations for this 

lesson are outlined; developmentally 

appropriate behavior management 

strategies are described. Grouping 

strategies for the lesson are 

described.  

 

 

(.23-.26) 

Behavioral expectations for this 

lesson are clearly outlined; specific, 

proactive, developmentally 

appropriate behavior management 

strategies are described and grouping 

strategies are clearly identified.  

(.27-.3) 

T
im

e 
 

C
o
n

ti
n

g
en

ci
es

 

The plan for allotted time is 

ineffective: contingencies are 

inadequate or not addressed. 

 

 

(0-.22) 

Realistic time contingencies are 

provided, including an early finisher 

activity (with appropriate 

attachments). 

 

 

(.23-.26) 

Realistic and effective time 

contingencies are provided, 

including an independent, 

motivating early finisher activity 

(with appropriate attachments). 

(.27-.3) 

A
d

a
p

ta
ti

o
n

s 
a
n

d
 

M
o
d

if
ic

a
ti

o
n

s 

Accommodations/ 

modifications for diverse 

learners and/or differentiation 

strategies are omitted or are not 

appropriate for identified 

learning needs. 

 

 

(0-.22) 

Accommodations/ modifications for 

diverse learners are proactive and 

make learning accessible for most 

students. Strategies for 

differentiating instruction are 

provided. 

 

(.23-.26) 

Accommodations/ modifications for 

diverse learners are thoughtful, 

proactive, and effectively make 

learning accessible for all students. 

Strategies for differentiating 

instruction are clearly described. 

(.27-.3) 

A
ct

iv
a
to

r/
 

M
o

ti
v

a
to

r 

Strategies for raising 

anticipation and activating 

curiosity are omitted, 

inappropriate, or unrelated to 

the focus skill.  The EQ is not 

addressed. 

 

 

 

(0-.22) 

Strategies are used to raise 

anticipation and activate curiosity 

about the focus skill.  The EQ is 

addressed. 

 

 

 

 

 

(.23-.26) 

Creative, engaging strategies are 

used to raise anticipation and 

activate curiosity about the focus 

skill. Strategies reflect knowledge of 

the students’ academic and cultural 

characteristics.  The EQ is posed 

effectively and appropriately.  

(.27-.3) 
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In
st

r
u

ct
io

n
a
l 

P
ro

ce
d

u
re

 

Instructional strategies are 

ineffective, misaligned, or not 

engaging and/or the procedure 

contains content inaccuracies 

and/or lacks sufficient detail. 

 

 

 

 

(0-.44) 

Instructional strategies are engaging, 

developmentally appropriate, well 

sequenced, and aligned with the 

focus skills. Content is accurate and 

all aspects of the procedure are 

described. 

 

 

 

 

(.45-.53) 

Instructional strategies are engaging, 

student-centered, developmentally 

appropriate, well sequenced, and 

aligned with the focus skill/s. 

Content is accurate and clear 

directions are provided for all lesson 

activities. All aspects of the 

procedure are thoroughly described. 

(.54-.6) 

C
lo

su
re

  

 

Lesson closure involves few or 

no students in reviewing/ 

summarizing content answering 

the essential question and 

making clear connections to 

real-world situations. 

(0-.22) 

Lesson closure involves most 

students in reviewing/ summarizing 

content answering the essential 

question and making clear 

connections to real-world situations. 

 

(.23-.26) 

Lesson closure involves all learners 

in reviewing/ summarizing content, 

answering the essential question and 

making clear connections to real-

world situations. 

(.27-.3) 

A
ss

es
sm

en
t 

D
a
ta

 The graphic representation is 

incomplete, missing, or 

inaccurate. 

 

 

 

 

(0-.14) 

A complete graphic representation of 

student responses on the formative 

assessment is provided.  

 

 

 

 

(.15-.17) 

A complete and accurate graphic 

representation of student responses 

on the formative assessment is 

provided. The specific skills 

evaluated by each assessment item 

are clearly identified.  

(.18-.2) 

A
n

a
ly

zi
n

g
 S

tu
d

en
t 

 

L
ea

rn
in

g
 

The evaluation criteria or 

summary of student learning is 

inaccurate, incomplete, or 

poorly written. 

 

 

 

 

 

 

 

 

(0-.22) 

The evaluation criteria used to 

analyze student learning are 

identified. Student learning is 

summarized for the whole class 

based on the evaluation criteria. 

 

 

 

 

 

 

 

(.23-.26) 

The evaluation criteria used to 

analyze student learning are clearly 

identified using appropriate and 

accurate language. Student learning 

is summarized based on the 

evaluation criteria. Patterns of 

student learning are accurately 

identified for the whole class and 

individual students and/or groups 

with special learning needs.  

(.27-.3) 

A
ss

es
sm

en
t 

F
ee

d
b

a
ck

 

The feedback is inaccurately or 

inadequately described. 

 

 

 

 

 

 

(0-.22) 

The feedback provided to students is 

clearly described; a sample is 

provided. An explanation is provided 

for how the feedback will be used to 

support student learning. 

 

 

 

(.23-.26) 

The feedback provided to students is 

clearly described including a specific 

example. An insightful explanation 

is provided for how the feedback 

will be used to support further 

student learning on the focus skill/s. 

(.27-.3) 
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U
si

n
g

 A
ss

es
sm

en
t 

to
 

In
fo

rm
 I

n
st

ru
ct

io
n

 

Next steps for instruction and/or 

changes to instruction are 

ineffective, incomplete, 

inappropriate, or poorly written. 

 

 

 

(0-.22) 

Effective next steps for instruction 

for the whole class are described. 

Logical changes to instruction are 

suggested. 

 

 

 

 

(.23-.26) 

Effective next steps for instruction 

for the whole class and for 

individuals/groups with specific 

needs are thoughtfully described. 

Logical changes to instruction are 

suggested and supported by research 

and/or theory. 

(.27-.3) 

M
ec

h
a

n
ic

s 
&

 

P
re

se
n

ta
ti

o
n

 

Not professionally presented; 

several mistakes in conventions 

of print (spelling, grammar, 

punctuation, etc.). Some 

sections are incomplete and/or 

attachments are missing. 

 

(0-.14) 

Mechanically sound and 

professionally presented; a few 

mistakes in conventions of print 

(spelling, grammar, punctuation, 

etc.) are made. All sections are 

complete; attachments and materials 

are provided. 

 

(.15-.17) 

Lesson is mechanically sound and 

professionally presented; mistakes in 

conventions of print (spelling, 

grammar, punctuation, etc.) are rare. 

All sections are complete; 

attachments and materials are 

provided. 

(.18-.2) 

           

                                Total: 

________/5    
 

_____ Acceptable         _____ Acceptable with revisions            ____Unacceptable/Re-write  

 

Evaluated by: _____________________________________ Date: ________________________ 
 

Scoring Guide:  42-48  = Target, 41-36 = Acceptable, 36 and below = Unacceptable  
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Appendix C 

Early Childhood Education Key Assessment #5—Effect on Student Learning 

ECED 4733:  Methods II Practicum Unit 
Candidate: _________________________________________  Instructor:____________________________________ 

 

 
 

 

 

 

 

 

 

 

 

Appendix D 

Clinical Supervisor - Weekly Evaluation of Student Teacher 

Week # (Circle one):   1       2       3       4       5      6     (no 7)   8       9       10       11       12       13       14     

Number of Times Tardy: _____   (List reason: ____________________________________) 

Number of Times Absent: _____ (List reason: ____________________________________) 

 

 Unacceptable 

 

Needs 

Improvement 

Acceptable 

 

Target 
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Professionalism      
Dress Code     

Written Communication (lesson plans, posters, ppts, handouts)     

Oral Communication (grammar, appropriate voice projection, pace)     

Collaboration with supervisors, peers, personnel, and students     

Attitude (remaining positive, mannerisms, tact/tone)     

Initiative, energy/enthusiasm for teaching      

Punctuality (to school, written work, materials ready)     

 Unacceptable 

1 

Acceptable 

2 

Target 

3 

Points/  

KA 

Unit Part I 

Curricular 

Context: 

Standards, 

Central 

Focus, 

Essential 

Questions, 

Knowledge 

and Skills, 

Curricular 

Context. 

ACEI 2.1-

2.8 

(depending 

on 

curricular 

area; C.1 

 Standards are 

incomplete or 

missing. 

 The central focus is 

inaccurately or 

inadequately 

described.  

 The essential 

question/s are not 

aligned with the 

standard/s. 

 Learning objectives 

are not aligned with 

the standard/s. 

 The curricular 

context is missing or 

inadequate. 

 

 

 

 

 

Course Points  1.5 

 Applicable state standards are 

included with all identifying 

information. 

 The central focus describes the 

core concepts and the purpose for 

teaching this content.  

 The essential question/s are 

aligned with the standard/s and 

address the conceptual foundation 

of the topic.  

 Learning objectives are aligned 

with the standard/s. 

 The curricular context is 

accurately described. 

 

 

 

Course Points  2.25 

 Applicable state standards are 

included with all identifying 

information. 

 The central focus provides an accurate 

and insightful description of the core 

concepts and the purpose for teaching 

this content.  

 The essential question/s are tightly 

aligned with the standard/s, provoke 

student inquiry, and address the 

conceptual foundation of the topic. 

 Learning objectives are fully 

developed and tightly aligned with the 

standard/s. 

 The curricular context is thoughtfully 

described with at least two specific 

examples. 

Course Points 3 

Course 

Points: 

 

  

 

  

 

 

 

 

 

 

 

 

 

 

 

 

KA: 

1  2  3 

Unit Part I 
Evidence 

of Content 

Research 

ACEI 2.1-

2.8 

(depending 

on 

curricular 

area; C.1 

 The research paper 

lacks detail or 

contains numerous 

mechanical errors.  

 The bibliography is 

either omitted or 

lacking in variation 

and several 

resources. Lapses in 

APA style format are 

frequent in the 

citations, 

paraphrases and 

references. 

 Content research 

shows evidence of 

minimal or 

insufficient content 

knowledge. 

 

Course Points 1.5 

 The research paper provides an 

adequate overview of the topic. 

 The paper is well organized and 

mechanically sound.  

 The bibliography lacks one or two 

required resources or variation; 

there are some lapses in APA 

style format in either citations/ 

paraphrases or references.  

 An adequate list of key concepts 

from research (facts, 

generalizations, principles, etc.) is 

included; sufficient self-generated 

list of definitions, vocabulary, 

diagrams, charts, etc. is included; 

content research shows evidence 

of adequate content knowledge 

 

Course Points 2.25 

 The research paper provides a 

comprehensive overview of the topic.  

 The paper is free of mechanical errors 

and organized logically with an 

introduction, detail paragraphs, and an 

insightful conclusion.  

 The bibliography is varied with at 

least five different appropriate sources, 

including books and journals. APA 

style is accurately utilized for all 

citations, paraphrases, and references. 

 A comprehensive self-generated list of 

definitions, vocabulary, diagrams, 

charts, etc. is included; content 

research shows evidence of thorough 

content knowledge. 

  

 

Course Points 3 

Course 

Points: 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

KA: 

1  2  3 
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Accepts constructive feedback with a positive attitude     

Implements constructive feedback consistently     

Demonstrates independence     

Follows school and class schedule     

Planning/Performance      
Developmentally appropriate      

Variety and creativity of instructional strategies     

Logical sequence of instruction     

Paces lessons appropriately     

Needs of diverse learners are met     

Accuracy of content     

Utilizes effective questioning strategies     

Maintains student engagement     

Unit Part I 

Pre/Post 

Assessment  

ACEI 4; 

C.4 

 Pre/post assessment 

is not 

developmentally 

appropriate or 

poorly designed. 

 Some assessment 

items do not 

provide evidence of 

mastery of the 

learning objectives.  

 

 

 

Course Points 1 

 Pre/post assessment is 

developmentally appropriate and 

well designed. 

 Assessment items provide 

evidence of student mastery of 

the learning objectives.  

  

 

 

 

 

Course Points 1.5 

 Pre/post assessment is 

developmentally appropriate and well 

designed. 

 All items provide accurate evidence 

of student mastery of the learning 

objectives.  

 Each assessment item is directly 

aligned with a specific learning 

objective. 

 

 

Course Points 2 

Course 

Points: 

 

 

 

 

 

 

 

 

 

KA: 

1  2  3 

Unit Part 

II 

School 

Informatio

n, 

Instruction

al Context, 

Physical 

Environme

nt, Group 

Compositio

n 

ACEI 4; 

C.4 

 The school 

information is 

incomplete. 

 The instructional 

context and/or its 

impact on instruction 

is inadequately 

described. 

 The description of 

the physical 

environment and its 

impact on instruction 

is not adequately 

detailed. 

 One or more 

elements of group 

composition are 

inadequately 

described, or the 

impact on instruction 

is not addressed. 

 

 

 

 

 

Course Points  1.5 

 The school information is 

complete 

and detailed, including special 

features and specific requirements 

and/or expectations. 

 The instructional context is fully 

and thoughtfully described. The 

impact on instruction is accurately 

detailed. 

 The physical environment and its 

impact on instruction are 

accurately described. 

 The group composition is 

completely described. The impact 

on instruction is discussed. 

 

 

 

 

 

Course Points  2.25 

 The school information is 

complete 

and detailed, including special features 

and specific requirements and/or 

expectations. 

 The instructional context is fully and 

thoughtfully described. The impact on 

instruction is accurately detailed. 

 All pertinent features of the physical 

environment and their impact on 

instruction are accurately and 

insightfully described using specific 

details and examples. 

 The group composition is thoroughly 

and accurately described. Specific 

planning and instructional strategies 

are used to describe the impact on 

instruction. 

 

 

 

Course Points  3 

Course 

Points: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

KA: 

1  2  3 
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Appropriate and engaging materials     

Uses a variety of effective assessment tools     

Informal and formal assessments inform instruction     

Technology utilization (implementation and variety)     

Unit Part 

II 

Knowledge 

of 

Students, 

Pre-

Assessment 

Analysis 

 

ACEI 4: 

C.4 

 Prior academic 

learning, personal, 

cultural, or 

community assets, or 

student dispositions 

are inadequately 

described. 

 The graphic 

representation of the 

pre-assessment data 

missing, 

disorganized, or 

incomplete.   

 Students’ prior 

knowledge or the 

impact on the 

instructional design 

is inadequately 

described. 

 

 

 

 

Course Points  1.5 

 Prior academic learning, personal, 

cultural, or community assets, and 

student dispositions are described. 

 A graphic representation of the 

pre-assessment data is provided, 

including an item analysis and an 

analysis of individual 

performance. 

 Students’ prior knowledge of the 

standard/s is explained. The 

impact on the instructional design 

is thoughtfully described. 

 

 

 

 

 

Course Points  2.25 

 Prior academic learning, personal, 

cultural, and community assets, and 

student dispositions are thoughtfully 

described using specific details. 

 An organized graphic representation 

of the pre-assessment data is provided, 

including an item analysis and an 

analysis of individual performance. 

 Students’ prior knowledge of the 

standard/s is accurately described 

using specific evidence from the 

assessment. The impact on the 

instructional design is described in 

terms of specific instructional 

strategies.  

 

 

Course Points 3 

Course 

Points: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

KA: 

1  2  3 

Unit Part 

III 

Monitoring 

Student 

Learning 

ACEI 4: 

C.4 

 The chart is 

incomplete or 

formative 

assessments are 

inappropriate or not 

aligned with 

standards.  

 The assessments do 

not provide direct 

evidence of literacy 

development, 

conceptual 

understanding, 

procedural fluency, 

or higher-order 

thinking. 

 The design or 

adaptation of the 

assessments does not 

meet the needs of 

diverse learners. 

 

 

 

 

 

Course Points 1.5 

 The chart outlines the formative 

assessments to be used in the unit; 

formative assessments are 

developmentally appropriate 

formats and provide evidence of 

student mastery of the target skill 

or element.  

 The assessments provide evidence 

of literacy development, 

conceptual understanding, 

procedural fluency, or higher-

order thinking skills. 

 The design or adaptation of the 

assessments generally meets the 

needs of diverse learners is 

described. 

 

 

 

Course Points  2.25 

 The chart clearly outlines the 

formative assessments to be used in 

the unit; formative assessments 

include a variety of developmentally 

appropriate formats that will provide 

accurate evidence of student mastery 

of the target skill or element.  

 The assessments provide direct, 

measurable evidence of literacy 

development, conceptual 

understanding, procedural fluency, 

and/or higher-order thinking skills. 

 The design or adaptation of the 

assessments proactively meets the 

needs of diverse learners and 

effectively addresses all identified 

learning needs. 

 

 

Course Points  3 

Course 

Points: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

KA: 

1  2  3 
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Unit Part 

III 
Instruction

al Design 

Calendar 

ACEI 3.2, 

4; C.2, C.4 

 The learning 

experiences are not 

developmentally 

appropriate, 

misaligned, or 

poorly sequenced. 

 Some lesson 

elements are 

missing.  

 The planned 

experiences lack 

variation or do not 

allow most students 

to develop the 

desired 

understandings. 

 

 

 

 

Course Points  1 

 The learning experiences are 

engaging, developmentally 

appropriate, aligned with the 

focus standard or skill, and 

generally sequenced in a logical 

order. 

 All lesson elements are included 

for each day of instruction.  

 The planned experiences are 

varied, and allow most students to 

engage with, develop, and 

demonstrate the desired enduring 

understandings. 

 

 

Course Points  1.5 

 The learning experiences are 

engaging, developmentally 

appropriate, aligned with the focus 

standard or skill, and sequenced in a 

logical order on the calendar so that 

learning builds toward mastery.  

 All lesson elements are included for 

each day of instruction.  

 The planned experiences are rich, 

varied, and differentiated to allow all 

students to engage with, develop, and 

demonstrate the desired enduring 

understandings. 

 

 

Course Points  2 

Course 

Points: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

KA: 

1  2  3 

Unit Part 

III 

Supporting 

Language 

Developme

nt 

ACEI 2.1-

2.8 

(depending 

on 

curricular 

area); C.1, 

C.4 

 The learning 

function is not 

appropriate for the 

central focus.  

 The key learning 

task is not related to 

the language 

function. 

 The associated 

language demands 

are inaccurately 

described or not 

addressed. 

 

Course Points  1 

 An appropriate learning function 

is identified.  

 The key learning task identified 

relates to the language function.   

 The associated language demands 

(written or oral) students need to 

understand and/or use vocabulary, 

syntax OR discourse are 

described. 

 

 

 

Course Points  1.5 

 An appropriate learning function is 

identified.  

 The key learning task identified allows 

students to practice using the language 

function. Specific details are provided. 

 The associated language demands 

(written or oral) students need to 

understand and/or use vocabulary and 

syntax OR discourse are accurately 

and thoroughly described.  

 

 

Course Points  2 

Course 

Points: 

 

 

 

 

 

 

KA: 

1  2  3 

Unit Part 

IV 

Lesson 

Plans 

ACEI 2.1-

2.8 

(depending 

on 

curricular 

area); C.1, 

C.4 

 One or more lesson 

plans or attachments 

are not submitted. 

 One or more lessons 

are incomplete, 

misaligned, or 

inappropriate. 

 The lesson plans do 

not address 

conceptual 

understanding or 

critical thinking 

and/or help students 

make connections. 

 The behavior plan is 

reactive, negative, 

and/or poorly 

developed. 

Course Points 5 

 All 5 lesson plans (4 days of 

instruction, 1 day of assessment) 

are submitted including all 

attachments.  

 Lesson plans are complete, 

aligned with standards, and 

developmentally appropriate. 

 The lesson plans address 

conceptual understanding and/or 

critical thinking and build on each 

other to help students make 

connections. 

 The thematic behavior 

management plan is proactive and 

focuses on positive feedback. 

 

 

 

Course Points  8 

 All 5 lesson plans (4 days of 

instruction, 1 day of assessment) are 

submitted including all attachments.  

 All lesson plans are fully developed, 

aligned with standards, engaging, 

developmentally appropriate, and 

professionally presented. 

 The lesson plans are thoughtfully 

designed to teach conceptual 

understanding and/or critical thinking 

skills and build on each other to help 

students see the big idea of the unit. 

 The thematic behavior management 

plan is creative, proactive, and focuses 

on positive feedback. 

 

Course Points  10 

Course 

Points: 

 

 

 

 

 

 

 

 

 

 

 

 

KA: 

1  2  3 
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2.  All student teachers will begin writing plans in the abbreviated format.  If student 
teachers cannot demonstrate proficiency in abbreviated plans, he/she will immediately 
revert to scripted plans.  Once lesson performances and abbreviated planning have 
consistently been approved as “Target” the US and CS will notify you to move to subject 

plans.  You may follow your teacher’s template for subject planning.  The deadline for 

the subject lesson plans is different than that of scripted/abbreviated planning. All subject 
plans (with attachments) for the content areas are due upon arrival at school on the 
Wednesday prior to the week that the subject plans will be taught.  Deviations from this 
deadline must have the approval of both your clinical supervisor and university 
supervisor. 

 
 

Key Assessment 
 
B. Lesson Observations/Evaluations of Your Teaching:  
 
The Early Childhood Evaluation of Instruction Rubric is used by clinical supervisors and 

university supervisors to evaluate your teaching during throughout your Student Teaching 

experience.  Your clinical supervisor will be evaluating your teaching on a continuous basis, and 

will share her/his suggestions with you in both pre and post observation conferences.  It is 

expected that you continually adjust your teaching strategies based on his/her feedback.  Your 

clinical supervisor will complete a minimum of four formal observations within the semester and 

conference with you after each one to share the written evaluations/observations.  Two of these 

observations must be completed prior to the last day to withdraw (see university calendar).  One 

copy of all observation forms is entered in your student teaching notebook, and one is given to 

your university supervisor.  Your university supervisor will visit you a minimum of six times in 

the semester.  Four of these must be teaching observations (one of which may be video 

recorded), and one of which will be prior to the last day to withdraw.  All formally observed 

lesson evaluation forms will be shared and discussed in a conference setting after instruction.  It 
is your responsibility to share all observation notes/rubrics with your Clinical Supervisor.  Please 
be aware that you will  be observed more times if the university supervisor or clinical supervisor 
deems it necessary.   
 

 

It is expected that each teacher candidate demonstrates the ability to: 

 

1. plan and implement lessons that are developmentally appropriate, sequential 

(introduction, procedure, closure), engaging, and meet the needs of diverse learners. 

2. present accurate content knowledge of sufficient depth and breadth that is differentiated 

to meet individual needs 

3. employ a variety of research-based instructional practices to ensure student learning 

4. utilize both informal and formal assessments that align with standards and instruction and 

guide future instruction 

5. implement effective behavior management strategies that reflect the characteristics of a 

strong, flexible leader establishing a respectful authority with students 
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Appendix N 

 

Interstate Teacher Assessment and Support Consortium (InTASC) Model Core Teaching 

Standards web link: 

 

file:///C:/Users/kcrawford/Downloads/intasc_model_core_teaching_standards_2011%20(3

).pdf 

 

 

Council for the Accreditation of Educator Preparation (CAEP) Standards web link: 

 

http://edsource.org/wp-content/uploads/commrpt.pdf 

 

 

Association for Childhood Education International (ACEI) Elementary Education 

Standards web link: 

 

http://acei.org/sites/default/files/aceielementarystandardssupportingexplanation.5.07.pdf 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 


