
NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY  

   
 

  

 

 

 

 

“HERE’S A CLASSROOM, GO NUTS”: EXPLORING NUANCED SOURCES OF 

INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY IN CLINICAL 

EXPERIENCES 

 

A DISSERTATION SUBMITTED TO THE GRADUATE SCHOOL 

IN PARTIAL FULFILLMENT OF THE REQUIREMENTS 

FOR THE DEGREE 

DOCTOR OF PHILOSOPHY 

BY 

MISTIE L. POTTS 

 

DISSERTATION ADVISOR: DR. LISA K. HAWKINS 

BALL STATE UNIVERSITY 

MUNCIE, INDIANA 

MARCH 2022 

  



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY ii 
 

   
 

 

“HERE’S A CLASSROOM, GO NUTS”: EXPLORING NUANCED SOURCES OF 

INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY IN CLINICAL 

EXPERIENCES 

A DISSERTATION  
SUBMITTED TO THE GRADUATE SCHOOL 

IN PARTIAL FULFILLMENT OF THE REQUIREMENTS 
FOR THE DEGREE 

DOCTOR OF PHILOSOPHY 
BY 

MISTIE L. POTTS 
DISSERTATION ADVISOR: DR. LISA K. HAWKINS 

 

APPROVED BY: 
 
________________________________________  _________________  

  Dr. Lisa K. Hawkins, Committee Chair    Date 
 
________________________________________  _________________   

  Dr. Lisa K. Hawkins, Dissertation Advisor   Date 
 
________________________________________  _________________            

  Dr. Nicole M. Martin, Departmental Representative  Date 
 
________________________________________  _________________          

  Dr. Lisa DaVia Rubenstein, Cognate Representative Date 
 
________________________________________  _________________   

  Dr. Krista M. Stith, Cognate Representative   Date 
 
________________________________________  _________________        

  Dr. Thalia Mulvihill, Member-at-Large    Date 
 
________________________________________  _________________    

  Dean of the Graduate School     Date 
 

BALL STATE UNIVERSITY 
MUNCIE, INDIANA 

MARCH, 2022 
 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY iii 
 

   
 

ACKNOWLEDGEMENTS 

2 Timothy 1:7 

Above all, my faith in God saw me through this journey.  

I am grateful to my outstanding committee members who stirred and fostered my abilities to 

complete this journey and for their constructive and caring guidance along the way. Thanks are 

due to Dr. Lisa Hawkins, Dr. Nicole Martin, Dr. Lisa Rubenstein, Dr. Krista Stith, and Dr. Thalia 

Mulvihill. You were each perfectly selected for my specific needs of improvement. Dr. Hawkins, 

as chair, led with unwavering support, dedication, and confidence. Special thanks are due to Dr. 

Linda Martin who welcomed me to the place I always belonged. Thanks to Dr. Jackie Sydnor for 

literature review and topic mentoring, and heartfelt thanks go to Dr. Rubenstein for always 

believing in my abilities. This document reflects each of your expertise in ways I will cherish.  

 With gratitude I recognize my colleagues at Manchester University who provided 

encouragement and time for my scholarly development. Thanks also to Creativity & Learning 

Lab friends who lifted my spirits. Special thanks to the participants, who made this research 

possible by becoming vulnerable and trusting me with their lived experiences. 

 Thanks are due to Gabriel, Anthony, and Ethan, my sons, for your patience and steadfast 

encouragement which has been remarkable. Thanks also to my father for the trips to Muncie and 

countless rehearsals in the car.  Thanks also to Dawn, David W., and Laurie for your 

embodiment of our mother’s love and support.  Special thanks to David Potts, my loving 

husband, who rode the waves of emotions, and managed to calm the storms. We can accomplish 

great things together. Finally, I thank Hoggle, my beloved French bulldog. His furry and warm, 

supportive body never faltered. He stayed by my side into the long hours of many nights through 

this journey. I celebrate this accomplishment with each of you. 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY iv 
 

   
 

TABLE OF CONTENTS 

 
Acknowledgements ....................................................................................................................... iii 
TABLE OF CONTENTS ............................................................................................................... iv 
ABSTRACT .................................................................................................................................... 1 
CHAPTER ONE: INTRODUCTION ............................................................................................. 2 
Research Questions ......................................................................................................................... 6 

Social Cognitive Theory [SCT] and Self-Efficacy ...................................................................... 6 
Significance of the Problem and Justification ................................................................................. 7 

Need for Person-Centered Analysis ............................................................................................ 8 
Important Terms ............................................................................................................................ 10 
CHAPTER TWO: LITERATURE REVIEW ............................................................................... 12 

Bandura’s Self-Efficacy Construct ............................................................................................ 12 
Defining Self-Efficacy ........................................................................................................... 13 
Forming Self-Efficacy ........................................................................................................... 14 

Teacher Self-Efficacy (TSE) ..................................................................................................... 19 
Context-Specific and Cyclical Nature ................................................................................... 20 

Importance of TSE .................................................................................................................... 22 

Current Understandings of PSTs’ TSE Development ............................................................... 24 
PSTs’ Belief Clusters ............................................................................................................ 25 
The Influence of EPP Structures on PSTs’ TSE Development ............................................. 28 

Sources Influencing PSTs’ TSE Development ...................................................................... 36 
Integration of TSE Sources for TSE Calibration ................................................................... 49 

PSTs’ TSE and PST Demographic and Contextual Factors (e.g., age, gender, hometown, prior 
experience, etc.) ......................................................................................................................... 50 
Conclusions Drawn from Literature .......................................................................................... 52 

CHAPTER THREE: METHODOLOGY ...................................................................................... 57 
Purpose of the Study .................................................................................................................. 57 
Research Design ........................................................................................................................ 58 

Theoretical Frameworks ........................................................................................................ 58 
Researcher’s Role and Paradigm ............................................................................................... 62 
Context ...................................................................................................................................... 66 

The EPP Structure ................................................................................................................. 69 
Participants ................................................................................................................................ 75 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY v 
 

   
 

Participant Selection and Parameters .................................................................................... 75 
Recruitment of Participants ................................................................................................... 76 

Participant Demographic and Contextual Information .............................................................. 77 
Prior Experience .................................................................................................................... 82 
Perceptions of Challenges and Supports within Teaching Assignments ............................... 82 
Socioeconomic Status ............................................................................................................ 83 
Perceived Level of Support ................................................................................................... 84 
TSES Scores .......................................................................................................................... 88 

Individual Participant Profiles ............................................................................................... 90 
Data Collection .......................................................................................................................... 90 
Data Sources .............................................................................................................................. 94 

Survey .................................................................................................................................... 94 
Teacher’s Sense of Efficacy Scale (TSES) ............................................................................ 95 
Interview ................................................................................................................................ 97 

Data Analysis ............................................................................................................................. 99 
Transcendental Phenomenological Analysis ....................................................................... 100 
Analysis of Survey Data ...................................................................................................... 102 

Analysis of Semi-Structured Interview Data ....................................................................... 102 
Phenomenological Reduction and Imaginative Variation in Synthesis of Final Themes for 
RQ1 ...................................................................................................................................... 105 

Synthesis of Meanings in Analysis for RQ2 ....................................................................... 107 
Ethical Considerations ............................................................................................................. 110 
Validity and Reliability ........................................................................................................... 110 

Member Checking ............................................................................................................... 110 
Triangulation ....................................................................................................................... 111 
Explanation of Researcher Bias ........................................................................................... 112 
Rich Descriptions ................................................................................................................ 112 
External Audits .................................................................................................................... 112 

Summary .................................................................................................................................. 112 

CHAPTER FOUR: Expansion of Sources .................................................................................. 114 
Agentic Thinking ................................................................................................................. 115 
Four Sources as a Framework ............................................................................................. 116 

Nuanced Presentation of the Sources ...................................................................................... 118 
Verbal Persuasion ........................................................................................................................ 119 

Mentor Teachers ...................................................................................................................... 119 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY vi 
 

   
 

Negative Verbal Persuasion from Mentor Teachers ............................................................ 120 
Communication from PSTs to Mentor Teachers: Verbal Persuasion ..................................... 122 

Positive Verbal Persuasion: Communication from PST to Mentor ..................................... 122 
Negative Verbal Persuasion: Communication from PST to Mentor ................................... 122 
Students: Verbal Persuasion ................................................................................................ 123 

University Supervisors: Verbal Persuasion ............................................................................. 124 
Positive Verbal Persuasion from University Supervisors ................................................... 124 
Negative Verbal Persuasion from University Supervisor ................................................... 125 

Other Teachers ......................................................................................................................... 127 
Positive Verbal Persuasion from Other Teachers ................................................................ 127 
Negative Verbal Persuasion from Other Teachers .............................................................. 128 

Mastery Experience ..................................................................................................................... 129 
Style of Release ....................................................................................................................... 130 

Positive Mastery Experiences Style of Release ................................................................... 130 
Negative Mastery Experiences Style of Release ................................................................. 131 

Configuration of Classes ......................................................................................................... 133 
Mentor Teacher Involvement in Classroom Management ...................................................... 133 

Positive Mastery Experiences from Mentor Teacher Involvement ..................................... 134 
Negative Mastery Experiences from Mentor Teacher Involvement ................................... 134 

Student Responses to PSTs’ Directives ................................................................................... 135 
Positive Mastery Experiences from Student Responses ...................................................... 135 
Positive Mastery Experiences from Students’ Academic Outcomes after PST Teaching .. 138 

Student Engagement ................................................................................................................ 138 
Positive Mastery Experiences from Student Engagement ................................................... 139 
Negative Mastery Experiences from Student Engagement ................................................. 140 

Affective State/Physiological Arousal ........................................................................................ 141 

Student Reactions to PSTs ....................................................................................................... 142 
Positive Affective State/Physiological Arousal from Student Reactions to PSTs .............. 142 
Negative Affective State/Physiological Arousal from Student Reactions to PSTs ............. 143 

Complexity of Teaching and Tasks ......................................................................................... 144 
Positive Affective State/Physiological Arousal from Complexity of Teaching and Tasks . 144 
Negative Affective State/Physiological Arousal from Complexity of Teaching and Tasks
 ............................................................................................................................................. 145 

Alignment of Expectations ...................................................................................................... 146 
Positive Affective State/Physiological Arousal from PST Alignment of Expectations ...... 147 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY vii 
 

   
 

Negative Affective State/Physiological Arousal from PST Misalignment of Expectations148 
Perceptions of Mentor Teachers .............................................................................................. 149 

Negative Affective State/Physiological Arousal from PSTs’ Perceptions of Mentor Teachers
 ............................................................................................................................................. 150 

Assumptions of Age ................................................................................................................ 151 

Positive Affective State/Physiological Arousal from PSTs’ Assumptions of Age ............. 151 
Negative Affective State/Physiological Arousal from PSTs’ Assumptions of Age ............ 152 

Perceptions of Other Teachers ................................................................................................. 153 

PSTs’ Attitudes Toward Evaluation ........................................................................................ 154 
Positive Affective State/Physiological Arousal from PSTs’ Attitudes Toward Evaluation 154 
Negative Affective State/Physiological Arousal from PSTs’ Attitudes Toward Evaluation
 ............................................................................................................................................. 154 

Vicarious Experiences ................................................................................................................. 155 
Positive Vicarious Experiences with Mentor Teachers ....................................................... 155 
Negative Vicarious Experiences with Mentor Teachers ..................................................... 157 

Other Teachers ......................................................................................................................... 157 
Negative Vicarious Experiences with Other Teachers ........................................................ 159 
Positive Vicarious Experiences with Students .................................................................... 159 
Negative Vicarious Experiences with Other PSTs .............................................................. 160 

Other Job Stress ........................................................................................................................... 162 
edTPA ...................................................................................................................................... 162 
Covid-19 .................................................................................................................................. 164 
Unequal Treatment Across Programs ...................................................................................... 165 
Summary .................................................................................................................................. 165 

Chapter Five: Presence and Frequency of Sources ..................................................................... 166 
Presence of Sources Influencing PSTs’ TSE ........................................................................... 166 

Sources Present for All PSTs in the Current Study ............................................................. 167 
Sources Present for Seven PSTs .......................................................................................... 168 

Sources Present in Six or Less of the PSTs’ Data ............................................................... 168 
Summary of Presence .............................................................................................................. 169 

Frequency of Sources .................................................................................................................. 169 

Frequency and Significance .................................................................................................... 170 
Mastery Experiences ........................................................................................................... 170 
Affective State/Physiological Arousal ................................................................................ 171 

Verbal Persuasion ................................................................................................................ 171 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY viii 
 

   
 

Vicarious Experiences ......................................................................................................... 171 
Other Job Stress ................................................................................................................... 172 

Summary .................................................................................................................................. 173 
Chapter Six: PST Profiles ............................................................................................................ 174 

Four PST Profiles .................................................................................................................... 174 
Mismatched Expectations .................................................................................................... 175 
Growth Mindset ................................................................................................................... 179 
Early Mastery Experiences and Confidence ........................................................................ 183 

Affectively Sensitive ........................................................................................................... 189 
Summary .................................................................................................................................. 194 

Chapter Seven: Discussion and Conclusion ................................................................................ 196 
Discussion ................................................................................................................................ 196 

PSTs Draw from Positively and Negatively Appraised Specific Sources .......................... 197 
PSTs Draw from Specific Sources at Different Frequencies .............................................. 198 
Sources Informing PSTs’ TSE Differ by PST Profiles ....................................................... 201 

Implications for EPPs .............................................................................................................. 209 
Early Mastery Experiences .................................................................................................. 212 

Aligned Expectations ........................................................................................................... 213 
Vicarious Experiences with Shared Resources ................................................................... 215 
Effective Feedback .............................................................................................................. 217 

Delimitations and Limitations ................................................................................................. 219 
Delimitations ....................................................................................................................... 219 
Limitations ........................................................................................................................... 221 

Directions for Future Research ................................................................................................ 222 
Conclusion ............................................................................................................................... 224 

References ................................................................................................................................... 227 

Appendix A ................................................................................................................................. 250 
Online Survey .............................................................................................................................. 250 
Appendix B .................................................................................................................................. 252 

TSES-Short Form Questionnaire ................................................................................................. 252 
Appendix C .................................................................................................................................. 254 
Semi-structured Interview Guide ................................................................................................ 254 
Appendix D ................................................................................................................................. 258 
Individual Participant Profiles ..................................................................................................... 258 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY ix 
 

   
 

Appendix E .................................................................................................................................. 262 
Source Code Book ....................................................................................................................... 262 

Appendix F .................................................................................................................................. 298 
In-Vivo Coding Tables by Participant ......................................................................................... 298 
Appendix G ................................................................................................................................. 421 
Permission to Use TSES .............................................................................................................. 421 
Appendix H ................................................................................................................................. 422 
Researcher Journal ....................................................................................................................... 422 

Appendix I ................................................................................................................................... 425 
Recruiting Email Script ............................................................................................................... 425 
Appendix J ................................................................................................................................... 426 
Informed Consent for Participants .............................................................................................. 426 
Appendix K ................................................................................................................................. 429 
IRB Approval .............................................................................................................................. 429 

 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 1 
 

   
 

ABSTRACT 

 
DISSERTATION: “HERE’S A CLASSROOM, GO NUTS”: EXPLORING NUANCED 

SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY IN CLINICAL 

EXPERIENCES 

STUDENT: MISTIE L. POTTS 
 
DEGREE: DOCTOR OF PHILOSOPHY 
 
COLLEGE: TEACHERS’ 
 
DATE: MARCH 2022 
 
PAGES: 439 
 
This phenomenological study explored the essence of the lived experiences of preservice 

teachers (PSTs) during clinical student teaching experiences as they reflected and described what 

they perceived as influencing sources on their teacher self-efficacy (TSE). The Teachers’ Sense 

of Efficacy Scale (TSES) (Tschannen-Moran & Woolfolk Hoy, 2001) was used as a measure of 

general TSE. PSTs who had recently graduated from a private university were interviewed 

virtually using an artifact-elicited, semi-structured interview protocol. Data were analyzed using 

Transcendental Phenomenological Analysis (Moustakas, 1994) with In Vivo coding (Saldaña, 

2016) and Bandura’s (1977, 1986) Social Cognitive Theory (SCT). Data included the 

demographic and contextual factors of PST participants and results added to prior research 

suggesting other sources of efficacy information (Morris et al., 2017) and nontraditional sources 

(Poulou, 2007) inform the development of PSTs’ TSE. Four profiles, or patterns, emerged 

among PSTs and the unique ways they selected and interpreted meaning from sources 

contributing to the formation of TSE during student teaching. Implications, delimitations, 

limitations, and suggestions for future research are discussed. 
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CHAPTER ONE: INTRODUCTION 

  “The popular aphorism, ‘perception is reality,’ captures Bandura’s (1986) assertion that 

perceptions of events can be even more significant than the actual event itself.”  

-(Knoblauch & Hoy, 2008, p.176) 

 
Enrollment in United States teacher preparation programs has dwindled while attrition 

rates and shortages in the teaching profession are on the rise (Sutcher et al., 2019). Ingersoll and 

colleagues (2018) reported novice teachers leave the profession at a rate of more than 44% 

within the first 5 years of their careers, constituting higher attrition rates than any other group of 

teachers compared. While another survey of beginning teacher attrition rates claimed only 17% 

of novice teachers left teaching in the first five years (Gray & Taie, 2015), the results failed to 

account for those who did not respond to their survey requests and most likely had left their 

teaching posts (Sutcher et al., 2016). Furthermore, Ingersoll et al. (2018) found the highest 

attrition rates among teachers from high-poverty, high-minority, urban, and rural public schools. 

Additionally, their data showed asymmetric reshuffling of employed teachers moving from poor 

to not-poor schools, high to low-minority schools, and urban to suburban schools (Ingersoll et 

al., 2018). Reasoning for this data could be that teachers are moving to teach in schools they 

perceive as less challenging with more resources and where they feel more efficacious. 

Considering beginning teachers are consistently less likely to remain in the teaching profession 

than seasoned teachers (Ingersoll, 2018), a limited supply of experienced teachers alongside an 

upswing in teacher retirements and voluntary resignations has led to a vast number of unfilled 

teaching vacancies (Ingersoll et al., 2018; Carver-Thomas, 2022). With challenges from the 

Covid-19 pandemic on education, the problem of teacher shortages across the United States has 

increased (Carver-Thomas et al., 2022). Prior research has shown attrition rates are higher among 
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novice teachers lacking formal support networks and mentoring (Borman & Dowling, 2008), 

suggesting novice teachers who have teacher education programs or support systems to foster 

positive efficacy beliefs are more likely to stay in the profession. Efficacious teachers are more 

resilient, can manage challenging situations better and experience higher levels of career choice 

commitment (Moe et al., 2010; Skaalvik & Skaalvik, 2007). However, teacher attrition is a 

continual concern, particularly in low-income, racially, and ethnically diverse schools (Ingersoll 

et al., 2018; Sutcher et al., 2019).  

The development of teacher self-efficacy [TSE], (i.e., capability-related self-judgments 

regarding the performance of necessary skills for teaching), is an important factor related to 

teacher and student outcomes. TSE is a known predictor of teacher effectiveness (Tschannen-

Moran et al., 2009), teacher quality (Künsting et al., 2016), and teacher commitment to the 

profession (Ingersoll, 2003). Furthermore, efficacious teachers exhibit teaching characteristics 

that create positive learning experiences for their pupils (Klazzen & Tze, 2014). Moreover, the 

results of multiple studies have positively associated TSE with K-12 students’ academic 

achievement (e.g., Holzberger et al., 2013; Klassen & Tze, 2014). 

Pajares (1992) posits that self-efficacy develops from early experiences and becomes a 

stable set of beliefs. Similarly, Pendergast et al. (2011) posited preservice teachers’ [PSTs] TSE 

is most impressionable in early teacher training. These beliefs, (i.e., self-efficacy) lead 

individuals’ future decisions and behaviors (Bandura, 1997). Therefore, exploring PSTs’ TSE 

beliefs is vital. Given what we know about the importance of TSE, it is critical to build an 

understanding of the development of PSTs’ TSE. By leveraging the development of TSE among 

PSTs, educator preparation providers [EPPs] can produce more efficacious novice teachers, 

subsequently reducing attrition rates and positively contributing to learning outcomes for pupils. 
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To uncover how primary education PSTs were developing TSE, Clark and Newberry (2019) 

looked at perceived influencing factors, yet they were only able to account for 18% of the 

variance in TSE levels. Therefore, although research has revealed important connections 

between TSE and outcomes related to teacher performance and K-12 student achievement, it is 

apparent that little is known regarding the development of PSTs’ TSE. A study focused on the 

sources of information PSTs rely upon when forming ability-related judgments could reveal 

critical information around the development of TSE that may inform positive changes in EPPs’ 

curricula toward fostering strong TSE for PSTs (Hendricks, 2016; Henson, 2002).  

One approach to better understanding the development of PSTs’ TSE is to explore the 

influencing factors on PST TSE during clinical experiences within a specific EPP. While Davis 

et al. (2019) explored elementary education PSTs’ age, gender, and time in EPPs in relation to 

TSE levels across three public university teacher preparation institutions during clinical 

experiences, the findings yielded insignificant results, leaving questions about the development 

of TSE remaining. Moreover, Davis et al. (2019) did not examine PSTs during student teaching 

experiences, leaving contributing sources that may occur during these experiences unknown. 

Darling-Hammond et al., (2002) investigated early career teachers’ perceived preparedness to 

teach (shown to be significantly related to the participants’ sense of self-efficacy), in relation to 

the EPPs’ practices (e.g., program structure, number of semesters of student teaching, 

communication practices between faculty and school personnel) across 18 different EPPs. Along 

this line of research, Siwatu and Chestnut (2004) explored factors contributing to teacher 

recruitment and retention and provided suggestions for EPPs.  Darling-Hammond et al. (2002) 

and Siwatu and Chestnut similarly identified clinical experience practices as influential factors 

on PSTs’ TSE. Yet, determining perceived sources of TSE within those clinical experiences will 
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require further research. A qualitative study with an interpretive focus on PSTs’ TSE beliefs 

would add diversity to a mostly quantitative and variable-focused body of research (Wheatley, 

2005). A study focused on the sources contributing to PSTs’ TSE development during student 

teaching in a specific EPP that also provides demographic and contextual details about the PSTs 

being studied would answer the call for more research within different types of university teacher 

preparation programs (e.g., a private university; Davis et al., 2019). Adding to this research base, 

the current study explored TSE within a specific EPP practice by exploring PSTs’ perceived 

influences on the development of TSE during student teaching to inform practice within EPPs.  

The purpose of this study was to explore the sources PSTs rely upon when developing 

their ability-related judgements (i.e., TSE) during clinical student teaching experiences and 

determine the differentiated ways PSTs experience the development of TSE. In doing so, this 

study examined PST demographic and contextual characteristics (i.e., age, gender, SES, prior 

experience in teaching, race/ethnicity, perceived difficulty of their student teaching assignments) 

in relation to their self-reported TSE levels within a specific EPP. Expanding this line of research 

could reveal important nuances between PST characteristics and their perceptions of the factors 

influencing the development of TSE. Findings could lead to actionable changes in EPPs, mentor 

teacher training, and clinical experiences that may positively affect pupil learning by improving 

TSE levels among PSTs. By providing detailed descriptions of student teaching experiences and 

the associated EPP, the current study could reveal support for possible connections between 

these student teaching experiences, or elements associated with the EPP with TSE levels. 

Additionally, a study that provides a person-centered analysis could capture PST perspectives on 

the development of TSE across the student teaching experience. A person-centered approach 

may reveal the unique psychological processes individuals undergo when shaping patterns of 
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belief (Morris et al., 2017).  This information may add to findings from prior research confirming 

or dispelling the trajectory of PSTs’ TSE during student teaching experiences (Swan et al., 

2011). 

Research Questions 

The aim of this study was to explore how PSTs’ with specific demographic or contextual 

characteristics (e.g., age, gender, teaching experiences, and perceived difficulty of student 

teaching placement) perceive sources of information influencing their development of TSE 

during clinical student teaching experiences within a specific EPP and the differentiated ways or 

patterns PSTs may present in selecting and interpreting sources that may inform their TSE 

development across the student teaching experiences. The following research questions guided 

the study: 

RQ1: What are the lived experiences of PSTs as they draw upon sources of information 

to develop TSE during clinical student teaching experiences? 

 RQ2: To what extent do contextual and demographic factors influence the ways in which 

PSTs experience the development of TSE during their clinical student teaching 

experiences? 

Social Cognitive Theory [SCT] and Self-Efficacy 

 Albert Bandura’s (1977, 1986) Social Cognitive Theory [SCT] postulates that individuals 

have a set of beliefs regarding the likely consequences of their behaviors based on their 

experiences. These self-constructed beliefs are referred to as self-efficacy. Self-efficacy is a 

person’s set of beliefs about his or her own abilities to execute certain behaviors or reach certain 

goals (Bandura, 1977). Self-efficacy informs future decisions and therefore, performance. 

Understanding the development of self-efficacy is important because self-efficacy has an 
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influence on individuals’ choice of activities, goals, effort, persistence, learning and achievement 

(Bandura, 1977).  

It is important to note Bandura’s emphasis on mastery experiences and failures during 

early skill development: “Successes raise mastery expectations; repeated failures lower them, 

particularly if the mishaps occur early in the course of events. After strong efficacy expectations 

are developed through repeated success, the negative impact of occasional failures is likely to be 

reduced,” (Bandura, 1977, p.195). In the case of PSTs, clinical experiences (e.g., student 

teaching) may provide opportunities to experience success or failure within an EPP that may 

occur as early as the first year of EPP education.  

Significance of the Problem and Justification 

 Given that self-efficacy forms early and leads to stable beliefs which shape future 

behaviors and performance (Pajares, 1992), it is vital to understand how PSTs develop TSE 

during student teaching experiences. Yet, few studies explore how PSTs with certain 

characteristics (e.g., age, gender, teaching experiences, and perceived difficulty of teaching 

placement), experience the development of their TSE within the clinical student teaching 

experiences of specific EPPs. Additionally, we know little regarding the nuanced sources of 

information prompting PSTs’ TSE formation within specific EPPs during clinical student 

teaching experiences or how different PSTs frame the influences or sources (i.e., positive, or 

negative appraisals) informing their TSE. Therefore, it is critical to explore the differentiated 

ways PSTs’ experience the development and create meaning of TSE within a specific EPP and to 

extrapolate the possible sources within their student teaching experiences influencing these 

beliefs. 
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 By focusing on specific details within one element of teacher preparation shared by most 

EPPs, (i.e., student teaching experiences), and identifying the influences perceived by PSTs 

within that element to affect TSE, the current study isolated components that could make PSTs 

more efficacious. In turn, more efficacious teachers could create better educational experiences 

for pupils (Klazzen & Tze, 2014) and possibly reduce teacher attrition rates (Coladarci, 1992; 

Yost, 2006). Further, this study sought to reveal the sources of information PSTs rely on when 

calibrating capability-related information within specific contexts. EPPs could utilize 

information regarding the sources of information PSTs utilize when forming their TSE during 

clinical student teaching experiences to improve conditions for optimal TSE formation.  

Need for Person-Centered Analysis 

 Although prior research has examined connections between structures of German teacher 

preparation programs, similar to an EPP, and the integration of sources for TSE utilizing 

quantitative surveys (Pfitzner-Eden, 2016), few have examined PSTs’ calibration of TSE during 

student teaching and what sources may be influencing this development, particularly while using 

a person-centered approach (Morris et al., 2017). There is a need for research examining not only 

the factors (i.e., demographic, contextual) that contribute to TSE development, but also the 

important events in PSTs’ lives (i.e., the sources) and the unique ways that PSTs reflect on their 

experiences (Hendricks, 2016; Henson, 2002; Morris et al., 2017, p.823). 

 Darling-Hammond et al. (2002) explored differences between early career teachers’ 

preparedness to teach with EPP practices and identified specific practices consistent with higher 

ratings of TSE. More recently, Davis et al. (2019) quantitatively compared the TSE levels of 

PSTs according to certain characteristics (i.e., hometown, age, and time) across three EPPs 

finding no statistically significant differences, however, their research did not explore TSE 
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development during student teaching and only adds to the mass of quantitative studies on this 

topic while qualitative research remains scarce. Rockoff et al. (2011) explored in-service teacher 

personality characteristics and teacher effectiveness, positing a link between general TSE and 

teacher retention, however, their research did not examine the influencing factors on TSE 

formation.  

Mirroring DeJarnette’s (2016), approach to study PSTs’ perceptions of self-efficacy 

toward teaching in high-needs schools, the present study employed a phenomenological 

approach with multiple data sources (Creswell, 2018; Hodder, 1994; Tjora, 2006). Like 

DeJarnette’s (2016) phenomenology, the current study utilized a pre-interview survey, as one of 

several data sources, to gather rich details about each participant and provide a more nuanced 

picture of PSTs’ TSE development than realized from a variable-centered approach. 

Furthermore, the qualitative research design addressed a gap in the body of literature covering 

PSTs’ TSE development which has been largely quantitative (Morris et al., 2017) and lacking 

introspection from PSTs about of the sources influencing TSE and how PSTs interpret meaning 

from these sources (Henson, 2002). Additionally, this study provided insight into how sources 

beyond Bandura’s (1977, 1986) sources of self-efficacy influence PSTs’ TSE levels within 

clinical student teaching experiences. 

 Further, by providing specific characteristics of the participants studied, details of their 

program structure, and the design of their clinical experiences, other EPPs can compare 

similarities with the participants and context in this study and determine how the findings are 

transferable. In turn, this study added to the body of literature on TSE development by providing 

a solid line of research on a specific group of PSTs with detailed research evidence around the 

patterns in which perceived sources of information were selected and interpreted to influence 
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PSTs’ TSE, with credible findings and actionable suggestions to improve conditions for the 

positive development of PST TSE. To address the current understandings in the field and 

identify relevant lines of research, a review of studies in the existing literature that incorporate 

the major constructs of the current study was conducted (Rudestam & Newton, 2001). The 

following chapter provides an overview of relevant literature and further argues justification for 

this study. 

Important Terms 

 The following terms frequently occur in the current study and will be defined in the 

following way: 

1. Clinical Experiences: Guided, hands-on, practical request for evaluations and 

demonstrations of professional knowledge of theory to practice, skills, and dispositions 

through collaborative and facilitated learning in field-based assignments, tasks, activities, 

and assessments across a variety of settings. These include, but are not limited to, 

culminating clinical practices such as student teaching or internship (Council for the 

Accreditation of Educator Preparation, 2021). 

2. Educator Preparation Providers (EPPs): Educator preparation providers refer to 

institutions of higher education responsible for the preparation of educators seeking to 

earn a degree in education and license to teach (Council for the Accreditation of Educator 

Preparation, 2021).  

3. Mentor Teacher: A P-12 school-based individual who shares their classrooms with PSTs 

and assists with the assessment, support, and development of that PST’s knowledge, 

skills, or professional dispositions at some stage in the clinical experiences. 

4. Preservice Teacher (PST): An individual engaged in the preparation process for 
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professional education licensure/certification with an Educator Preparation Provider 

(EPP) (Council for the Accreditation of Educator Preparation, 2021). These individuals 

may include elementary education majors or secondary education majors in 

undergraduate university programs.  

5. Teacher Self-Efficacy: Self-efficacy is a future-oriented self-view describing one’s belief 

in one’s own ability to successfully accomplish a specific task/carry out a specific skill. 

Teacher self-efficacy refers to a teacher’s belief regarding their own preparedness and 

ability to impact student performance (Bandura, 1997).  

6. University Supervisor: An individual from an EPP who assesses, supports, and develops a 

PST’s knowledge, skills, or professional dispositions at some stage in the clinical 

experiences. 
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CHAPTER TWO: LITERATURE REVIEW  

In this chapter I provide an overview of relevant literature on what is currently known about 

PSTs’ TSE development. The proceeding review of literature is structured by topics to build 

context and provide deeper understandings around these concepts. Beginning with the Bandura’s 

(1977) conception of self-efficacy as a construct and moving next to how self-efficacy is developed 

and influenced, the chapter proceeds by offering literature on the specialized construct of TSE, 

how PSTs develop TSE, and what is currently known regarding the influences on PSTs’ TSE 

development and their calibration of sources.  

Bandura’s Self-Efficacy Construct  

The construct of perceived self-efficacy became an integral part of learning theory when 

Albert Bandura coined the terminology in 1977. To understand self-efficacy it is valuable to grasp 

how Bandura (1977, 1986) described the role of self-efficacy in human thought and action through 

his theories of learning. Bandura (1977) postulated in his Social Learning Theory that learning 

occurs through modeling or observing others. However, observational learning is more likely to 

occur and be emulated by the learner if the model is perceived as competent, prestigious, powerful, 

and conducting behavior relevant to the learner’s own situation (Bandura, 1977, 1986). 

Additionally, the learner must be motivated to emulate observed behavior and believe in their own 

abilities to successfully conduct the required behaviors to complete a given task successfully. 

According to Bandura’s (1986) Social Cognitive Theory [SCT] cognitive processes influence 

motivation as well as learning. Adding to this, although learning is deemed an internal process 

mediated by cognitive processes, people and their environments can mutually influence one 

another while behaviors become increasingly self-regulated. Bandura’s (1986) SCT posits that 

individuals learn through the observation of others completing tasks, and learning is influenced by 
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personal, environmental, and behavioral factors and psychosocial mechanisms known as agentic 

thinking (Bandura, 1977; 1986; 2018). Self-efficacy, or the belief in one’s ability to complete a 

specific task successfully, is a key component in Bandura’s (1977, 1986) theories of learning. In 

the next section self-efficacy is defined and explained in more detail. 

Defining Self-Efficacy 

 Bandura (1977) described self-efficacy as a measurable construct reflecting one’s 

perceived expectations for effectiveness to perform a specific task.  While learning may occur 

through the observation of others, replication of the observed behavior is more likely for 

individuals who have strong levels of self-efficacy. Self-efficacy differs from other constructs 

representing concepts of self (e.g., self-worth or self-esteem) in that self-efficacy is a task-specific 

evaluation of oneself (Tschannen-Moran et al., 1998). For example, self-efficacy is sometimes 

confused as synonymous with confidence. However, confidence is considered a construct 

positively related to but separate from self-efficacy in that it indicates the strength of individual 

beliefs regarding abilities but lacks specificity (Bandura, 1997). A reinforcing feedback cycle is 

also present with self-efficacy beliefs (Bandura, 1991). Within this reinforcing feedback cycle 

increased self-efficacy beliefs lead to increased performance that in turn informs and boosts 

subsequent self-efficacy beliefs and confidence (Bandura, 1991; 1997). For example, exposure to 

positive performance, or mastery experiences, has been shown to result in increased self-efficacy 

and confidence (Bandura, 1997). Increased self-efficacy and confidence have been shown to 

positively influence performance, leading to mastery experiences. Self-efficacy is also thought to 

be tied to one’s perceived level of control of oneself and the environment and whether they believe 

a positive outcome is possible (Bandura, 1983). In other words if a person does not feel in control 

of themselves or their environment, or if they do not anticipate positive outcomes, they may 
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experience decreased self-efficacy. The following information provides an overview of how 

individuals form self-efficacy beliefs. 

Forming Self-Efficacy  

 Self-efficacy is formed by individual’s processing, transformation, and integration of 

sources which inform their efficacy judgments (Bandura & Adams, 1977). Multiple sources 

influence self-efficacy such as individuals’ prior successes or failures, current emotional or 

physiological state, messages received from others, successes, and failures of others (particularly 

others who are similar to oneself) and the successes and failures of a group (Bandura, 1997). Self-

efficacy is most influenced or malleable in early learning (Bandura 1997; Pajares, 1992). However, 

individuals are not completely subjugated to their environmental influence. SCT is rooted in the 

idea of Bandura's triadic codetermination theory of causation in which individuals impose effects 

on their environments (with various intrapersonal factors such as affect and behavioral patterns) 

and receive effects from their environments (1986, 2018). In this interactive way of behaving with 

one’s environment, individuals are not only at the mercy of the forces from their environments, or 

information sources within their learning environments, but individuals are also able to influence 

their environments and determine information sources that will be influential to themselves and 

how they will interpret those sources. With agentic thinking, individuals can be agents of proxy or 

producers within social systems (such as student teaching placements) in addition to products of 

these systems. Sources which may influence self-efficacy development that individuals encounter 

within their environments and which sources are deemed influential or how sources are interpreted 

(i.e., positively, or negatively) stem from the individual. Moreover, the individual influences the 

sources through a three-way interaction of interpersonal factors the effects on the environment and 

the effects the environment imposes on the individual.  
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Sources Informing Self-Efficacy. Bandura (1977, 1997) described four sources that 

inform individual self-efficacy beliefs: mastery experiences, verbal persuasion, vicarious 

experience, and affective state/ physiological arousal. Once self-efficacy beliefs are established 

they remain somewhat stable. However, as demonstrated by Bandura’s (1977) work with 

anticipatory behaviors and regulation of stimuli to decrease various phobias, individuals can 

exert autonomy and influence their own beliefs for success. By illuminating the sources of 

information influencing self-efficacy formation, and working to improve contributing factors, it 

is possible to positively influence perceived self-efficacy (Bandura, 1986). The proceeding 

section describes each of Bandura’s sources informing self-efficacy and their roles in the process 

of forming self-efficacy. 

            Mastery Experiences. Mastery experiences occur when an individual has performed a 

similar or associated task well. In self-efficacy development, mastery experiences are highly 

salient influences (Bandura, 1977, 1986). When individuals perceive a performance as having 

been successful, a mastery experience, their self-efficacy is elevated and contributes to ability 

attributions and future beliefs that their performance will be successful (Schunk, 1989). When 

individuals perceive a performance as having been a failure, or negative mastery experience, 

their self-efficacy is lowered. Future expectations are that future performances will also be poor. 

Given the malleability of self-efficacy is greater earlier in development (Bandura, 1997) early 

encounters with mastery experiences are beneficial.  

Furthering the concept of early mastery experiences, Bandura (1997) explained that early 

formative experiences help to shape one’s self-efficacy. Among PSTs, these mastery/formative 

experiences may occur within clinical experiences. Early mastery experiences can become a 

protective factor against lowered self-efficacy in the face of failures (Schunk, 1989). If an 
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individual has experienced early mastery experiences, or task successes, their self-efficacy may 

be less negatively affected by subsequent failures. Along with individuals’ perceptions of 

performances being successes or failures, their attributions for those outcomes also influence 

their self-efficacy levels (Bandura, 1993; Pintrich & Schunk,1996). For example, if an individual 

believes he or she succeeded due to controllable causes (e.g., such as studying for an exam) then 

his or her self-efficacy will be positively increased. However, if an individual believes he or she 

succeeded due to uncontrollable causes (e.g., such as luck) then his or her self-efficacy may not 

be increased (Bandura, 1993; Pintrich & Schunk,1996). Mastery experiences, by improving 

individuals’ self-efficacy levels for specific tasks, have also been linked to increased motivation 

and learning for similar tasks (Schunk, 1991). In these ways mastery experiences remain 

powerful sources of influence when forming self-efficacy beliefs.  

            Verbal Persuasion. Verbal persuasion occurs when individuals receive verbal 

information that bears on their performance or their ability to perform a specific task. Verbal 

persuasion, or verbal encouragement or discouragement, also influences individual self-efficacy. 

The model, or the individual delivering the verbal persuasion, can be more influential on self-

efficacy if the learner perceives the persuader as credible, trustworthy, and as someone with 

relevant expertise (Bandura, 1986). Although verbal persuasion does not typically result in long-

term self-efficacy changes, verbal persuasion can be adequate motivation to influence an 

individual to exert effort or try novel tasks (Bandura, 1986). Verbal persuasions can also have 

negative influences on self-efficacy if they inaccurately inflate an individual’s abilities and are 

followed by failure experiences (Bandura, 1997). 

            Vicarious Experiences. Vicarious experiences are incidents where new learning is 

acquired or developed by watching others perform a task and its reinforcing consequences 
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“without the modeled responses being overtly performed by the viewer,” (Bandura, 1965, p.3). 

During vicarious experience the viewer/learner is comparing their own competence to the level 

of competence observed (Bandura, 1965). Vicarious experiences may entail the learner 

observing a live model, the person (s) performing a specific task, but can also include verbal or 

symbolic models (Bandura et al., 1961). Verbal models describe and explain the behavior while 

symbolic models demonstrate behaviors in movies, television shows, books, video games, etc. 

(Bandura, 1971). These vicarious experiences, or observations of models, can influence self-

efficacy beliefs, but do not automatically influence self-efficacy without first being cognitively 

appraised (Bandura, 1977; 1982). The learner forms cognitive appraisals of vicarious 

experiences based on their perceptions about the model (competence, similarities between 

themselves and the model), their own abilities, the task difficulty, the amount of effort given, 

assistance received, and perceived successes and failures (Bandura, 1977).  

Perceptions of the model and context, known as the mediating mental factors, mediate the 

influence of models (Schunk, 1989). Vicarious experiences can be more influential on self-

efficacy if the learner perceives the model as effective or attends to the information provided by 

the model (Bandura, 1971). Effective models are those who the learner sees as like themselves 

(Bandura, 1977). Learners may also attend to information from models if they perceive the 

models to be competent, relevant, and powerful (Bandura, 1977, 1986). Consistent with 

Rosenthal and Zimmerman’s (1972) seminal research on cognitive modeling, vicarious 

experiences are beneficial to learners when models verbally express their rationale for problem-

solving actions. When models perform tasks well, becoming mastery models (Schunk, 1987), 

they can positively contribute to individuals’ self-efficacy; while poor performing models may 

lower individuals’ self-efficacy (Bandura, 1977).  
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 Schunk described coping models and the usefulness of observing models overcoming 

challenging situations (1989). In other words, it is beneficial to learners if models, the 

individuals performing the behaviors or serving as examples, demonstrate a degree of success in 

overcoming a subjectively hazardous event. In this way coping models, or models who 

demonstrate overcoming difficulties, may encourage learners who feel reluctant or are 

considering avoiding certain tasks (Schunk, 1989). Regardless of the model type, once vicarious 

experiences have positively influenced self-efficacy beliefs, they can be easily devalued by the 

learner’s subsequent failure experiences (Bandura 1982).    

            Affective States or Physiological Arousal. Like vicarious experiences, affective states or 

physiological arousal (e.g., anxiety, sweating, excitement) can influence self-efficacy. 

Physiological signals from an individual’s body (e.g., sweating, increased heart rate) or the ways 

individuals interpret their emotions about a task can also influence their perceived self-efficacy 

levels. Depending on how the learner interprets physiological arousal or affective states, these 

signals may positively or negatively influence how individuals judge their perceived self-

efficacy (Bandura & Adams, 1977). For example, if an individual senses himself or herself 

sweating, they may interpret the sweating as a sign of their own energy and excitement about 

their ability to achieve the performance at hand, or they may interpret the sweating as a 

confirmation of their incompetence therefore increasing their own self-doubt. Bandura and 

Adams (1977) explained that anxiety activates defensive behaviors among individuals. In other 

words, a student trying a novel activity (a neutral stimulus) that experiences aversive arousal in 

the process of the novel activity (a sense of ambiguity/challenge) may sense anxiety. Anxiety 

could be interpreted negatively and result in decreased self-efficacy and future avoidance 

behaviors for the new activity (Bandura & Adams, 1977). Prior research treatment to increase 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 19 
 

   
 

self-efficacy and decrease avoidance behaviors aimed toward reducing arousal (Bandura & 

Adams, 1977). Their findings showed that limiting arousal was sufficient to increase self-

efficacy and reduce avoidance behaviors in their experiments, however the authors cautioned 

that affective state/physiological arousal is only one source of self-efficacy and not entirely 

dependable (Bandura & Adams, 1977). 

Teacher Self-Efficacy (TSE) 

Differentiating from Bandura’s (1977) self-efficacy construct, Teacher Self-Efficacy 

(TSE) is the belief in one’s abilities to conduct the necessary tasks to perform the skills of 

teaching successfully. TSE was first associated with student achievement in 1976, when the 

RAND studies explored teacher characteristics and students from minority and low-income 

backgrounds’ reading achievement (Armor et al.). Since that seminal research, TSE has been 

associated with K-12 student motivation, teachers’ innovation, teachers’ competence (rated by 

superintendents), classroom management, time spent teaching specific subjects, and special 

education referrals (Woolfolk Hoy, 2000). Gibson and Dembo (1984) further expanded research 

on TSE by identifying General Teacher Efficacy [GTE] and Personal Teacher Efficacy [PTE] as 

the two factors within the construct and creating a 16-item measurement scale. PTE, or the 

teachers’ feelings about their own teaching abilities, is most closely tied to the construct of self-

efficacy (Tschannen-Moran et al., 1998). GTE, or the general belief about the power of teaching 

to reach difficult children, encompasses how individuals focus on the expected outcomes of their 

actions (Tschannen-Moran et al., 1998, p. 43). 

            Bandura (1997) defined TSE, moving away from an omnibus approach to TSE and 

combining the concepts of GTE and PTE, as a teacher’s belief in their level of preparation and 

abilities to successfully impact students’ performance. Closely related with Bandura’s (1997) 
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TSE framework, Tschannen-Moran et al., (1998) combined the teacher’s assessment of the 

teaching task, with the teacher’s own beliefs in their competence to complete the teaching task 

successfully and dubbed this as GTE. In 2001, Tschannen-Moran & Woolfolk Hoy created a 

task-specific measure for GTE which differentiates between three subscales as facets of 

instruction: instructional strategies, classroom management, and student engagement (p. 801). 

From their research an updated definition for GTE, or TSE, was established. TSE is “a judgment 

of his or her capabilities to bring about desired outcomes of student engagement and learning, 

even among students who may be difficult or unmotivated,” (Tschannen-Moran & Woolfolk 

Hoy, 2001, p.783). TSE has been shown to influence teachers’ confidence, teaching 

effectiveness, and teachers’ abilities to influence students’ academic achievement (Pendergast et 

al., 2011).  

Context-Specific and Cyclical Nature  

TSE is similar to self-efficacy in that it is “context and subject-matter specific” and 

cyclical in nature (Tschannen-Moran & Woolfolk Hoy, 1998, p.215). Tschannen-Moran et al. 

(1998) described the context-dependent (e.g., subject area, students, settings) nature of TSE. In 

other words, teachers may feel more efficacious toward teaching certain subjects or in certain 

contexts with certain students than others. Additionally, it is important to recognize the cyclical 

nature of TSE as it pertains to the reason that initial experiences in EPPs may be so influential. 

Tschannen-Moran & Woolfolk Hoy (1998) proposed that teachers’ interpretations of TSE-

relevant information (e.g., reflecting on their instructional performances) influences TSE which 

then impacts the teachers’ instructional performances.   

The cycle includes the consequences of TSE, (i.e., effort, persistence, and goals) 

influencing future performances, and reflections on those performances influencing future TSE 
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levels (Figure 1; Tschannen-Moran et al., 1998). Tschannen-Moran et al. (1998) theorized a 

model to demonstrate the cyclical nature of teacher efficacy (p.227). During the cycle, teachers 

may process information that informs ability-related judgments (see Figure 1).  

Typically, the information is derived from one or more sources (i.e., mastery experiences, verbal 

persuasion, vicarious learning, or physiological arousal; Bandura, 1986, 1997; Tschannen-Moran 

et al., 1998). Fueled by these sources of information, the teacher assesses the teaching task along 

with their perceived competence to conduct the task successfully. The result is a TSE level that 

influences future efforts and persistence toward goals. These consequences (goal setting, effort, 

and persistence) contribute to the teacher’s performance. Following the performance, the teacher 

reflects on their perception of the performance and this information becomes a new source of 

efficacy information thus continuing the cycle. TSE’s cyclical nature is relevant for PSTs 

because it indicates the importance of positive early experiences in authentic teaching contexts. 

PSTs’ perceived performances within these experiences become an influence on their future TSE 

levels. To share what is known about the importance of TSE for PSTs, the following section 

explores literature on the importance of TSE. 
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Figure 1  

The Cyclical Nature of Teacher Efficacy (Tschannen-Moran et al., 1998)  

Importance of TSE   

            To improve public education in the United States, reform within EPPs is a crucial step 

(Zeichner et al., 2015), particularly when considering the implications of TSE on teacher and 

student outcomes, especially for students from marginalized backgrounds (Siwatu & Starker, 

2010). Researchers found that teachers with higher TSE toward culturally responsive teaching, 

referred to as culturally responsive teacher self-efficacy (CRTSE), were more likely to have 

higher TSE toward resolving cultural conflicts (Siwatu & Starker, 2010). Elaborating on CRTSE 

(Siwatu, 2007) as a separate construct is beyond the scope of the current study, yet it should be 

noted this specific area of research points to the connections of PSTs developing TSE toward 

culturally responsive teaching and their effectiveness in teaching students who have 

racially/ethnically diverse backgrounds. Just as general self-efficacy influences motivation and 
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future behaviors (Bandura, 1977), TSE is believed to be related to PSTs’ career goals and teacher 

effectiveness (Skaalvik & Skaalvik, 2010; Tschannen-Moran et al., 1998). Cantrell et al. (2013) 

found that teachers with higher TSE were more likely to implement a strategy-based intervention 

in reading instruction and achieved higher gain scores among their pupils than teachers with 

lower TSE. With TSE’s influence on teachers’ behaviors toward the complexities of culturally 

responsive teaching (Siwatu & Chestnut, 2014) and implementing effective instructional 

strategies (Cantrell et al., 2013), it is not surprising that TSE is seen as a construct of foremost 

importance in improving education.  

TSE can have a protective effect when teachers are coping with adversity. For example, 

when teachers have optimistic beliefs in their own abilities to successfully deal with daily 

challenges, they can be more motivated to engage in constructive ways of coping (Schwarzer & 

Hallum, 2008). Across two studies, results showed efficacious teachers were less susceptible to 

job stress and in turn, less likely to experience teacher burn out (Schwarzer & Hallum, 2008). 

Similarly, in a study of 244 elementary and middle school teachers, Skaalvik and Skaalvik found 

that teachers with higher TSE are less likely to have the characteristics of teacher burnout 

(Skaalvik & Skaalvik, 2007). These prior research results imply self-efficacious teachers 

perceive the complexities of teaching as being less threatening than those teachers who hold less-

efficacious beliefs or self-doubts about their professional performance. Teachers who can 

successfully adapt and cope amongst stressful demands, in turn, are more likely to experience job 

satisfaction (Caprara et al., 2003), and less likely to succumb to teacher burnout (Schwarzer & 

Hallum, 2008; Skaalvik & Skaalvik, 2007). With more efficacious teachers who in turn are more 

effective, more resilient, and committed to their profession; student outcomes could be improved 

while the burden of teacher attrition rates on public education could be reduced. 
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Researchers have pointed to connections between teachers’ efficacious beliefs and 

positive student outcomes (Garcia, 2004; Hendricks, 2016; Martins et al., 2015; Pajares, 1992; 

Zee & Koomen, 2016), while others have noted TSE as a predictor of teachers’ attitudes toward 

innovation (Fuchs et al., 1988). TSE influences teachers’ abilities to motivate their students, 

increase student achievement, and persist through challenges (Bandura, 1997; Knoblauch & Hoy, 

2007). Increasing TSE is beneficial for all students, but it is important to note the impact 

increased TSE can have on teachers’ confidence when working with students who have different 

cultural beliefs or behaviors, often marginalized students, that differ from their own (Siwatu & 

Starker, 2010). Therefore, TSE is a key area to explore as a mechanism facilitating the 

relationships between teachers and their decisions in classrooms. 

Given that TSE beliefs are malleable earlier in development (Bandura, 1997), it is critical 

to address TSE in its initial stages among PSTs prior to the beginning of their teaching careers 

(Martins et al., 2015; Pendergast et al., 2011; Winters, 2012). To better understand how PSTs’ 

develop or form TSE, the following section reviews what is currently known from relevant 

literature. 

Current Understandings of PSTs’ TSE Development 

            The recent body of research on PSTs’ TSE has provided information which can be 

separated into two broad categories: 1) structures within EPPs (i.e., coursework and clinical 

experiences, etc.) and 2) demographic and contextual factors (i.e., educational attainment, prior 

experiences, school levels, or subject areas) influencing PSTs’ TSE development (Ma & 

Cavanagh, 2018). Factors in prior research have included the demographic or contextual 

information that may describe the PSTs being studied or may be present in the PSTs’ preparation 

program when researchers have investigated TSE development. Prior studies investigating 
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influences on PSTs’ TSE development have framed these after Bandura’s (1977) sources that 

inform self-efficacy development. Some research (Clark & Newberry, 2019; Davis et al, 2019) 

has considered a combination of PSTs’ factors and sources of influence on TSE development in 

search of possible relationships. While more research is needed to understand the sources and 

their meaning in TSE development (Hendricks, 2016; Henson, 2002; Morris et al., 2017), within 

these overarching categories of literature on TSE, some general information about TSE 

development has been unearthed. 

PSTs’ Belief Clusters 

 PSTs TSE development is filtered through their attitudes, or clusters of beliefs which lead 

to actions and can be resistant to change (Pajares, 1992). To unpack this statement it is important 

to understand the knowledge PSTs bring with them to EPPs. PSTs enter EPPs with 

preconceptions about teaching (Lortie, 1975). Their years of experiences as students in 

classrooms serve as databases of knowledge informing them of their expectations and beliefs 

about the profession. In many ways, PSTs come to EPPs as “insiders” who hold fast to a set of 

beliefs that are resistant to change (Pajares, 1992, p. 323). PSTs’ clusters of beliefs, or attitudes, 

toward educational issues (e.g., how people learn, the role of the teacher) serve as filters for new 

information they encounter in their programs and experiences eventually directing actions and 

feeding into self-serving biases (Pajares, 1992; Posner et al., 1982). Given this understanding 

about PSTs’ existing clusters of beliefs, Pajares (1992) called for researchers exploring TSE 

development to view it as attached and connected to PSTs’ broader belief systems. 

 Prior research examining PSTs’ beliefs throughout various EPP structures (e.g., 

coursework, clinical experiences, etc.) has provided information about TSE levels before, during, 

or after EPP structure involvement but not specific sources or aspects influencing TSE within 
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those structures (Clark & Newberry, 2019). This section of the literature provides some insight 

about PSTs’ TSE developmental trajectories (e.g., increases, decreases, fluctuations) as they 

progress through EPPs, yet it lacks specific information about the development of TSE from 

sources of influence. It is understood that PSTs enter EPPs with existing beliefs that may be 

resistant to change (Pajares, 1992), yet these beliefs interact with their TSE development (Posner 

et al., 1982); and once TSE has become established through EPP experiences, it is a more stable 

belief that is difficult to improve (Pendergast et al., 2011; Wheatley, 2005). Efficacy beliefs 

influence individuals’ thoughts, feelings, motivations, and behaviors (Bandura, 1993). For 

example, being faced with realities in EPPs which oppose PSTs’ preconceptions or beliefs can 

result in decreased TSE levels for PSTs. Facing these aversive experiences (Bandura, 2005) and 

lowered TSE levels may direct PSTs’ motivational or behavioral changes (Wheatley, 2005). 

Therefore, it is not surprising the most notable fluctuations in PSTs’ TSE levels reportedly occur 

when PSTs begin authentic professional experiences, such as their first teaching jobs (Swan et 

al., 2011; Tschannen-Moran et al., 1998). It is important to instill positive TSE to promote 

motivation and positive teaching behaviors among PSTs (Tschannen-Moran et al., 1998). 

However, healthy levels of self-doubt, or lower TSE, has been argued as potentially beneficial to 

PSTs’ instructional improvement (Wheatley, 2005). 

 To better understand how PSTs develop TSE the demographic or background and 

contextual factors of PSTs have been explored. Research on PSTs’ demographic factors as 

sources influencing TSE (Bannister-Tyrell et al., 2018; Davis et al., 2019; Pendergast et al., 

2011; Tschannen-Moran & Woolfolk Hoy, 2007) suggests TSE develops similarly, or is not 

influenced, regardless of age, gender, program, time in EPP, or rural/urban origins for PSTs 

attending large public universities. Stated differently, in prior studies which measured TSE levels 
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among participants from a public university, the PST demographic factors were not found to be 

significantly related with the PSTs’ TSE levels. Contrastingly, other research results have argued 

positive relationships for PST age and gender with TSE levels (Moalosi & Forcheh, 2015). The 

results indicated that the older PSTs in Moalosi and Forcheh’s (2015) study were found to have 

higher TSE levels than younger participants. The same was true for PSTs with male gender 

(Moalosi & Forcheh, 2015). Additionally, studies have pointed to demographic/background 

factors such as prior experiences, or mastery experience, as being positively linked to higher TSE 

levels (Martins et al., 2015; Pfitzner-Eden, 2016). Understanding the ways demographic or 

background factors and contextual factors influence TSE development requires more research to 

reach agreement. 

 In the pursuit of understanding the development of PSTs’ TSE and subsequent behaviors, 

the known influences on PSTs’ TSE, or sources informing TSE, have become an area of interest 

(Furtado Nina et al., 2016; Morris et al., 2017; Pfitzner-Eden, 2016). Research on TSE sources 

has modeled Bandura’s (1977) framework by applying the four sources influencing self-efficacy 

development in analysis (Morris et al., 2017). For example, PSTs may encounter mastery 

experiences during mock scenarios within their EPPs or when working with actual K-12 students 

in practicum or clinical experiences. Connections can be drawn between the sources of 

information influencing TSE which are encountered within EPPs and PSTs’ TSE. Additionally, 

it is important to note what has been learned regarding contextual and demographic factors as 

influences on TSE development. While research is still needed to investigate the influences of 

specific sources on TSE development and the actions that result from that influence (Hendricks, 

2016; Morris et al., 2017), prior studies have provided a starting point for more insight. The 
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proceeding sections address what is known about PSTs’ TSE development (a) in relation to EPP, 

(b) by sources of self-efficacy, and (c) in relation to PSTs’ contextual or demographic factors.  

The Influence of EPP Structures on PSTs’ TSE Development 

            Researchers have explored the connections between PSTs’ TSE and EPP structures 

(clinical experience models or teacher methods coursework) (Ma & Cavanagh, 2018). Across 

these studies, a few key elements consistently point to higher levels of TSE. For example, a 

combination of factors (clinical experiences tied to methods courses, welcoming school 

environments, positive PST and mentor relationships, community-engaged clinical experiences, 

etc.) can positively influence PSTs’ TSE development in clinical experiences (Kazempour, 2013; 

Siwatu & Starker, 2010). Focused, or subject-specific, methods courses have also been found to 

increase PSTs’ TSE for specific subject areas (O’Neill & Stephenson, 2012). Still, other research 

(Woodcock, 2011) found no change in preservice TSE throughout the entirety of a teacher 

preparation program. Therefore, more research must be done to uncover what elements within 

EPP structures (clinical experience models and teacher education coursework) or what attributes 

of certain EPPs could be positively influential on TSE development. The following sections 

detail what is currently known about coursework and clinical experience as influences on PSTs’ 

TSE. 
Coursework. In reviewing existing literature on the influence of coursework on PSTs’ 

TSE, it is important to note the disconnect between theory-based coursework and practical 

application or the timing of coursework in program structures.  The differences in programs from 

these studies are vast and some programmatic or participant details lack transparency, making 

generalizing difficult. Findings have been mixed as to the influence of these subject-specific 

methods-based courses on PSTs’ TSE possibly due to differences in the course designs or the 

integration of curriculum within the courses being measured. Yet, Morris et al. (2017) suggest 
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that increasing teachers’ knowledge of a subject-area and how to teach that specific subject-area 

leads to increased TSE.  

Prior research examining TSE in different subject-areas has offered support for the claim 

that teachers’ increased subject-specific pedagogical knowledge leads to increased TSE (e.g., 

Althauser, 2018). While it is reasonable to assume that increasing one’s knowledge about 

specific subject areas may increase one’s sense of self-efficacy in relaying information about that 

content to others, effective teaching requires more than subject knowledge (Siwatu & Starker, 

2010; Wheatley, 2005); furthermore, teachers need subject-specific pedagogical content 

knowledge (Ball et al., 2009; Darling-Hammond & Bransford, 2005). Therefore, many EPPs 

include methods courses targeting subject-specific areas of education, such as inclusion 

practices, math-methods, or science inquiry-based practices, in hopes of increasing PST’s 

abilities to enact effective pedagogies within subject-specific areas and across multiple domains.  

Multiple studies promote the efficacy of subject-specific methods courses as a way of 

promoting positive shifts in PST’s pedagogical beliefs about mathematics and improving their 

TSE (Althauser, 2018; Smith et al., 2012; Swars et al., 2009). Similar findings indicate PSTs’ 

TSE toward working with special education students (i.e., inclusion classrooms) improve after 

participating in a methods course with specific training on inclusion (Smothers, 2018; Taylor & 

Ringlaben, 2012) while others have found minimal changes in PSTs’ TSE in this area (Tait & 

Purdie, 2000). More concerning, Freytag (2001) observed no significant impact of EPP 

coursework targeting inclusion practices on PSTs’ TSE toward inclusion. Still, in the subject 

area of science, research has suggested subject-specific methods courses lead to positive 

increases in PSTs’ TSE toward teaching science (Bleicher, 2010; Gunning & Mensah, 2011; & 

Sangueza, 2010). Elementary education PSTs enrolled in methods classes aimed at supporting 
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their understanding of earth science saw increased conceptual understanding and higher TSE in 

the domain of science (Bleicher, 2007). Conversely, Siwatu and Starker (2010) found the 

quantity of culturally responsive teaching courses PSTs completed was not related to their TSE 

levels for resolving cultural conflicts. Similar results were seen in O’Neill and Stephenson’s 

(2012) study of 573 preservice primary teachers in Australia, most of whom, had completed 

mandatory classroom management units at their EPPs. Their online survey results showed that 

completing the classroom management units did not affect participants’ levels of self-efficacy 

toward classroom management (O’Neill & Stephenson, 2012). The body of research on subject-

specific methods courses as influences on PSTs’ TSE levels provides a mixture of findings.         

More research is needed to understand how coursework aimed at specific pedagogical 

knowledge acquisition influence PSTs’ TSE development (Morris et al., 2017). For example, 

Buehl and Fives (2009) surveyed 110 PSTs and in-service teachers regarding their beliefs about 

their knowledge acquisition. While some sources PSTs reported as influencing their TSE were 

consistent with Bandura’s (1997) modeling and vicarious experiences, others did not fit 

Bandura’s framework (Buehl & Fives, 2009). Their findings suggest sources outside of 

Bandura’s framework may be influencing TSE development related to coursework and 

knowledge acquisition. Currently research suggests that having knowledge of how to teach 

specific content (e.g., science, mathematics) leads to higher TSE levels for PSTs (Morris et al., 

2017), and PSTs’ TSE levels for specific skills of teaching, like classroom management or 

inclusion, appear to be influenced by a combination of sources (such as mastery experiences and 

verbal persuasion) rather than methods-based coursework in isolation (O’Neill & Stephenson, 

2012; Poulou, 2007). Fully understanding how PSTs’ coursework or acquisition of knowledge 

integrates with and mediates TSE beliefs will require continued research (Morris et al., 2017).   
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            Clinical Experiences. In step with the idea that mastery experiences are salient factors in 

the development of self-efficacy (Bandura, 1997), a common element in EPPs are authentic 

professional or clinical experiences. However, research connecting clinical experiences with TSE 

levels has provided concerning and mixed results. Garvis et al. (2012) compared TSE levels of 

PSTs from the first week to one year completed within an EPP. Their results indicated lowered 

levels of TSE later in the program. This finding is problematic considering PSTs should have 

encountered a clinical experience that year and would hopefully have a positive shift in their 

TSE levels due to exposure with mastery experiences and verbal persuasion among other 

influences on TSE. Similarly, Hoy and Woolfolk (1990), Spector (1990), and Plourde (2002) 

found that the student teaching experience resulted in declining TSE levels for PSTs. Along this 

line of results, Pendergast et al. (2011) observed decreased TSE levels for all Australian PST 

participants following their final year of graduate EPP coursework and clinical experiences. This 

body of research indicating decreased TSE levels following clinical experiences raises questions 

and concerns about the ways PSTs are forming TSE during these experiences.  

Conflicting findings persist across the literature on clinical experiences and their 

influence on PSTs’ TSE with some reporting negative influences, no influences, or positive 

influences on TSE. Atay (2007) argued clinical experiences had no influence on TSE. Yet, 

Tuchman and Isaacs (2011) found PSTs’ TSE levels toward instructional strategies increased 

with clinical experiences. Brown et al. (2014) also indicated PSTs’ TSE levels were positively 

influenced by school-based professional experience and microteaching experiences. Similarly, 

Hoy and Spero (2005) found increased TSE levels following clinical student teaching 

experiences. Results purporting the positive influence of clinical experiences on PSTs’ TSE align 

with Bandura’s (1977) theory that self-efficacy can be influenced by actively supportive 
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individuals. This could be due to vicarious experiences/cognitive modeling or mastery 

experiences PSTs have with positive and supportive mentor teachers involved in student teaching 

placements. Others argue the findings are less generalizable because the student teachers in Hoy 

and Spero’s (2005) study were placed in suburban schools where they experienced environments 

rich with resources and funding, majority white middle-class students, and had access to 

experienced mentor teachers (Knoblauch & Hoy, 2008). This assumes findings may have 

differed if participants were in urban placements with less experienced mentor teachers and 

scarce resources. The research on different settings for clinical experiences is discussed in more 

detail in the proceeding section. 

            Other research has pointed to the timing and duration of clinical experiences as an 

important factor in TSE development. For example, Christopherson et al. (2016) found that PSTs 

in primary education programs in Norway, aimed for teachers of grades 1-5, had higher TSE 

than those in the secondary education programs, aimed for teachers of grades 5-10. The major 

differences in these programs are that the primary education students receive earlier and longer 

durations of clinical experiences with a focus on classroom management and student relations 

rather than subject-specific content (Christopherson et al., 2016). Clinical experiences may lend 

themselves as opportunities for vicarious modeling, verbal persuasion, and mastery experiences; 

all of which contribute to the development of self-efficacy (Bandura, 1977). It could also be 

argued that the organization and presentation of subject-specific content and pedagogical content 

knowledge through coursework may also play a role in PSTs’ TSE within clinical experiences. 

EPPs that provide a clear integration of this content may assist PSTs in organizing schemas for 

new knowledge and therefore, PSTs may feel more efficacious toward teaching as a result.      

 Additionally, research has shown that after the student teaching experience, when novice 
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teachers begin working in the profession as licensed educators, TSE levels plummet following 

their first year of teaching (Swan et al., 2011; Hoy & Spero, 2005). The retraction of support and 

lack of induction programs, seemingly present during clinical experiences yet lacking in the 

teaching profession, are often postulated as the culprits for this plummet in TSE levels. It is 

possible that as preconceptions are shattered and the realities of the complex nature of teaching 

take hold, PSTs feel less efficacious. Clinical experiences and methods coursework may play a 

role in the development of TSE, but more research is needed to investigate the sources informing 

efficacy beliefs within these EPP structures and the unique ways PSTs interpret this information 

in TSE development (Morris et al., 2017). To this effect multiple studies have investigated the 

influences on collective teacher efficacy, or CTE, in attempts to better understand the interplay 

of multiple teachers within a setting and TSE development (Klassen et al., 2011). The next 

section explains what research has provided regarding the settings for clinical experiences and 

influences on TSE. To share this information, CTE (which is strongly related to TSE, Skaalvik & 

Skaalvik, 2007) and encompasses PSTs’ perceptions of competence for all teachers in a specific 

setting, is introduced.   

            Clinical Experience Settings and Collective Teacher Efficacy [CTE]. Researchers 

have attempted to understand how TSE develops individually and how it develops among groups 

of teachers (Klassen et al., 2011). Despite calls for increased investigation of CTE (Tschannen-

Moran et al., 1998; Goddard, 2001), research in this area is scant (Henson, 2002). Yet, Clinical 

settings are an element of clinical experiences in EPPs that can be intentionally selected by EPPs 

when arranging clinical placements for PSTs. Given that most PSTs in the United States identify 

themselves as white females from middle-class socio-economic backgrounds (Cochran-Smith & 

Zeichner, 2005) with few experiences in urban, ethnically diverse environments (Swartz, 2003), 
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exposure to diverse settings during clinical experiences may play a role in the development of 

their TSE (DeJarnette, 2016). Diverse settings (e.g., schools with few resources, or schools with 

students who have high needs and/or cultural beliefs, behaviors, or backgrounds differing from 

the PSTs’) could be arranged for student teaching experiences. Alternatively, the clinical settings 

selected may be similar to the PSTs’ backgrounds. To increase teacher retention, particularly for 

schools with high-need, experts suggest EPPs provide PSTs diverse clinical placements 

supervised and supported by teacher educators (Darling-Hammond & Bransford, 2005; 

Haberman, 1995; Ladson-Billings, 2000; Siwatu & Starker, 2010; Wheatley, 2005). Such 

thoughts aim to increase teachers’ beliefs in their abilities to teach students from backgrounds 

which differ from their own. However, diverse clinical placements may result in different PST 

TSE levels when compared to PSTs who are placed in clinical settings with students who have 

backgrounds more familiar to their own. According to Bandura (1997) increasing TSE may not 

predict PSTs' classroom behavior if PSTs are not efficacious toward resolving cultural conflicts 

with students from culturally diverse backgrounds. Therefore, EPPs must consider the role of 

TSE and aspects of clinical experience along with other program structures (e.g., community 

involvement, coursework, mentors) to increase PSTs’ TSE toward resolving cultural conflicts. 

Kretchmar and Zeichner (2016) and Siwatu and Starker (2010) are among experts 

purporting the value of community-engaged culturally responsive teacher preparation where 

PSTs experience authentic community engagement, practicums in settings with children from 

low-income, minoritized backgrounds, community mentors, and weekly participation in 

community revitalization projects among other aspects (Thomas et al., 2020). A recent study of 

122 PSTs involved in a community-engaged culturally relevant preparation program observed an 

increase in PSTs’ TSE levels toward culturally responsive teaching practices (Thomas et al., 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 35 
 

   
 

2020). Yet, this type of immersive and supportive community-based program for PSTs, focused 

on community engagement and culturally responsive teaching, is still emerging as a structure for 

most EPPs. Instead, many EPPs attempt to instill TSE for culturally responsive teaching through 

targeted coursework, which has limited effects on TSE for culturally responsive teaching (Siwatu 

& Starker, 2020). Knoblauch and Hoy (2008) highlight the different effects of diverse clinical 

settings on collective beliefs of teachers, or collective teacher efficacy [CTE].  

CTE, one construct considered in Knoblauch & Hoy’s (2008) research and known to be 

strongly related to TSE (Skaalvik & Skaalvik, 2007), involves the perceived efficacy of the 

competence of all teachers in the location being studied. Knoblauch and Hoy (2008) reported 

increased mean scores for TSE among the 102 student teachers in their research following their 

clinical experiences. They also found that PSTs who were in urban placements reported the 

lowest collective TSE, or CTE. This may indicate that PSTs placed in diverse clinical experience 

settings develop lower TSE. One drawback to reporting mean scores is that individual participant 

growth is not transparently reported. However, Knoblauch & Hoy noted that the PSTs in urban 

settings had lower scores overall (2008). It is possible the lack of resources, lower test scores, 

and exposure to less experienced mentor teachers inclined participants in urban settings toward 

lower collective TSE scores than those in rural/suburban environments (Knoblauch & Hoy, 

2008). Still, diverse clinical placement cannot be the only means to instill positive TSE and 

culturally responsive teaching practices in PSTs. Experts suggest more community-based 

experiences and curricular experiences in addition to diverse clinical placements (Kretchmar & 

Zeichner, 2016) to increase PSTs’ TSE levels to enact culturally responsive teaching practices. 

Darling-Hammond and Bransford (2005) recommend PSTs develop sociocultural 

awareness through culturally relevant pedagogical understandings and experiences within 
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cultural communities. These experiences and understandings encourage PSTs to employ 

practices of affirmation and positive attitudes toward all types of diverse students (Darling-

Hammond & Bransford, 2005). This suggests experiences and curriculum beyond diverse 

clinical placements are necessary for developing positive PSTs’ TSE toward students who are 

racially or ethnically diverse, and/or who come from socio-economically disadvantaged 

backgrounds. Clinical experiences in diverse settings (i.e., schools with predominantly 

racially/culturally/ethnically diverse students and/or students from socio-economically 

disadvantaged backgrounds) tied to methods courses involving teacher educators in the field with 

PSTs could be effective in scaffolding the complexity of tasks while gradually releasing 

responsibility and maintaining positive efficacy for PSTs.  

Research results for clinical experiences’ influences on PSTs’ TSE are mixed as studies 

vary by type of clinical experience offered (school-based or laboratory-based, connected with 

coursework or independent of coursework, community-engaged), differences in EPP structures 

or timing of experiences, differences among participants being studied, and for which aspects of 

TSE they focus (Ma & Cavanagh, 2018). While some research upholds the positive benefits of 

clinical experiences on PSTs’ TSE, it seems the quality of clinical experiences is a possible 

delineating factor (Ma & Cavanagh, 2018). 

Sources Influencing PSTs’ TSE Development 

            A review of 82 TSE research studies between 1977 to 2015 revealed that although many 

researchers have examined TSE, few have focused on the sources informing TSE to better 

understand their influence on PSTs’ TSE development (Henson, 2002; Morris et al., 2017). To 

explore the development of TSE, researchers (Clark & Newberry, 2019; Li & Zhang, 2000; 

Pfitzner-Eden, 2016) have examined PSTs’ perceived sources of influence on TSE. Much of the 
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research investigating TSE sources has been quantitatively designed with minimal perspective 

from participants (Henson, 2002; Morris et al., 2017), and many studies included prompts which 

were inconsistent with Bandura’s (1977, 1986) theoretical framework (Morris et al., 2017). The 

following section describes the relevant research on sources influencing PSTs’ TSE. 

Mastery Experiences. Mastery experiences as an influence on PSTs’ TSE overlaps with 

the concept of clinical experiences as an influencing source on TSE due to the terminology used 

in prior literature. Given that mastery experiences may occur within clinical experiences, it is 

difficult to decipher the results of prior research that does not discriminate mastery experience as 

a concept from clinical or professional experiences. This makes it difficult to differentiate the 

research on clinical or professional experiences from results involving mastery experiences as an 

isolated source across the literature. However, some studies specifically refer to mastery 

experiences rather than broadly categorizing clinical experiences in their research, and therefore 

are discussed more in-depth next. 

            Mastery experiences, whether occurring prior to student teaching, such as prior teaching-

related jobs/volunteering, (Martins et al., 2015) or during student teaching (Hoy 2001) have been 

determined as an influential source on PSTs’ TSE development. Poulou’s (2007) study of 192 

PSTs found mastery experiences, along with two nontraditional sources, as highly influential to 

PSTs’ TSE development. Latent changes in TSE have been highly correlated with mastery 

experiences among PSTs and more so for those involved in clinical student teaching experiences 

rather than earlier in the program during observational experiences (Pfitzner-Eden, 2016). 

Christopherson et al. (2016) argued, in their study of 491 student teachers, that mastery 

experiences provided a benefit to PSTs’ TSE and particularly PSTs from a specific structure of 

teacher education program. Christopherson et al. (2016) described the beneficial program as 
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having better integration of knowledge for PSTs, longer periods of practice, systematic exposure 

to common challenges, and more focus on classroom management and pupil-teacher relations. 

These prior research results echo the work of Mulholland and Wallace’s (2001) findings which 

indicated mastery experiences as a top source influencing PSTs’ TSE development. 

  Tschannen-Moran et al. (1998) found the best predictor of increased self-efficacy beliefs 

is high confidence levels early in mastery experiences. Yet, Ball and Cohen (1999) describe the 

pitfalls of attempting to provide mastery experiences through clinical experiences without 

appropriate planning for the ways PSTs learn or the types of knowledge they need. Ball and 

Cohen (1999) proposed situating PSTs’ learning within authentic experiences that allow them to 

practice the skills of teaching with reflection and collaboration in learning communities. To do 

this, Ball et al. (2009) encourage a “practice-based approach” for PSTs to develop their skills 

with high-leverage practices developed with PST readiness and development in mind. To ensure 

these experiences eventually yield mastery, the practice-based approach promotes communities 

of learning, critical feedback, inquiry-based approaches to learning, and well-supervised clinical 

experiences connected with PSTs’ coursework.   

            Bandura (1997) explained that mastery experiences offer authentic proof of one’s ability 

to succeed. With the cyclical nature of TSE (Tschannen-Moran & Woolfolk Hoy, 1998) through 

successful task performances, or mastery experiences, PSTs can reflect on their prior success and 

apply it to their future TSE formation. Mayer (2010) described individuals with mastery 

experiences benefitted with higher motivation and progress. Contrastingly, early negative 

mastery experience, or failures, can undermine self-efficacy beliefs (Bandura, 1997), or PSTs’ 

progress toward high TSE. To better understand how mastery experiences occur and influence 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 39 
 

   
 

PSTs’ TSE it is helpful to see how verbal persuasions can influence PSTs’ perceptions of these 

experiences and vice versa. 

Verbal Persuasion/Performance Feedback. Prior studies indicate perceived influences 

on PSTs’ TSE include verbal persuasion during clinical experiences, such as student feedback or 

mentor feedback, on mastery experiences (Klassen & Durksen, 2014, Li & Zhang, 2000; 

Mulholland & Wallace, 2001, Pfitzner-Eden, 2016). The effect of PSTs combining mastery 

experiences with verbal persuasion were seen in Mulholland and Wallace’s (2001) results which 

listed mastery experiences and verbal persuasion as the two most influential sources of TSE. 

Prior research found interviews with PSTs revealed conceptualizations of mentor feedback, a 

form of verbal persuasion, during clinical experiences shaped judgments about mastery 

experiences (Klassen & Durksen, 2014), corroborating earlier researchers’ findings that verbal 

persuasions are closely related to in-service teachers’ judgments of mastery experiences 

(Mulholland & Wallace, 2001). In other words, early mastery experiences, or task successes, 

may be linked with positive ability attributions through verbal feedback (Schunk, 1989).  

Bandura’s (1997) theory posits that verbal persuasion (e.g., positive encouragement, 

praise) can positively influence efficacious beliefs. Yet, verbal persuasion may hold short-term 

positive efficacy level effects if failure experiences follow positive verbal persuasion (Bandura, 

1997). Therefore, it is critical that verbal persuasion be appropriately configured with PSTs’ 

actual abilities. Further, Bandura (1997) noted verbal persuasion is more influential coming from 

individuals one perceives as capable, credible, and trustworthy. This may indicate that not only 

are the locations and types of experiences PSTs have important but the verbal communication, or 

feedback, and who they receive it from during those experiences is critical to their TSE 

formation.  

Cochran-Smith and Lytle (1999) described the importance of promoting an inquiry stance 

among PSTs in which PSTs are part of a community of learners. In this inquiry stance, PSTs see 

critical feedback as valuable, learn to reflect on their reasonings, and communicate with mentors 
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to learn from mistakes. Mentors can model the inquiry stance by modeling reflective and 

transparent cognitive behaviors. In doing so, critical feedback from mentors can be viewed as 

opportunities for PSTs’ growth rather than decreasing their TSE levels. 
 Verbal persuasions on PSTs’ TSE have been shown to come from other teachers or to 

maintain an influence on TSE even when they are perceived as limited. While the largest 

percentage of verbal persuasion came from K-12 students, German PSTs reported that other 

teachers were the second-largest contributors of verbal persuasion during their clinical 

experiences (Pfitzner-Eden, 2016). A similar study found verbal persuasion of teacher educators 

was the most highly predictive factor of PSTs’ TSE scores (Clark & Newberry, 2019). Still other 

research has indicated a link between PSTs’ negative emotions, or negative affective state, and 

PSTs’ perceived lack of receiving verbal persuasion (Martins et al., 2015). Further research has 

investigated verbal persuasion as a form of assessment or performance feedback. 

Previous research has found that assessment processes happening within teacher 

preparation are a contributing factor of PSTs’ TSE development (Auslander et al., 2020). This 

coincides with Schunk’s (1983, 1989) conclusions regarding the influential power of 

performance feedback during tasks on the efficacy beliefs of students toward continued 

improvement. Hattie and Timperely (2007) discuss commitment to goals as a mediator of 

feedback; if students are highly self-efficacious, they may seek unfavorable feedback to excel, 

while low self-efficacious students may infer negative feedback as confirming their deficiencies. 

This suggests that PSTs may perceive verbal persuasion/performance feedback differently 

depending on their commitment to teaching-related goals, mindsets, and current efficacy beliefs. 

PSTs’ Goals, Mindsets and TSE. Research has suggested conceptions of ability involve 

the relationships between self-efficacy and mindset (Wood & Bandura, 1989). In other words, 

verbal persuasion can influence PSTs TSE development differently depending on their mindset 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 41 
 

   
 

which may influence their interpretation of the information. Bandura’s (1986) Social Cognitive 

Theory purports that learning occurs in social contexts where individuals influence their own 

behaviors in goal-oriented ways. Bandura and Dweck (1985) discussed belief systems involving 

incremental views of intelligence, where intelligence is thought to be positively influenced by 

increased effort. Building from this work, Dweck (2006) established “mindsets” to describe 

individual orientations toward learning or intelligence. Having a Fixed Mindset [FM] is 

associated with seeking immediate gratification and avoiding failures whereas having a Growth 

Mindset [GM] is associated with striving through challenging work for long-term results/goals 

and learning from failures as part of the process (Dweck, 2006, 2013). To this effect, it is 

reasonable to consider the mindsets of PSTs during their formation of TSE as these varying 

mindsets can influence TSE differently (Wheatley, 2005). This is explained in further detail next.  

Ascribing to a GM or FM may differentially influence self-theories or beliefs in one’s 

abilities for success (Dweck, 2006, 2013). One aspect of Social-Emotional and Academic 

Development (SEAD) is Social-Emotional Learning (SEL) curriculum and growth mindsets 

(Stelitano & Steiner, 2021), which has recently been prioritized across much of the United States 

for EPPs and K-12 schools by state policies (CASEL, 2022). Part of the SEL and mindsets 

curriculum is Dweck’s (2006) GM work stressing the incremental view of intelligence and the 

perspective that failures are part of the learning process. Opposite this view lies the entity view 

of intelligence where deficient performance errors could be construed as evaluative threats. 

Dweck (2006) explains that self-doubting students may attribute failures to stable causes such as 

poor ability. When an individual develops a stable internal attribution for failure it can be 

difficult to motivate that individual toward positive actions. Few studies have examined PST 

mindset in relation to PSTs’ TSE development (Palazzolo, 2016; Wood & Bandura, 1989). 
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Research results that have implied important relationships between mindset and student 

outcomes do not consistently measure TSE. For example, Rissanen et al., (2019) investigated the 

implicit beliefs of Finnish teachers on student outcomes such as confidence and achievement and 

recommended that EPPs pursue the education of GM for PSTs to assist PSTs with actualizing 

GM pedagogy in classrooms. Yet their research did not specifically measure TSE or students’ 

self-efficacy, rather they reported confidence. Therefore, the current body of research on GM and 

TSE among PSTs provides unclear results to explain how the incorporation of SEL curriculum, 

particularly implicit mindsets, into an EPP affects PSTs’ TSE development.   

While SEL training likely provides some of the competencies PSTs need to feel prepared 

and navigate social-emotional challenges in classrooms, it is important that EPPs present 

curriculum in comprehensible ways to reduce misconceptions. PSTs with FM or disorganized 

understandings of the GM could foster poor TSE calibration. Stated differently, PSTs with poor 

calibration may have unreasonable expectations for their own abilities when their actions do not 

measure up to these expectations. It is important to note Bandura’s work related to self-efficacy 

and verbal persuasion when considering the role of SEL and Dweck’s work in preparing 

teachers. Bandura (1977) states:            

However, to raise by persuasion expectations of personal competence without 

arranging conditions to facilitate effective performance will most likely lead to 

failures that discredit the persuaders and further undermine the recipients' 

perceived self-efficacy. It is therefore the interactive, as well as the independent, 

effects of social persuasion on self-efficacy that merit experimental consideration 

(p.198).   
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In this way EPP curriculum, including the verbal persuasion often provided by EPP faculty, 

could be negatively contributing to TSE development. If PSTs are falsely inflated with positive 

TSE and not responsive to failure with appropriate remediation, it may be feasible that they will 

assume higher TSE than warranted (Wheatley, 2005). “Effective coaches are growth-minded; 

rather than using social persuasions simply to reassure teachers, they tell [them] the truth, and 

then give them the tools,” (Dweck, 2006, p. 199).  

Other research has examined PSTs’ responses to receiving critical feedback, or comments 

involving mentors’ assertions or prompts to change PSTs’ performances or understandings, and 

the importance of PSTs being able to receive this feedback constructively for reflection and 

improvement (Bjorndal, 2020; Larrivee, 2008; Wheatley, 2005). Larrivee (2008) and Bjorndal 

(2020) describe the important contribution mentor teachers and EPPs can have on facilitating 

PSTs’ development of critical reflection through verbal persuasion/feedback. Their work 

describes PSTs’ developmental process toward deeper reflective practices and increased abilities 

to accept critical feedback. In early stages PSTs are more concerned with how they are perceived 

by their mentor teachers (Larrivee, 2008) and therefore may attempt to appear competent or to 

“save face” (Bjorndal, 2020) rather than focus on the outcomes of their students (Larrivee, 

2008). Bjorndal suggested mentor teachers recognize the need for critical feedback and respond 

to defensive reactions from PSTs with understanding yet competent responses while encouraging 

PSTs to be reflective (2020). By helping PSTs understand the purposes of feedback and by 

effectively delivering feedback, EPPs and mentor teachers can assist PSTs in the development of 

positive TSE and reflective practices (Larrivee, 2008). This work aligns with Schön’s (1983) 

concept of reflective practitioners. Wheatley (2005) described the faults of TSE research to date, 

criticized pursuits focused only on increasing PSTs’ TSE levels, and suggested PSTs may benefit 
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from self-doubts as they raise awareness for needed teaching improvements. To fully understand 

the complex ways PSTs form TSE and interpret critical feedback, continued research into PSTs’ 

perceptions of competence, or saving face, and how best to train mentor teachers for delivering 

critical feedback in ways that promote improved teaching instruction is encouraged (Bjorndal, 

2020; Wheatley, 2005). Related to this sector of the literature on PSTs’ TSE development and 

responses to verbal persuasion/feedback depending on various reflective abilities or critical 

feedback perceptions, it is helpful to consider the research related to PSTs’ TSE and the types of 

performance feedback within EPPs. 

Certain types of performance feedback during tasks may be more beneficial to the 

development of TSE than others. Moulding et al. (2014) demonstrated that PSTs’ GPA and 

Praxis scores were not significantly correlated with PSTs’ TSE scores. Their findings indicate 

PSTs’ academic performance in EPPs are not predictive of their beliefs in their abilities to teach 

effectively. Therefore, the assessment of teachers should respect the context of teaching (as seen 

in a portfolio type of assessment) in a learning community and should aim to measure PSTs’ 

performance with competency-based graduation representing the mode of learning in the 

discipline of education (Darling-Hammond & Bransford, 2005; Darling-Hammond & Hyler, 

2013). To do this, research suggests EPPs should provide authentic performance assessments 

with real-world integration. Furthermore, effective verbal persuasion/performance feedback 

during tasks, as seen in Schunk’s (1983) work, could be highly beneficial to the efficacy 

development of PSTs.  In summary, prior research indicates verbal persuasion, when delivered 

by models PSTs view as influential and when PSTs are prepared to constructively receive 

feedback, plays a significant role in the development of PSTs’ TSE beliefs, particularly when 

shaping their impressions of mastery experiences.  
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            Vicarious Experiences. Bandura (1977, 1986) explains that judgements of one’s self-

efficacy may be informed by vicarious experiences, or other people’s performances. PSTs may 

develop their own sense of competencies, or TSE, by observing mentor teachers performing 

specific acts of teaching. Vicarious experiences can occur through cognitive modeling 

(Rosenthal & Zimmerman, 1972) and coping models (Schunk, 1989). For example, it would be 

helpful for a mentor teacher, who is perceived as an effective model, to demonstrate successful 

classroom management in challenging classroom situations rather than demonstrating successful 

management with no challenging situations presented. Research results indicate that mentor 

teachers who display actions consistent with certain levels of TSE influence PST self-efficacy 

levels (Knoblauch & Hoy, 2008; Li & Zhang, 2000). However, research on the vicarious 

influence of mentor teachers has not definitively shown the influence of mentors on their student 

teachers’ TSE (Morris et al., 2017).  Li and Zhang (2000) found that PSTs who perceived their 

mentor teachers to have higher TSE reported higher TSE themselves. This was corroborated by 

Knoblauch and Hoy’s (2008) findings where the mentor teachers’ efficacy levels were predictive 

of and positively related to the PSTs’ post TSES scores. Yet, Capa Aydin and Woolfolk Hoy 

(2005) found PSTs and novice teachers who reported their mentor teachers as effective were not 

more likely to have higher TSE levels. These findings are problematic considering Bandura 

(1977) asserts that learners benefit most from observing multiple models overcoming 

subjectively hazardous events, “If people of widely differing characteristics can succeed, then 

observers have a reasonable basis for increasing their own sense of self-efficacy,” (Bandura, 

1977, p.197). Bandura’s (1977) theorization of vicarious experience suggests that PSTs may 

benefit from observing multiple mentor teachers rather than staying with one mentor teacher 

over a semester. Yet, Poulou (2007) found vicarious experiences were not a major source of 
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influence on PSTs’ TSE. With inconsistent research findings, the influence of vicarious 

experiences on PSTs’ TSE requires more investigation.      

            Affective State/Physiological Arousal. Along with verbal persuasion and vicarious 

experiences during teacher preparation, there may be other sources influencing the development 

of PSTs’ TSE. Affective state/physiological arousal involves the physical and emotional signals 

one’s body sends to oneself in the way of thoughts, feelings, stress, moods, fatigue, body 

temperature, sweat, pulse rate, etc. Verbal persuasion of teacher educators and mentor teachers, 

vicarious experiences, and mastery experiences combined explained 18% of the variance in TSE 

for PSTs, with verbal persuasion of teacher educators being the most highly predictive factor of 

preservice TSE scores (Clark & Newberry, 2019). This finding indicates that other sources are 

still at play in the development of preservice TSE. Some have highlighted affective state and 

physiological arousal as informing preservice TSE, particularly for PSTs who are in earlier years 

of their program (O’Neill & Stephenson, 2012; Pfitzner-Eden, 2016). Affective state or 

physiological arousal is an acknowledged source of TSE, however prior research has found this 

source to be less influential (Mulholland & Wallace, 2001; Poulou, 2007). 

            Bandura (1997) regarded affective state/physiological arousal as a source of information 

contributing to self-efficacy but not wholly predictive of self-efficacy on its own. Individuals 

with exposure to positive mastery experiences are less likely to interpret physiological arousal in 

negative ways (Bandura, 1997). Consistent with Weiner’s (1972) Attribution Theory, which 

posits that individuals determine reasons for successes and failures as external or internal and 

within their control or not, Bandura (1997) explained that individuals with more mastery 

experiences are more likely to interpret affective state/physiological arousal as energizing rather 

than confirming their incompetence. PSTs reporting negative affective state/physiological 
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arousal reported fewer mastery experiences and decreased TSE (Pfitzner-Eden, 2016). These 

results coincided with differences in how PSTs integrated the sources of TSE according to their 

development in the teacher preparation program and indicated that beginning PSTs’ self-efficacy 

was more influenced by affective state/physiological arousal than PSTs who were near the end of 

the program (Pfitzner-Eden, 2016). To this effect, in their study of 537 final year PSTs, O’Neill 

and Stephenson (2012) found physiological arousal to be the least influential component for 

TSE. “As enactive mastery experiences increase, the effect of this source is thought to fade,” 

(p.537). These findings corroborate the notion that PSTs who have had more mastery 

experiences, those who have had prior successful experiences or more years of EPP clinical 

experiences with support, are able to integrate feedback in the form of affective 

state/physiological arousal in more positive ways during the development of their TSE than PSTs 

earlier in the program.  

            Signals from PSTs’ bodies in the form of affective state or physiological arousal serve as 

assessments of their current performance or provide meaning to events. These signals and the 

process of ascribing meaning from them is a form of appraisal which can trigger further affective 

reactions or physiological changes (Fredrickson, 2001). According to Frenzel (2014) teachers 

have five appraisal dimensions tied to the tasks of teaching. The ways teachers appraise goal 

consistency, goal conduciveness, coping potential, goal attainment, and goal importance 

influence teachers’ emotional arousals (Frenzel, 2014). Frenzel et al. (2015) posit that teachers’ 

emotions are multidimensional and vary by the person teaching and the people they are teaching 

in each context. This helps us understand why PSTs may interpret sources informing their TSE 

development differently when compared with one another. Situational factors, including the 
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grade level PSTs are teaching and where they are teaching, play a role in PSTs’ appraisals of 

emotional arousal influences. 

            Additionally, coping mechanisms can mediate the negative influence of physiological or 

affective states which influence TSE (Shen, 2009). Herman et al. (2018) found teachers who 

self-reported high levels of stress and low levels of coping were at greatest risk for low TSE and 

lower student outcomes. Similarly, teachers who intentionally blocked out or reported engaging 

in emotional regulation strategies (e.g., being aware of their emotions, eating healthy meals, 

dressing professionally) prior to teaching were more effective in classroom management and 

student interactions (Morris & Usher, 2011; Sutton et al., 2009). Results of prior research 

consistently point to the benefits of promoting coping mechanisms and mindsets for positively 

interpreting sources informing efficacy judgments among PSTs and in-service teachers. The 

prior literature also reveals that while affective states or physiological arousals may play a 

limited role in the development of TSE, the influence on TSE may differ given PSTs’ various 

exposures to mastery experiences.  

 Within this section of the literature, sources which inform TSE judgments among PSTs 

have often been framed by Bandura’s (1977) sources for self-efficacy and findings strongly 

suggest that mastery experiences and verbal persuasion were found to be most influential as 

PSTs were forming TSE (Hoy, 2001; Martins et al., 2015; Mullholland & Wallace, 2001; 

Poulou, 2007). In several studies (Klassen & Durksen, 2014; Li & Zhang, 2000; Mullholland & 

Wallace, 2001; Pfitzner-Eden, 2016) findings suggest an interplay of verbal persuasion having 

shaped PSTs' impressions of their mastery experiences. Vicarious experiences were also found to 

have an influence on PSTs’ TSE development; however, the effectiveness of the model is an 

important mediator in the influence of vicarious experiences (Knoblauch & Hoy, 2008; Li & 
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Zhang, 2000). Affective states/physiological arousal were found to be somewhat influential on 

PSTs’ TSE development (O’Neill & Stephenson, 2012; Pfitzner-Eden, 2016), yet as PSTs gain 

positive mastery experiences, and learn to self-regulate their own arousals, they are less 

susceptible to negative interpretations of this influence (Bandura, 1997). Bandura and Adams 

(1977) described how individuals differ in their judgments of various sources bearing on their 

performance, causing their self-efficacy levels to vary. They explained that sources influencing 

self-efficacy are processed and then transformed and integrated on individual levels (Bandura & 

Adams, 1977). The next section provides what is known about PSTs’ integration of sources as it 

pertains to TSE and appropriate calibration, or correspondence with actions.  

Integration of TSE Sources for TSE Calibration   

Considering how PSTs integrate sources of information to develop their TSE levels, 

brings to light the concept of calibration. Linnenbrink and Pintrich (2003) described calibration 

as teachers' reinterpretation of efficacy information provided by their teaching experiences. 

Zimmerman (2011) discusses the importance of calibration for successful self-regulation as 

accurately monitoring one’s own judgments of performance and how those judgments 

correspond with one’s actual performance. In terms of TSE development, calibration has been 

researched as the teachers’ perceived ability compared with their actual skill levels (Alexander, 

2013). PSTs with poor calibration, those whose beliefs do not correspond with their actions, may 

find themselves overly confident and complacent when truly in need of remediation (Alexander, 

2013). In this way it is plausible that EPP curriculum, without appropriate support, may backfire 

and result in reduced levels of TSE or PSTs who are resistant to remediation. Considering this 

possibility Wheatley (2005) argued about the value of PSTs experiencing lower TSE levels to 

face necessary remediation. Stated differently, PSTs who are not permitted to experience lower 
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TSE levels may lack awareness for changes in their teaching practices. Conversely, individuals 

with poor calibration could be underconfident when able to perform well thereby squandering 

their potential (Alexander, 2013). Additionally, PSTs with poorly calibrated TSE toward 

teaching students with social-emotional issues could face subsequent failure experiences in 

clinical practices. The effect of these failures amidst poorly calibrated TSE are unclear. Little is 

known regarding how PSTs calibrate their capability-related information during clinical 

experiences; therefore, research revealing PST’s perceptions of the sources influencing TSE 

formation could be beneficial. In addition to understanding the ways PSTs interpret sources that 

inform the formation of their TSE beliefs, researchers have attempted to understand how PSTs’ 

demographic or contextual factors influence their formation of TSE. The follow section reviews 

relevant literature on the demographic/background and contextual factors influencing PSTs’ 

TSE.  

PSTs’ TSE and PST Demographic and Contextual Factors (e.g., age, gender, hometown, 

prior experience, etc.)  

Tschannen-Moran and Woolfolk Hoy (2007) theorize that factors of content (i.e., subject 

area) and context (e.g., grade level, school, year in the program) are the most salient predictors 

for TSE and that demographic/background factors (e.g., PSTs’ age, gender, hometown, prior 

experience) among PSTs do not predict TSE development. Yet, Poulou (2007) found PSTs’ 

personal characteristics (specific personality traits, capabilities and skills related to teaching) 

dictated efficacy beliefs. Still, characteristics of PST age, program, and gender were not 

systematically linked to PSTs’ TSE in graduate education programs in Australia (Pendergast et 

al., 2011). Overall, the findings of prior research concerning the influence of demographic and 

contextual factors on the development of TSE suggest this area is unresolved.  
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More recent research examined specific PST demographic and contextual factors as 

influencing sources on preservice TSE development by sampling participants from larger public 

universities in the United States. Davis et al. (2019), compared 143 American, elementary 

education PSTs’ TSE scores across three institutions and at two time points with age, hometown, 

and time as possible factors. Consistent with Pendergast et al. (2011) and Bannister-Tyrrell et al. 

(2018), Davis et al.’s findings indicated no statistically significant differences in self-efficacy 

ratings across these factors (2019). However, Moalosi and Forcheh’s (2015) study of 589 

preservice teachers revealed older PSTs (above age 24) had higher TSE levels across all 

subscales and male PSTs had the highest levels of TSE toward classroom management overall. 

In other words, the influence of demographic factors on PST self-efficacy is not clearly indicated 

by the current field of research on TSE. While Davis et al.’s (2019) results do contribute to 

important understandings around the rural/urban origins of PSTs and their TSE development 

being similar, comparing levels of TSE with PST characteristics does not reveal what sources 

PSTs refer to when forming their ability-related judgements.   

Along this line of study, Rockoff et al. (2011) surveyed 418 novice, public school, 

mathematics teachers in New York City for traditional and non-traditional factors as predictors 

of teacher effectiveness as measured by their students’ standardized math scores, subjective 

teacher performance ratings, teacher absences, and teacher retention. Among their non-

traditional factors they included general and personal self-efficacy, previous occupational 

experiences, volunteering, and personality traits. Findings indicated no statistically significant 

relationships for occupational experience or volunteering prior to teaching with teacher 

effectiveness. Additionally, positive correlations with non-statistically significant relationships 

were noted for personality traits (i.e., conscientiousness and extraversion). General self-efficacy 
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was positively correlated with retention in teaching; however, findings were statistically 

nonsignificant (r=0.017, p=0.15).  These findings suggest certain personality traits and general 

TSE may be mildly related to teacher effectiveness, still, other factors must be contributing to 

effectiveness. Rockoff et al. (2011) posit a link between general TSE and teacher retention, yet 

their study does not reveal factors influencing general TSE. While Davis et al. (2019), Moalosi 

and Forcheh (2015), and Rockoff et al. (2011) explored characteristics of PSTs and in-service 

teachers along with ratings of self-efficacy, findings did not reveal the sources of variance or 

dive into the perspectives or personal experiences of PSTs when forming these judgements. 

Researchers must continue to explore other possible sources shaping the development of PSTs’ 

TSE.    

Conclusions Drawn from Literature  

Educational researchers have aimed to provide empirical support for the importance of 

subject-specific methods courses that emphasize pedagogical content knowledge, faculty-school 

partnerships with clinical experiences interwoven into coursework, mentoring, and communities 

of learners for PSTs (Andrew, 1990; Collins et al., 1991; Darling-Hammond & Bransford, 2005; 

Feiman-Nemser, 2003). However, attempts to sway policymakers have been limited by research 

design and inconsistencies in definitions across the field of PST education (Darling-Hammond & 

Bransford, 2005). These limitations make it difficult to generalize findings to similar populations 

and act based on the research (Cochran-Smith & Zeichner, 2005).  

Although the field of teacher education has sought to discover effective ways of 

preparing teachers for their careers, a need for further research on the sources of PSTs’ TSE 

during its development remains (Morris et al., 2017). Researchers have developed multiple 

instruments to measure TSE (Bandura, 1997; Tschannen-Moran et al., 1998, 2001). However, a 
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review of 82 TSE research studies found that existing TSE scales are psychometrically lacking, 

and the items or prompts used in research on sources of TSE are often too narrow, too broad, or 

inconsistent with Bandura’s (1997) SCT (Morris et al., 2017).   

Prior research results have left room for further exploration into the unanswered 

questions about PSTs’ TSE (Clark & Newberry, 2019). Results have prompted questions about 

nontraditional (Poulou, 2007) or other sources (Morris et al., 2017) that may be influencing 

PSTs’ TSE. Prior research results indicated verbal persuasion as influential on TSE development 

during clinical experiences yet results for sources only accounted for 18% of the variance in TSE 

levels among participants’ reported scores (Clark & Newberry, 2019). Others have investigated 

how PSTs integrate sources of information when forming their TSE during clinical experiences 

(Pfitzner-Eden, 2016; Shen, 2009). Multiple others have explored TSE within the context of 

clinical experiences (Klassen & Durksen, 2014; Knoblauch & Hoy, 2008; Martins et al., 2015), 

yet few have targeted the underlying processes PSTs undergo when selecting sources to inform 

their TSE or provided enough detail on program design or sample population to be influential to 

the body of research on teacher preparation and policy decisions. For example, Pfitzner-Eden’s 

(2016) work provides insight into the changes in preservice TSE in Germany, but the sample is 

not generalizable to many of the teacher preparation programs in the United States. Further, 

participants in the study were in a three-year plus one or two-year master’s degree program for 

multiple paths of licensure in education. Similarly, Martins et al. (2015) studied physical 

education majors, providing a narrow focus with less generalizable findings for general teacher 

education. Qualitative studies revealing the lived experiences, perspectives and differentiated 

ways PSTs experience the development of TSE during student teaching within specific EPPs are 

scant. Consequently, few studies on PSTs’ TSE have provided sufficiently transparent or valid 
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data collection, reliable data analysis (Morris et al., 2017), participant details, or programmatic 

details for transferability in their reports (Wheatley, 2005). Therefore, the review of relevant 

literature provided the following synthesized insights on PSTs’ TSE development: 

• PSTs’ TSE beliefs are more malleable earlier in their development. 

• TSE levels fluctuate following authentic/professional teaching experiences. 

• Mastery experiences and verbal persuasion have been identified as influential on 

PSTs’ TSE.  

• Vicarious experiences and affective states/physiological arousal have been seen as 

less influential on PSTs’ TSE and mediated by mastery experiences and coping skills. 

• Research of subject-specific methods courses (e.g., inclusion, classroom 

management, math, science) as influences on PSTs’ TSE levels has yielded a mixture 

of findings, however some literature points to increasing teachers’ knowledge of 

subjects (e.g., science, math) and how to teach specific subjects leading to increased 

TSE. 

• The influence of PSTs’ demographic or contextual characteristics as factors 

informing TSE development is not clearly indicated by the current body of research. 

• Little is known regarding how PSTs calibrate their capability-related information 

during clinical experiences. 

• Research on the influence of clinical experiences on PSTs’ TSE provides mixed 

results, yet some research points to the quality of clinical experiences as an important 

factor.  

Aside from insights gleaned on PSTs’ TSE, deficits in the current corpus of literature have 

provided opportunities for continued exploration. Consistent with the needs already addressed, 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 55 
 

   
 

the following information specifically supports a research study to address remaining questions 

about PSTs’ TSE development.  

In general little is known about the unique ways PSTs select sources of information (e.g., 

social messages, verbal persuasion, exposure to models), to inform their capability-related 

judgments in specific contexts. While prior research has reported on PSTs’ TSE before and after 

subject-specific methods courses (e.g., Bleicher, 2010), few have attempted to isolate influencing 

sources on PSTs’ TSE development (Hendricks, 2016; Henson, 2002). Additionally few studies 

have explored the influencing sources on PSTs’ TSE within clinical experiences across PST 

demographic or contextual factors from PSTs’ perspectives while also providing detailed 

program descriptions (Morris et al., 2017) including national accreditation status and assessment 

details that can be transferred and applied to make substantive changes to the field of teacher 

education within the United States. A review of the literature revealed the following reasoning 

and calls for needed research on PSTs’ TSE: 

• Much of the research on PSTs’ TSE has been quantitative and focused on developmental 

trends in TSE or relationships between PST factors and TSE levels.  

• Researchers have called for studies exploring TSE as attached and connected to PSTs’ 

broader belief systems. 

• Researchers have called for studies to reveal the influences of specific sources on TSE 

development, their meanings, and the actions that result from their influence. 

Implementing effective practices within EPPs that can facilitate the development of 

positive TSE among PSTs is critical because TSE is associated with teacher retention, teacher 

performance, teacher effort, persistence in teaching, and K-12 student learning outcomes. 

Although prior research has identified clinical experiences as influential on PSTs’ TSE 

development (e.g., Brown et al., 2014), findings have been mixed across studies (Morris et al., 
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2017) and the sources of information that influence PSTs’ TSE during clinical student teaching 

experiences and how they are interpreted by PSTs are unclear. This study answers a call for 

qualitative research to understand the sources of influence on PSTs’ TSE and their perceived 

meanings (Hendricks, 2016; Henson, 2002). This study adds to the body of research on PSTs’ 

TSE by exploring the lived student teaching experiences of PSTs and understanding their 

perceived sources of TSE during student teaching. In the next chapter, the phenomenological 

research design is presented.  
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CHAPTER THREE: METHODOLOGY  

In this chapter, I present the research methods for the current study. First, I describe the 

purpose of the study, which guided many of my research decisions, including the selection of 

phenomenological design. Specifically, I present the (a) rationale for the design selection, (b) the 

researcher’s role and paradigm, (c) rich descriptions of the context and participants in the study, 

(d) and transparent processes for data collection and analysis.  

Purpose of the Study  

 The purpose of this study was to explore the differentiated ways PSTs develop their TSE 

throughout their clinical student teaching experiences and the extent to which their 

demographic/background and contextual factors (e.g., age, gender, teaching experience, 

difficulty of student teaching placement, levels of TSE), influenced their TSE development. Self-

efficacy beliefs are said to form early (Pajares, 1992), are more malleable earlier in teachers’ 

training (Pendergast et al., 2011), and may become stable beliefs that are difficult to change 

(Wheatley, 2005). Bandura (1997) explained that self-efficacy informs future behaviors. 

Therefore, it is important to explore the development of self-efficacy beliefs of PSTs to 

determine possible influences on the formation of these beliefs. The current study provides 

insight into PSTs’ TSE and their perceptions about how these beliefs were formed during their 

clinical student teaching experiences. Given the need for research exploring influences on PSTs’ 

TSE during clinical student teaching experiences and how sources of ability-related judgements, 

or underlying psychological functions, inform TSE development, the current study aimed to 

answer the following research questions:  

RQ1: What are the lived experiences of PSTs as they draw upon sources of information 

to develop TSE during clinical student teaching experiences?  
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RQ2: To what extent do contextual and demographic factors influence the ways in which 

PSTs experience the development of TSE during their clinical student teaching 

experiences?  

Research Design  

Taking into consideration the importance of understanding PSTs’ experiences in 

developing TSE during student teaching, the current study employed a transcendental 

phenomenological design. Data collection included surveying participants using a TSE rating 

scale and in-depth, semi-structured, artifact-elicited interviews (Douglas, 2015). These processes 

are explained further below beginning with the theoretical frameworks.   

Theoretical Frameworks  

While several theoretical frameworks could have been used to structure the discussion on 

PSTs’ lived experiences while developing TSE during clinical student teaching experiences, I 

selected two theoretical frameworks. As detailed in previous chapters, I employed Bandura’s 

(1977, 1986) Social Cognitive Theory [SCT] to contextualize the sources of influence on self-

efficacy development from a broad perspective while using this framework to compare and 

categorize the data. The second framework is transcendental phenomenology (Moustakas, 1994) 

which can be considered both a philosophy and a research design method. Transcendental 

phenomenology guided the examination of the ways PSTs selected and interpreted sources of 

information while experiencing the development of TSE through different events during their 

student teaching experiences. The unique aspects of transcendental phenomenological research, 

along with my rationale for selecting this design, are described in further detail in the following 

section.   
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 Transcendental Phenomenological Research. Phenomenological research explores the 

meaning of the lived experiences that constitute realities for individuals by entering their 

conceptual worlds (Adams & van Manen, 2017; Bogdan & Biklen, 2007; Giorgi & Giorgi, 2003; 

Moustakas, 1994; Smith, Flowers, & Larkin, 2009; Vagle, 2018; Wertz et al., 2011). In other 

words, phenomenological research investigates “intersubjective understanding,” or the lived 

meaning of an experience (Adams & vanManen, 2017, p.782). Husserl (1931) introduced the 

concept of epoche, or consciously setting aside or abstaining from your own preconceived 

thoughts or attitudes about the topic, to see a phenomenon the way it is perceived by others 

within his conception of transcendental phenomenological research (Moustakas, 1994). Epoche 

allows the researcher to confront and examine her own views and experiences thereby decreasing 

their interference with the work of analysis in the study (Merriam, 2009; Moustakas, 1994). 

Husserl (1931) established transcendental phenomenological research to see phenomenon 

through fresh eyes and with open minds, leading to the acquisition of new knowledge from the 

essence of participants’ experiences. In this way, transcendental phenomenological research can 

be used to capture the essence of the descriptions of participants’ lived experiences (Creswell, 

2007, p.58).    

 Advantages of Transcendental Phenomenology. With several phenomenological 

research designs available (i.e., transcendental, interpretive/ hermeneutic), the question of which 

phenomenological design to employ in the current study needed addressed. Both transcendental 

and hermeneutic phenomenology seek to understand human experiences as lived (Laverty, 

2003). Yet, there are advantages to transcendental phenomenology when pursuing research 

questions seeking an understanding of the meaning of the participants’ experiences. Hermeneutic 

phenomenology (Heidegger, 1927/1962) rejects the ability of researchers to bracket their 
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experiences and requires the researcher to use reflective interpretation to derive meaning 

(Moustakas, 1994). With transcendental phenomenology, epoche is embraced, and meaning is 

derived from the collected data that represents the human experience being studied (Moustakas, 

1994). Thus, transcendental phenomenological methodology allowed me to elucidate rich 

descriptions and personal meanings, or the essence of the lived experiences related to PSTs’ 

development of TSE during student teaching (Creswell, 2018). Vagle (2014) described the 

concept of essence, often referred to in phenomenology, as the universal qualities of a 

phenomenon. In other words, the essence may be considered like emerging themes arising from 

the data when put in the context of other qualitative research methodologies. Essences are 

considered the truths as seen by the participants and generated from the research questions in the 

study.  

A phenomenology provides opportunities to reveal participants’ lived experiences and is 

not constrained to one variable-driven or objective view. While quantitative methods have 

complementary advantages and disadvantages, for example, they are efficient in collecting 

objective information about participants; they do not allow for the expression of mixed emotions 

or deep explanations to describe participants’ viewpoints. By bracketing the researchers’ views 

and embracing a transcendental outlook on the participants’ experiences, a qualitative 

phenomenological study can reveal a more comprehensive account of PSTs’ TSE development 

than would have been possible if using only quantitative methods (Bryman, 2006).  

Rather than focusing on one truth, or objective constructs, phenomenology places 

emphasis on truth as it is experienced by participants. Phenomenology opens doors for essential 

themes to emerge from existing phenomenon. Although this project used a transcendental 

phenomenological approach, other qualitative approaches were considered. The following 
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paragraphs explore several alternative qualitative designs that were considered along with my 

rationale.  

Case Study. A case study approach allows the development of detailed portrayal and case 

analysis of a single case or numerous bounded cases where individuals are experiencing an event 

(e.g., student teaching within a specific EPP) (Creswell & Creswell, 2017), yet the case study 

approach did not fully meet the requirements of focusing only on the essence of lived 

experiences from participants perspectives. Furthermore, the case study approach places an 

emphasis on a person, group, event, or context rather than a phenomenon (a conscious 

experience) itself (Bogdan & Biklen, 2007). The transcendental phenomenological design 

provided focus on participants’ descriptions of their experiences across multiple contexts (e.g., 

PSTs from various backgrounds and degree tracks, with various mentor teachers, across multiple 

student teaching placement settings). The current study’s purpose depended on revealing the 

differentiated ways PSTs developed TSE during their various student teaching experiences (a 

phenomenon) and exposing meaning or truths from PSTs’ perspectives (how they perceived 

sources to influence their TSE development), therefore phenomenology was a fitting design 

selection. While the case study approach provides the ability to answer questions about 

individuals, groups, institutions, or events such as “why,” “what,” or “how;” the 

phenomenological approach allowed me to share the differentiated ways PSTs experienced this 

phenomenon while honoring their perspectives.   

Narrative Inquiry. Narrative inquiry was also considered as an approach for this study 

given its ability to understand individuals’ stories; however, narrative inquiry did not fully meet 

the requirements of describing the essence of the lived phenomenon (i.e., how the participants 

interpreted meaning from sources while developing TSE during student teaching) rather than the 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 62 
 

   
 

lives of the individuals during student teaching as retold by the researcher (Creswell, 2018). 

Additionally, narrative inquiry would have been a suitable design choice for the current study if 

the purpose were focused on capturing a collaborative narrative from the researcher’s life along 

with the participants’ life stories (Creswell, 2018). Whereas the transcendental 

phenomenological method allowed me to illustrate the PSTs’ selection and interpretations of 

sources influencing their development of TSE while student teaching and focus on describing the 

patterns within this phenomenon of TSE development, specifically looking at the sources of 

influence on TSE, among PSTs from their unique descriptions. This approach supplied 

translatable information about the diverse ways PSTs in the current world of teacher education 

may be experiencing the development of TSE. Therefore, the results gleaned from this study 

could be used to improve EPP curricula or the structure of clinical experiences to benefit the 

development of TSE for future PSTs. The proceeding section transparently describes my role and 

possible biases. 

Researcher’s Role and Paradigm  

To engage in the explorative wonderment induced as a researcher conducting a 

transcendental phenomenological study, a researcher must bracket her existing professional and 

personal views and instead become open and vulnerable to the meaning of the lived experiences 

of others (Moustakas, 1994). As the principal researcher of this study, I remained committed to 

upholding the highest possible ethical standards and research integrity (Yin, 2016). To 

demonstrate my reflexivity, I provide my paradigm, background, and potential biases in the 

following section. 

Denzin and Lincoln (2000) describe a paradigm as a set of views which guide one’s 

actions (2000, p. 157). I brought a conservative, white, female perspective to bear on my work. 
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Epistemology, or one’s theory of knowledge, (Holloway, 1997) dictates how the phenomenology 

will be studied. My epistemological position toward the study could be summarized as the 

following: a) data reside within the perspectives of the individuals who participated in clinical 

student teaching experiences, either as individual PSTs in student teaching placements, or as EPP 

participants, and b) for this reason, I engaged with participants through interviews and surveys to 

collect their data. 

 I started this research as a follow up to a pilot study completed in fall 2020, and in the 

fulfillment of my dissertation research for my Ph.D. coursework. Simultaneously, I served as an 

education professor at a private university during the study, which was also the site of the study’s 

research. The site is approximately twelve miles from my hometown. I am a former elementary 

educator and educational diagnostician from a public elementary school and several public-

school systems in the United States. My experiences as a professor in this EPP assisted me in 

envisioning how some of the programmatic decisions described by the participants may have 

been decided.  

The participants in the current study were some of my former EPP students. They were 

familiar with taking part in conversations with me and were able to share more of their 

experiences in-depth as they knew we shared an understanding of context. As Creswell (2013) 

notes, it is vital for qualitative researchers to have a positive rapport with participants when 

conducting interviews. Although I was keenly aware of the benefit this rapport between the 

participants and myself brought from the interviews, I remained vigilant for struggles we may 

encounter with power dynamics or participants’ desires to present false realities on my behalf. I 

also had to follow my research protocol and semi-structured interview guide with fidelity to 

ensure our casual or relaxed relationship did not become a barrier to deeper communication. 
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I grew up, and resided at the time of this study, in a rural town in a northern region of the 

Midwest near farms and about a thirty-minute drive from the closest major city. The area is 

populated with individuals who primarily practice forms of Christianity, a noticeable Amish 

population, and mostly citizens living in rural areas who are typically categorized as working-

class. Most of the families rely on agriculture or have a family member working in 

manufacturing for the orthopedic industry. Commuting to work is commonplace for many of the 

people in this area. I attended grade school, high school, and completed my undergraduate 

college degree within the boundaries of this region. My master’s degree work was hybrid 

online/on-campus at a larger institution about ninety miles south of this location in a more urban 

environment. My Ph.D. coursework was completed through that institution and predominantly 

online. The current study was completed in partial fulfillment of my PhD dissertation.  

As a former elementary education undergraduate student, I could recall my own 

experiences from practicums, student teaching, and being observed and evaluated during clinical 

experiences in college. University students (student teachers, volunteers, observers) are in the 

lowest ranks and have the least power. They must answer to everyone. Novice teachers are next-

to-the-lowest rank and often feel they are fighting to keep their jobs or prove their worth. 

Securing a teaching job after graduating with a degree in education was one of my biggest 

concerns. Principals reside over the teachers and serve as the judges of teachers’ value. They 

evaluate teachers on their performance and can randomly pop-in to observe unannounced. I spent 

twelve years teaching in elementary schools after earning my teaching license, and I mentored 

numerous cadet, or high school students, and student teachers during those years. During those 

years, I experienced the pressures for performance, the judgment and praise from evaluations, 

and witnessed the power dynamics involved in school structures first-hand. Receiving positive 
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feedback on evaluations or observations and continuing to secure my teaching position were 

paramount concerns to me. However, while conducting this research and listening to participants 

share their stories, I needed to put aside my own conceptions of reality from those days and 

distill memories which flooded back to me from my own experiences.   

While I read transcriptions for this study, I pondered my own behavior as a mentor 

teacher in those earlier years. These experiences as a former elementary education student and 

former elementary school teacher allowed me to view the data in multiple dimensions. I found 

myself sitting with the participants’ words for hours and reflecting, trying to bracket my own 

experiences and uncover the participants’ true meaning. Although I can attest to the power 

dynamics that exist within school structures, it was important that the participants’ experiences, 

not mine, be shared.  

One concern I faced was the power dynamics participants may infer when taking part in 

my research. I wondered if they would hesitate to share less than favorable views from their 

student teaching experiences with me. It was helpful that the participants in the current study had 

received their final grades and successfully graduated from the EPP. Although I had been their 

professor at one time, I no longer held any power over their academic success or failure. Still, the 

threat of participants seeking social desirability rather than sharing honest responses was a valid 

concern. I sought to decrease the possibility of this limitation by ensuring confidentiality and 

creating a positive rapport with participants. Similarly, I also had to bracket any notions about 

the participants I had already developed from teaching them prior to their student teaching 

experiences. My awareness of these conceptions along with the passage of time prior to our 

actual interviews (which occurred about two months after graduation) helped me guard against 

my own preconceptions penetrating my thoughts or interactions with participants. Analyzing 
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data with codes and pseudonyms in place as well as employing outside audits facilitated a 

separation from my preconceptions and assisted me in objectively interacting with the data rather 

than allowing my subjective opinions of participants from prior classroom experiences to 

penetrate the findings. My desire for this study was to supply a voice for the unguarded 

university students who were working to earn their teaching licenses and to better understand 

how we (the university faculty at EPPs) can facilitate strong TSE development through clinical 

experiences.   

Context  

The private liberal arts university, where participants in the current study attended their 

EPP, is situated in the northern portion of a Midwest state in the United States. Originally 

conceived in 1889 as a seminary, the university became known for its peace studies and conflict 

resolution institute in 1948. It is one of six institutions within the United States with definitive 

ties to the Church of the Brethren. This affiliation is recognized as having roots in peace and 

reconciliation. The quiet 120-acre campus rests along the edge of its small, rural town limits. The 

town is surrounded by agricultural industry and woodlands with the closest major city being 

approximately twenty miles away.  

The site looks like a small village with historic brick buildings nestled among the tall oak 

trees permeating its landscaping and countryside borders. Within the village one can find open 

spaces of manicured lawns, meticulously landscaped flowerbeds, and quaint fountains with 

benches nearby for studying or resting. Trails allow students to explore a small, wooded area 

near the campus, and within walking distance students can also choose from three dining 

locations or a campus bookstore to take care of their dining or purchasing needs.   
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A chapel rests at the center of the campus resonating significance for the founding 

Brethren principles of the university’s originating beliefs. Amidst the trees and pathways, 

students can live on campus within one of the six residence buildings, or commute to campus 

from local towns. A moderate walk or two-minute drive into the town finds one grocery store, 

two pharmacies, a handful of mom-and-pop restaurants and a small sampling of fast-food 

venues. There are also coffee shops, ice cream parlors, and niche craft/boutique artisan shops 

along the town’s main street. The campus site offers natural beauty with numerous intimate 

nooks and tranquil spots to ponder in solitude or meet with others.   

  Unlike larger universities, this site has no stoplights, parking garages, or public 

transportation buzzing around. Instead, there are sidewalks, stop signs, and several parking lots 

for the students who choose to drive from home. Rather than seeing large political protests or 

posters hanging around the exterior of the campus, you will see one large rock near the street 

alongside the sidewalk on campus. It will be painted with an important message or symbols to 

represent the current view or theme being celebrated on campus. During the time of the Covid-19 

Pandemic in spring 2020, the rock was painted yellow and had black writing on it with little 

handprints stating, “Wash your hands.”  The rock changes depending on what social/current 

events issue is happening in the world. Small fliers and larger 9 x 13 sized posters advertising 

events, clubs, or courses can be found hanging inside stairwells as you climb from floor to floor 

in the academic buildings.   

Something you might not expect but will see here is a large statue of an oak leaf 

symbolizing the growth of students who attend the university from acorns to oaks. Another 

surprise may be the mixture of ethnic and racial groups among the people. The university boasts 

a productive international student program and hosts the flags of many countries in its main 
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dining hall to represent the home countries of students who attend. People interact by using 

technology (e.g., email, text, social media) although they can also be seen talking together 

outdoors or congregating around the campus dining locations. You will see people on phones, 

wearing earbuds, and sitting down looking at laptops, however, many people are having oral 

conversations. In the classrooms, you can see human interactions using words, white boards, and 

projectors.   

The history of Martin Luther King Jr. is a proud legacy of this institution. The site hosts a 

bust of the activist representing the spot where he stood in 1968, when he gave his last college 

speech to an overflowing crowd on the topic of segregation. Power and decisions come down 

from a presidential hierarchy and cabinet. This site is reminiscent of an adult preschool. Many 

young adults come here to explore and go through a moratorium phase of identity development. 

It is a safe space for them to try on different identities and explore different perspectives. There 

are many different teachers to mold young minds. Within this site, all the needs are provided so 

that the students do not have to leave the site if they don’t have the means to do so. Once they 

reach a certain maturity and prove themselves worthy, they are given permission to leave the site 

with credentials to move on to their next phase of adulthood.   

Despite the site’s claim of diversity and inclusion, several students of color and alumni of 

color have voiced their experiences of racial microaggressions or oppression. Those with the 

most influence on the university president and/or his cabinet are most readily heard and able to 

affect change at this site. While a sense of history ruminates in the halls and brick buildings 

throughout this site, many stories may be untold or unknown. Walking through this site as a 

researcher, drew me to wonder and learn more about what it knows. This site holds many keys 

because it has witnessed years of individual stories of success and failure come through its 
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pathways. Its walls have heard decades of committee meetings, students collaborating, and 

faculty professing along with an impressive list of speakers from around the world. Surely this 

site has wisdom to offer society. I believe this site can provide insight into how preservice 

teachers are being shaped and how we can improve that process. 

The EPP Structure  

The structure of the EPP selected for the current study is a four-year undergraduate 

bachelor’s degree program in education leading to licensure for teaching grades K-12 (with a 

concentration area), grades K-6, or 8-12. The program has maintained a form of national 

accreditation since 1964 and at the time of the current study was undergoing remedies for a 

stipulation received during accreditation approval by the Council for the Accreditation of 

Educator Preparation (CAEP) in 2021. The EPP oversees sixteen preparation programs: 

elementary with ELL, mild intervention, or high ability; all-grade physical education with a 

concentration in health, instrumental music, choral music, and art; and secondary biology, 

chemistry, English, French, history, mathematics, physics, and Spanish. All EPP faculty 

members report having a minimum of five years of K-12 classroom experience. PSTs apply for 

acceptance to the program at the conclusion of their sophomore year and must maintain a 2.5 

GPA and have earned a grade of “C” or better on specified courses. In 2020, the EPP 

documented eighteen graduates with licensure in education.   

PSTs begin clinical experiences during their first year in the program with observational 

experiences guided by university faculty in collaboration with university courses. As PSTs 

advance through the program, their clinical experiences increase in frequency and there is a 

gradual release of responsibility leading to the final experience of student teaching during the last 

semester of the fourth year. Many of the PSTs live on campus in university housing, although it 
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is not a requirement. The EPP also offers an urban experience where PSTs may choose to 

complete their final semester student teaching in a larger city within a neighboring state, 

however none of the PSTs in the current study participated in this option. The EPP employs 

retired classroom teachers, administrators, and clinical faculty to evaluate PSTs during clinical 

experiences. The Interstate Teacher Assessment and Support Consortium (InTASC) standards 

and the Danielson Framework for Teaching Evaluation Instrument as well as coursework aligned 

with Specialized Program Associations’(SPA) standards and the Indiana Professional Teacher 

Standards for teachers guide these evaluations.    

Programs in the EPP. The context for the current study is the student teaching 

experience, however specific tasks within those experiences vary by participants based on their 

lived experiences and preservice teaching programs (e.g., elementary education or secondary 

education). For example, if a participant was enrolled in the elementary education program 

within the EPP, their student teaching experience occurred within the context of a K-6 classroom 

environment, and they may have shared stories related to the development of TSE around any 

subject area or task of teaching. Likewise, if a participant was enrolled in the secondary 

education program within the EPP, their student teaching experiences would have occurred 

within a 7th-12th grade classroom(s) and would be domain-specific according to their specialty 

area (e.g., English/Language Arts, Physical Education, Chemistry, etc.). Although context 

specificity is an important variant of TSE as described by Tschannen-Moran et al. (1998), the 

current study investigated the sources influencing the development of TSE, in general. 

Differentiated experiences shared by participants are discussed and evaluated in the analysis and 

discussion portions of the report. Furthermore, prior research within the field of TSE research 

has included mixed groups of participants (e.g., elementary education majors and secondary 
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education majors) within their studies simultaneously and analyzed the differences in outcomes 

by groups within data analysis and discussion portions of reports (Moulding et al., 2014; 

Pendergast et al., 2011; Weaver Shearn, 2008; Woodcock, 2011). A review of 82 research 

publications on TSE from 1977 to 2015 found that 23 studies included participants from multiple 

settings ranging from kindergarten to 12th grade (Morris et al., 2017). Mirroring prior research, 

the current study included participants from both the elementary education and secondary 

education programs from within the same EPP and addressed differentiated experiences in the 

results and discussions sections.  

Elementary Education Coursework Details. Participants in the study who were enrolled 

in the elementary education major completed 60 credit hours of coursework for their 

undergraduate degrees. Freshman year includes two introductory education courses which 

explore teaching, learning, and exceptional learners. PSTs are also encouraged to enroll in 

necessary mathematics courses to be eligible for required mathematics within their degree.  

 Sophomore year includes educational psychology, world history, educational assessment, 

and mathematics. Junior year includes courses in literacy development, math for elementary 

teachers II, English learners, and mild interventions. The fall semester of the senior year of 

undergraduate coursework includes methods courses in classroom management/conflict 

resolution, corrective reading, math for elementary teachers III, and integrated methods of 

elementary education (science and social studies related subject-specific pedagogy).   

Clinical experiences are designed with the gradual release model. Initially PSTs are given 

clinical opportunities to serve as an assistant with Response to Intervention [RTI] groups at a 

local elementary school several days per week. This clinical experience is tied to a course during 

their sophomore year. The university faculty person facilitating the course routinely attends the 
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site where PSTs participate in the RTI groups. PSTs gradually take responsibilities within these 

groups and, with a mentor teacher or university instructor nearby, can manage portions of small 

group instruction with K-6 students. Clinical experiences gradually increase in PST autonomy 

during the Junior year as PSTs spend time observing, assisting, and teaching in a specified K-6 

classroom each weekday for approximately one hour.   

During the spring semester of their junior year or summer prior to Senior fall semester, 

PSTs are notified of their student teaching placements. They are expected to make initial contact 

with their mentor teachers and visit the classroom at least once during the fall semester of their 

senior year. The spring semester of the senior year is encompassed by two student teaching 

placements which occur sequentially across sixteen weeks. To receive elementary education 

licensure, PSTs must successfully complete their student teaching experiences (rated by mentor 

teachers, university supervisors, and the director of the teacher education program), Praxis 

licensure exams, edTPA, and maintain a minimum 2.5 GPA in their coursework.   

Secondary and All-Grade Education Coursework Details. Participants in the current 

study who were enrolled in the secondary or all-grade education major completed 35 credit hours 

of educational pedagogy-related coursework (coursework that falls within the EPP) for their 

undergraduate degrees. In addition to these credits, they also completed content-specific credits 

within their area of content concentration (e.g., English/Language Arts, Chemistry, Biology-

Chemistry, Human Performance, Spanish, History, Biology, Emphasis in ELL, or Emphasis in 

Mild Intervention). Freshman, sophomore, and junior years of undergraduate coursework include 

many of the same courses and experiences as individuals seeking elementary education 

licensure. During the fall semester of the senior year of undergraduate coursework, secondary 

education majors take fewer credit hours of literacy-specific methods coursework. The spring 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 73 
 

   
 

semester of the senior year is comprised of two student teaching placements (one junior high 

placement, and one senior high placement), which occur sequentially across 16 weeks. In some 

cases (e.g., Biology-Chemistry), secondary education content concentrations only pertain to high 

school students, and therefore PSTs remain in one high school student teaching placement 

throughout the duration of the 16 weeks. Table 1 provides an overview of these experiences 

across four years for elementary and secondary/all-grade education majors at the EPP.   

Table 1 

Overview of Clinical Experiences for Elementary, Secondary, and All-Grade Education 

Majors  

Class Rank  Elementary  Secondary/All-Grade  

Freshman  Fall – field trip to school; guided observation and reflection   

   

Spring – review/reflect video footage of exemplary special education teachers or 

exemplary classroom teachers who successfully meet the needs of learners    

Sophomore  Fall and spring: immersion in intermediate school; formative assessment using 

the clinical experience rubric developed; EPP faculty will offer guided 

instruction in development of the learner    

   

Fall or spring special education courses: guided instruction by exemplary 

special education teachers; mentors in the special education field will offer 

professional development   

Junior  Fall and spring: RTI third grade   

   

Fall and spring:     
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Teaching candidates will teach 2-3 

lessons in the fall with one formal 

evaluation using the Danielson 

framework; evaluations will be 

conducted by university supervisors, 

administrators, or university faculty   

   

Teaching candidates will teach 3-4 

lessons in the spring with one formal 

evaluation using the Danielson 

framework; evaluations will be 

conducted by university supervisors, 

administrators, or university faculty    

   

focused clinical experience at middle or 

high school-- 

teach/record/reflect/repeat   

   

Teaching candidates will teach 2-3 

lessons in the fall with one formal 

evaluation using the Danielson 

framework; evaluations will be 

conducted by university supervisors, 

administrators, or university faculty    

   

Teaching candidates will teach 3-4 

lessons in the spring with one formal 

evaluation using the Danielson 

framework; evaluations will be 

conducted by university supervisors, 

administrators, or university faculty    

   

Senior  Fall: Student teaching placement; 1 

week start of school; Field trip to 

Urban School(s)   

   

Fall: Student teaching placement; 1 

week start of school; Field trip to 

Urban School(s)   
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Complete established clinical 

experiences throughout the semester, 

and follow the dates outlined in the 

student teaching paperwork.   

   

Spring: Full semester student 

teaching   

Complete a minimum of 25 

hours spread out across the semester 

and equally distributed between their 

two placements   

   

Spring: Full semester student teaching  

 
Participants  

Participant Selection and Parameters  

To examine recent PST graduates from an elementary and secondary education 

undergraduate EPP at a private Midwestern university in the United States, eligibility for the 

current study required that each of the participants had completed their requirements within the 

selected EPP, constituting at least one semester of student teaching clinical experience during 

their 2021 academic careers. These characteristics were considered necessary for participants to 

be relevant to the research questions regarding PSTs and that they had the necessary experiences 

and career aspirations of becoming teachers. More specifically, eligibility criteria for participants 

included individuals who were identified as being a 2021 graduate of the current research study 

site of interest’s four-year, undergraduate, EPP in the areas of elementary, secondary, or all-

grade education. Participants considered ineligible for the current research study were any 

individuals who had not graduated in 2021 from the research site of interest with an 

undergraduate degree in elementary, secondary, or all-grade education (e.g., educational studies 

majors), or individuals who transitioned to teaching, or those who may have otherwise 
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circumvented the student teaching clinical experience (e.g., completed clinical experience within 

a prior semester for atypical circumstances) during the spring 2021 session.   

Recruitment of Participants  

To recruit participants for the study, I employed a purposive approach to gathering 

participants who met specific criteria (Fraenkel et al., 1993) utilizing my professional network.  

While quantitative research methods call for large, random samples to ensure generalization and 

control for certain variables among participants, qualitative research may employ sampling 

methods with the intent of understanding and describing (Merriam & Simpson, 2000). The 

purposive approach allowed me to gather rich, detailed, and thick data (Patton, 1990). To recruit 

participants for the current study, recruitment scripts were sent via university emails to 

individuals who met the purposive sample criteria (Appendix I). These individuals were 

identified using my knowledge of the existing 2021 spring cohort of recent EPP undergraduate 

elementary education and secondary/all-grade education teaching majors from the research site 

of interest. Access to the participants’ email addresses was open to all university faculty 

members. The recruitment email was sent to eleven identified potential participants. Interested 

participants responded to the email invitations and supplied signed consent forms. Of the eleven 

recruitment emails, eight individuals responded. They were then provided with a survey code to 

complete the online survey. All eight completed the survey and interview components of the 

study resulting in a retention of 100% for all eight participants in the study. Therefore, the final 

total of participants for the study was eight (N=8). This quantity of participants for qualitative 

research involving semi-structured interviews is within range of sample sizes from prior studies 

on TSE (e.g., Morris et al., 2017; Wang et al., 2017), and it was estimated that data saturation 
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could be reached with eight participants. The following section details participant demographic 

information. 

Participant Demographic and Contextual Information  

In this section, the frequency statistics regarding the contextual and demographic 

characteristics for all participants are provided. Eight participants completed an online survey 

with probes regarding demographic information and questions about their student teaching 

assignments as well as the short-form version of the TSES (Tschannen-Moran & Woolfolk Hoy, 

2001) measuring PSTs’ TSE. Table 2 provides demographic information for the study’s 

participants as indicated using frequency statistics.  

Frequency statistics indicated 4 participants were Elementary Education majors (n=4), 

and 4 were Secondary or All-Grade Education majors (n=4). Of the Secondary/All Grade 

Education majors, 1 specialized in Physical Education/Health, 1 in Chemistry, 1 in 

English/Language Arts, and 1 in History. Additionally, of the eight participants, six were 

between the ages of 20 and 22 years, while two were between the ages of 23 and 25 years. Six 

participants were female and two were male (both males were Secondary Education majors). No 

participants responded as being transgender, other, etc. Of the sample, 8 indicated they were 

Caucasian/white. More than half of the participants selected descriptors for their family income 

levels as middle class or upper middle class. All participants indicated their male and female 

guardians/fathers/mothers graduated from high school or received higher education degrees. 

More than half of the participants reported time spent working with children in either babysitting 

or daycare positions prior to student teaching. Only one participant indicated clinical experiences 

at the EPP being their only experience working with children or in schools prior to student 

teaching.     
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Table 2  

Participant Demographics  

Description    Sub-Description  n   %   

Gender   Male   2   25   

   Female   6   75   

   Transgender Male   0   0   

   Transgender Female   0   0   

   

Other/Prefer not to 

Respond   0   0   

Age   17-19   0   0   

   20-22   6   75   

   23-25   2   25   

   26-30   0   0   

   Over 30   0   0  

Racial/Ethnic 

Category  

   Asian 0 0 

   African American/Black   0  0   

  Caucasian/White  8  100  

   

Native Hawaiian or Other 

Pacific islander   0   0  

   

American Indian or 

Alaska Native   0   0   
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Two or More of the 

Above    0   0   

   Prefer not to Respond   0   0   

Family Income 

Level   Below poverty level   0   0   

   Poverty level   1   12.5   

   Middle-class   5   62.5   

   Upper middle-class   2   25   

   Upper-class   0   0   

Highest Grade 

Completed by 

Maternal 

Guardian   1-8 years   0   0   

   9-11 years   0   0   

   High school diploma   2   25   

   GED   0   0   

   14 years/associate degree   0   0   

   

16 years/bachelor’s 

degree   4   50   

   Master’s degree   2   25   

   Doctoral degree/PhD   0   0   

   N/A   0   0   
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Highest Grade 

Level 

Completed by 

Paternal 

Guardian   1-8 years   0   0   

   9-11 years   0   0   

   High school diploma   4   50   

   GED   0   0  

   14 years/associate degree   2   25   

   

16 years/bachelor’s 

degree   2   25   

   Master’s degree   0   0   

   Doctoral degree/PhD   0   0   

   N/A   0   0   

Number of 

Families in 

Family Home   1 family   7   87.5   

   2 families   0   0   

   3 or more families   1   12.5   

Undergraduate 

Major   Elementary Education   4   50   

   Secondary Education   3   37.5   

   All Grade   1   12.5   
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Secondary /All 

Grade Major 

Concentration 

Area   English/Language Arts   1   25   

   Mathematics   1   25   

   Chemistry   1   25   

   Physical Education   1   25   

Prior 

Experience with 

Teaching   

Cadet teacher in high 

school   2   25   

   

Teaching 

assistant/classroom 

helper/instructional 

assistant/paraprofessional  2   25   

   Daycare worker   4   50   

   

Babysitting for children 

other than family   6   75   

   Substitute teacher   2   25   

   

Never volunteered in 

schools   1   12.5   

   

Never had a teaching-

related job   1   12.5   
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Clinical experiences in 

the university program 

(e.g., practicum, student 

teaching) were the only 

teaching experiences 

before student teaching   1   12.5   

Note. N=8 participants 

 
Prior Experience   

Responses to the online survey indicated several PSTs had prior experience in 

classrooms. Two participants reported being a teaching cadet while in high school. Two 

participants shared they had worked as a substitute teacher prior to student teaching. Four 

reported working in a daycare facility prior to student teaching. While six PSTs indicated they 

had babysat for children other than family members. One PST reported that student teaching was 

their first and only experience in a classroom.   

Perceptions of Challenges and Supports within Teaching Assignments  

Participants answered multiple-choice questions regarding the perceived challenges and 

supports associated with their student teaching assignments. One probe specifically asked 

participants to select the level of difficulty of their student teaching assignments. When asked to 

identify how difficult their student teaching placement was, more than half of the PSTs selected 

difficult (37.5%) or somewhat difficult (25%), while one PST selected very difficult (12.5%). 

Only 25%, or two PSTs, indicated the placement was not difficult. This probe result represents 

PSTs’ overall perceived level of difficulty associated with their student teaching placements, but 

the data does not provide elaborations regarding PSTs who experienced two student teaching 
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placements throughout the semester. The data from this probe was assumed to represent PSTs’ 

overall appraisal of challenge as a whole experience. Details beyond this data were gained 

through other probes and interviews with PSTs.   

Socioeconomic Status   

To understand more about the PSTs’ perceptions of their teaching placements, a probe 

addressed the socioeconomic status (SES) of the students within PSTs’ student teaching 

assignment placements. Specifically, PSTs were asked to estimate the SES levels of students 

within their first and second student teaching placements. Considering their first student teaching 

placement, zero participants shared that more than 50% of the students were receiving 

free/reduced lunch, three participants reported about 50% of the students received free/reduced 

lunch, and three participants reported approximately 25% of the students received free/reduced 

lunch, while one participant reported less than 10% of the students received free/reduced lunch. 

Like results from the first student teaching placement probe, one participant perceived that more 

than half of the students received free/reduced lunch, two participants reported about 50% of the 

students received free/reduced lunch, and three participants reported approximately 25% of the 

students received free/reduced lunch, while one participant reported less than 10% of the 

students received free/reduced lunch. For two PSTs in the study, these data were expected to be 

the same across the two probes, given their lack of switching placements mid-semester. The 

responses for this probe indicated seven of the eight PSTs responded to the question about their 

first teaching placement, and six of the eight PSTs responded to the question about their second 

teaching placement. Review of this data revealed the two PSTs who did not switch placements 

were unsure how to respond to this probe, and therefore chose to respond to one part of the 

question (the first response), or not respond to either part of the question. Therefore, the data for 
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this probe is incomplete and represents the views of a portion of the participants in the current 

study.  

Perceived Level of Support  

PSTs’ collective responses to the probes addressing their perceptions of the challenges 

and supports within student teaching assignment placements can be viewed in Table 3. Within 

the online survey, participants were asked to evaluate the level of support they perceived from 

various individuals and groups while student teaching. Most participants shared that 

administrators and colleagues offered “a great deal” of support. Levels of support from parents 

or community were consistently lower rated as “average/adequate,” or “minimal.” Incomplete 

survey data was collected for the final survey probe regarding quality of teaching resources in 

the second student teaching placement. In this portion of the probe, seven of the eight PSTs 

responded. Review of the survey data indicated a PST who did not switch placements during 

student teaching semester responded to the first prompt for this question but left the second 

prompt unanswered. As explained earlier, two PSTs in the current study did not switch 

placements during their student teaching semester. Directions on the survey were inadequate for 

these two PSTs to determine a consistent response pattern when asked about first or second 

placements. Therefore, the data for the second prompt of this final probe is representative of 

PSTs who switched placements during their student teaching semester and includes one PST 

who did not switch placements, but still chose to respond to the second probe.  
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Table 3  

Perceptions of Student Teaching Assignment   

   

Description    Sub-Description  n  %  M (SD)  

Difficulty 

Level of 

Student 

Teaching 

Assignment            

2.63 (0.99)  

   Very difficult   1   12.5      

   Difficult   3   37.5      

   Somewhat Difficult   2   25      

   Not Difficult   2   25      

Rate of 

students on 

free/reduced 

lunch in first 

student 

teaching 

placement   

10% or less   1   14.3      

   About 25%   3   42.8      

   Around 50%   3   42.8      

   More than Half   0   0      
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 Rate of 

students on 

free/reduced 

lunch in second 

student 

teaching 

placement   

10% or less   1   14.3      

   About 25%   3   42.8      

   Around 50%   2   28.6      

   More than Half   1   14.3      

Level of 

Perceived 

Support 

Received from 

Administration   

         2.25 (0.66)   

   A Great Deal   4   50      

   Average/Adequate   4   50      

   Minimal   0   0      

Level of 

Perceived 

Support 

Received from 

Parents   

         1.75 (0.83)  
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   A Great Deal   2   25      

   Average/Adequate   2   25      

   Minimal   4   50      

Level of 

Perceived 

Support 

Received from 

Community   

         1.50 (0.71)  

   A Great Deal   1   12.5      

   Average/Adequate   2   25      

   Minimal   5   62.5      

Perceived 

Quality of 

Teaching 

Resources at 

First Student 

Teaching 

Assignment    

         1.75 (0.97)   

   Excellent   4   50      

   Good   3   37.5      

   Fair   0   0      

   Poor   1   25      
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Perceived 

Quality of 

Teaching 

Resources at 

Second Student 

Teaching 

Assignment   

         1.71 (0.70)  

   Excellent   3   37.5      

   Good   3   37.5      

   Fair   1   25      

   Poor   0   0      

Note. N=8 participants   

 

TSES Scores  

Table 4 indicates individual and overall TSES scores from the entire sample along with 

normative scores from the development of the TSES (Tschannen-Moran & Woolfolk Hoy, 

2001). Collectively, mean participant scores indicated that participants’ TSE ratings were similar 

to overall normative scale mean scores: Student engagement M=7.2 (SD 1.2), Instructional 

Strategies M=7.3 (SD 1.2), Classroom Management M=6.7 (SD 1.2), and Full-Scale M= 7.1 

(SD.98), computed by Tschannen-Moran & Woolfolk Hoy (2001). Participants’ mean scores for 

Student Engagement were M= 7.125 (SD .866), scores for Instructional Strategies were M=7.312 

(SD 1.361), and scores were M=7.125 (SD .755) for Classroom Management. Participants’ full-

scale mean scores for overall TSE were M=7.18 (.93163).    
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Table 4 

Means and Standard Deviations of PST Participants’ Scores and Normative Scores on 

TSES Short-Form  

PST/Group 

Student 

Engagement 

Instructional 

Strategies 

Classroom 

Management Full-Scale 

   M (SD)    M (SD)  

Anne  6.75 5.75 6.5 6.33 

Autumn  6.0 7.5 7.0 6.83 

Adam  6.5 7.25 6.75 6.83 

Mark  8.0 8.5 8.0 8.16 

Kate 7.75 8.75 8.0 8.16 

Beverly 7.0 5.75 6.25 6.33 

Nina 6.5 6.0 6.5 6.33 

Leah 8.5 9.0 8.0 8.5 

PST Sample 7.125 (0.866) 7.312 (1.361) 7.125 (0.755)  7.183 (0.931) 

Normative Scores 7.2 (1.2) 7.3 (1.2) 6.7 (1.2) 7.1 (0.98) 

Note. PSTs are identified by pseudonym. Normative scores were taken from Tschannen-Moran & 

Woolfolk Hoy’s (2001) Teacher Sense of Efficacy Scale (TSES) Short-form reliabilities data. The 

normative sample included a mixture of in-service and preservice teachers (PSTs).  

 

Compared with Tschannen-Moran & Woolfolk Hoy’s (2001) short-form scale normative 

scores, the participants’ mean scores were slightly higher for Classroom Management (7.125 

>6.7), slightly lower for student engagement (7.125 <7.2), and similar for instructional strategies 

(7.3125~7.3) and the full-scale TSE scores (7.1838~7.1). It is important to note that the average 

full-scale score for the TSES according to Tschannen-Moran & Woolfolk-Hoy (2001) is M=7.1, 

and only three of the eight participants scored higher than this on their TSES full scale self-
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ratings (see Table 4). However, small sample size in the current study makes generalizing 

information about the participants as a group less valid. To better understand the self-ratings of 

TSE, PST characteristics were also considered, and individual profiles of each participant were 

analyzed.  

Individual Participant Profiles  

To better understand the differentiated ways PSTs develop TSE during student teaching, 

and to provide rich details transparently about the participants involved in the current study, 

individual participant contextual and demographics information and TSES scores were collected 

and summarized as individual participant profiles (Appendix D). Specifically, the individual 

participant profiles provide a glimpse summary of each participant’s background characteristics, 

gathered via responses to survey prompts, and TSES scores. These profiles may be reviewed in 

entirety in Appendix D.  

Data Collection 

 The efforts toward collecting data for the current study aimed to capture participants’ 

lived experiences developing TSE during student teaching. Phenomenological research design 

often involves multiple data sources for person-centered methods of data collection wherein the 

researcher directly interacts with participants to extrapolate and convey participants’ viewpoints. 

A combination of data sources is recommended to elucidate rich findings (Peoples, 2021). In the 

current study, I employed phenomenological data collection methods by asking participants to 

complete an online survey and meet with me virtually for individual interviews which were 

recorded and transcribed. These methods involved direct interaction with participants in 

conversation and/or their recorded words and responses. Giorgi (1985) stressed the importance 

of utilizing methods that facilitate descriptions of how the phenomenon was lived and how it was 
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experienced rather than using indirect methods of investigation. I also conducted a researcher’s 

journal, as described with the researcher’s role, and kept field notes as part of this process. I 

received Institutional Review Board (IRB) approval prior to beginning any data collection efforts 

(Appendix K). The order of procedures along with brief rationales and utility for these 

phenomenological data collection methods are explained next.   

Data collection for the current study occurred during the summer months of July and 

August 2021, following the PSTs’ fall graduation from their EPP and before the beginning of 

their professional teaching career employments. Prior to being interviewed, participants were 

invited, via email, to participate in the research study. With verification of their consent forms, 

participants received an email link and survey code. The link sent participants to a confidential 

online survey within Qualtrics software. The first portion of this survey was an additional 

electronic consent agreement. To further proceed in the survey, participants needed to read and 

accept the terms of participating in the survey collection tool. The participants then completed 

the online confidential survey.  

Along with the demographic/background questions on the survey, participants engaged 

with probes about their TSE levels taken from the Teachers’ Sense of Efficacy Scale (TSES-

Tschannen-Moran & Woolfolk Hoy, 2001). While variable measures like the TSES are 

frequently equated with quantitative studies, the TSES appears dominantly across recent research 

on PSTs’ TSE (Clark & Newberry, 2019; Davis et al., 2019; Moulding et al., 2014). The TSES 

has held its position of relevance as a tool for measuring TSE even in earlier research. Duffin et 

al. (1997) described the TSES as not only aligning well with Bandura’s self-efficacy theory, but 

also being the most prominent scale used for measuring TSE. While a rating scale, like the TSES 

or a survey, may seem unique compared to most phenomenological approaches, the information 
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gained contributed to descriptions of participants and the validity of the study. Creswell and Poth 

(2017) stress the value of including data from multiple sources, also known as triangulation, to 

increase validity in qualitative research. The survey, including the TSES probes, initially helped 

tailor the interview guide and provided descriptive information to further build my understanding 

of the participants and their viewpoints. Participants’ data were collected in one sitting via the 

electronic survey through Qualtrics within approximately twenty minutes. No subsequent 

sessions were conducted, therefore no time between survey collection sessions was apparent. The 

survey remained open for participants for one week, however, participants were only able to 

access their survey one time. For more information about the survey protocol, see data sources 

below. 

The participants, having consented to engage in conversations with the researcher, were 

contacted using email communication to arrange convenient interview times for their schedules. 

Next, participants engaged in conversation with me via interviews using the Zoom platform. 

Semi-structured interviews allow phenomenological researchers to access the “methodical 

spontaneity” indicative of phenomenological research (Giorgi, 1985), while still ensuring that 

specific topics are addressed without squelching participants’ from sharing what they deem as 

relevant (Peoples, 2021). The interviews were informal, open-ended, and conducted in the style 

of a conversation. During the interviews, I kept field notes while participants shared artifacts 

they had chosen to bring and answered open-ended questions about their student teaching 

experiences.  

The study aimed to capture salient moments from participants developing TSE across 

their student teaching experiences by eliciting participants’ memories (via artifact-elicitation, 

Douglas et al., 2015), from their student teaching experiences. Therefore, the artifacts 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 93 
 

   
 

participants selected came from their first and second student teaching placements. As these 

placements occurred during the first seven weeks, and subsequent weeks of their final semester 

during their fourth year at the EPP, the artifacts from these placements provided estimates of 

time spent in student teaching and tangible memory cues for participants to recollect stimuli 

surrounding their creation. Like prior research using photo elicitation during interviews 

(Douglas, 2015), artifacts contributed to participants’ recall and vivid descriptions of the 

phenomenon.  

Additionally, during the interviews, participants were asked to create a drawing of a line-

graph depicting their own TSE development during student teaching. These graphs guided my 

conversation and additional probes with the participants during interviews to reveal the specific 

events and related sources during student teaching that comprised pivotal moments for their TSE 

development. Responses to the TSES survey questions helped to guide the focus of several PSTs 

during their initial generation of the TSE line-graph and assisted in directing conversational 

nuances during artifact-elicited interviews with each participant. Specifically, in interviews 

where a PST was unable to decide upon a focus area for their line-graph, I used the TSES and 

survey data to suggest a possible focus area (e.g., classroom management, instructional 

strategies) for the PST to depict their TSE development. For example, participants who indicated 

classroom management as their highest area of TSE on the TSES were encouraged to describe 

the development of classroom management on their TSE line-graphs if they were hesitant to 

determine a topic for their line-graphs independently. Additionally, participants who selected 

“very difficult” or “not difficult” to describe the difficulty of their student teaching experiences 

may have been prompted to discuss why they chose that description during the online interview. 

PSTs who automatically selected their own topics for the line-graph were not offered 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 94 
 

   
 

suggestions. All interviews were recorded and transcribed using Otter.ai and, like the pilot-study 

with five interviews already conducted in 2021, varied in length from 45 minutes to a little over 

one hour each. Transcribed interviews were emailed to each participant for member/accuracy 

checks and additional elaboration. For more information about the interview guide, see data 

sources. 

Data Sources 

Survey  

Like DeJarnette (2016), the current phenomenological study utilized a pre-interview 

survey to glean information about each participant. DeJarnette (2016) explored the perceptions 

of PSTs teaching in high needs schools during clinical experiences and utilized a pre-interview 

survey with closed-ended questions. Experts agree that phenomenological studies require the use 

of multiple data sources (Creswell & Creswell, 2017; Creswell & Poth, 2017; Hodder, 1994; 

Tjora, 2006; Tracy, 2010). In this way, data triangulation supports the findings of a qualitative 

study being trustworthy and credible (Denzin & Lincoln, 1994). The online survey in the current 

study provided vital descriptive data about each participant and served as one of the multiple 

data sources. The survey consisted of questions relating to participants’ 

demographics/background (e.g., age, gender, SES, prior experience in teaching, race/ethnicity) 

and context (e.g., student teaching placements, difficulty of their teaching assignments, SES 

level of their classrooms-% of students on free and reduced lunch, and level of support available-

administration, colleagues, parents, community, quality of teaching resources; see Appendix A). 

Survey tools are an effective means of collecting quantitative data (Creswell & Creswell, 2017). 

While typically seen in quantitative research, closed survey prompts with embedded rating scale 

responses informed the qualitative descriptions of participants’ characteristics and viewpoints, 
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improved design validity through triangulation (Creswell & Poth, 2017) and contributed to 

explaining the differentiated ways PSTs experience the formation of TSE. Specifically, survey 

responses contributed to answering RQ2 (i.e., To what extent do contextual and demographic 

factors influence the ways in which PSTs experience the development of TSE during their 

clinical student teaching experiences?).  

 Teacher’s Sense of Efficacy Scale (TSES) 

The Teacher’s Sense of Efficacy Scale-TSES short-form (Tschannen-Moran, Woolfolk 

Hoy, & Hoy, 1998; 2001) was selected for use as a quantitative measure of participants’ self-

rated TSE. The TSES is a Bandura-based scale, and therefore measures TSE consistent with 

Bandura’s (1997) conceptualization of efficacy by considering the task-specificity of TSE.  The 

TSES short-form (Tschannen-Moran, Woolfolk Hoy, & Hoy, 1998; 2001) consists of three 

subscales (instructional strategies, classroom management and student engagement). The short-

form scale consists of 12 items with a 9-point Likert-type rating scale. Questions on the scale ask 

participants to rate their capabilities (i.e., Efficacy for Classroom Management “How much can 

you do to control disruptive behavior in the classroom?”; Efficacy for Instructional Strategies 

“To what extent can you provide an alternative explanation for example when students are 

confused?”; and Efficacy for Student Engagement “How much can you do to get students to 

believe they can do well in schoolwork?”), with 1=None at All, up to 9=A Great Deal (see 

Appendix B). The TSES has consistently produced high reliability and construct validity 

(Klassen et al., 2011). Cronbach’s alpha for the long-form TSES has been reported as 0.94 

(Tschannen-Moran & Woolfolk Hoy, 2001), 0.95 (Tschannen Moran & Woolfolk Hoy, 2007) 

and 0.96 (Garvis, 2009). Reliability for the short-form has been established as a=.90 overall, and 

by subscale, as follows: Engagement a=.81; Instruction a=.86; Management a=.86 (Tschannen-
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Moran, Woolfolk Hoy, & Hoy, 1998; 2001). Although scale authors recommend use of the TSES 

long-form scale within research involving PSTs (Tschannen-Moran & Woolfolk Hoy, 2001), the 

short-form was selected for its brevity, preventing respondent fatigue among participants 

completing the survey probes (Lavrakas, 2008), and its utility in providing reliable TSE scores 

for participants who had recently graduated from their EPP, had acquired full-time teaching jobs, 

and were soon to become in-service teachers. Furthermore, prior TSE research has utilized the 

TSES short-form scale for PST participants (e.g., Clark & Newberry, 2019; O'Neill & 

Stephenson, 2012), and normative scores for the TSES short-form were developed with a sample 

consisting of in-service and preservice teachers (Tschannen-Moran & Woolfolk Hoy, 2001). 

Therefore, mean TSES scores from the current study could easily be referenced to normative 

scores from the TSES short-form and extant research.  

Participants’ TSES responses seasoned interview discussion (e.g., Why did you give 

yourself the ratings you did on the self-efficacy rating scale?), and participants’ individual 

responses to the TSES by subscale, and overall scores contributed to the data used in exploring 

the differentiated ways PSTs develop TSE during clinical student teaching experiences. 

Additionally, the TSES responses were analyzed along with the PST characteristics collected 

from the demographics survey tool. Together, these data contributed to explaining the 

differentiated ways PSTs experience the development of TSE. Specifically, TSES responses 

contributed to answering RQ2 (i.e., To what extent do contextual and demographic factors 

influence the ways in which PSTs experience the development of TSE during their clinical 

student teaching experiences?).  



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 97 
 

   
 

Interview 

To gather the information needed to share the essence of participants’ experiences at a 

deeper level and better understand a comprehensive view of PSTs’ TSE development, I 

conducted semi-structured artifact-elicited interviews (Douglas et al., 2015). Semi-structured 

interviews are an effective way for phenomenological researchers to explore what may be 

important to participants while still allowing researchers to flexibly respond as participants share 

their views (Merriam, 2009; Peoples, 2021). The researcher-developed, semi-structured 

interview guide was created prior to conducting interviews and was applied similarly during each 

interview session to capture open-ended responses (see Appendix C). Participants and the 

researcher engaged in conversation-style interviews led by the semi-structured interview guide, 

via Zoom audio-visual communication using the internet. During interviews, the researcher used 

artifact elicitation to evoke feelings and memories from participants around specific points in 

time of their student teaching experiences (Douglas et al., 2015).   

Artifact Elicitation. To evoke the essence of participants’ lived experiences, in 

particular their feelings, memories, and rich information, and to provide a reference to integral 

points of time during their student teaching experiences, artifact elicitation was used during the 

semi-structured interviews (Douglas et al., 2015). Participants were prompted to share two 

artifacts (i.e., two items created for edTPA during their two student teaching placements) they 

brought with them to the interview. Like photo elicitation (Harper, 2010), artifact elicitation 

provides a visual cue for participants to organize their thoughts around as they share their 

experiences. Artifacts serve as a method of funneling participants’ stories toward relevant points 

within their phenomena (Andrews et al., 2013). Prior to the semi-structured interviews, 
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participants were asked via email communication to select two artifacts from their edTPA 

portfolios created during their student teaching experiences.   

edTPA. edTPA is a subject-specific, performance-based portfolio assessment used by 

EPPs to measure the skills and knowledge of PSTs (Pearson Education, 2021). Artifacts 

submitted for edTPA focus on instruction, planning, and assessment. Subscales of the TSES (i.e., 

instructional strategies, classroom management and student engagement; Tschannen-Moran & 

Woolfolk Hoy, 2001), measure similar areas of teaching with a focus on self-efficacy. By asking 

participants to bring artifacts from edTPA, participants were selecting from areas relevant to 

teaching for the current research study.   

Additionally, participants provided two artifacts from across their time spent student 

teaching, adding to the description of their TSE development across the student teaching 

semester. By asking participants to reflect on their experiences during the creation of these 

artifacts, shared information added to the data addressing how sources of information may have 

influenced participants’ TSE levels to change or remain stable across student teaching 

experiences. Specific memories evoked by the artifacts and shared by participants pointed to 

sources of information influencing TSE development. More expressly, the semi-structured 

artifact-elicited interviews informed the analysis of data in response to RQ1: What are the lived 

experiences of PSTs as they draw upon sources of information to develop TSE during clinical 

student teaching experiences?  

TSE Line-graph. Additionally, during the interview, participants drew a line-graph 

representing their own TSE development during the student teaching experience. These graphs 

served as a visual prompt to discuss when and how TSE may have changed during the student 

teaching experience. For example, I asked participants to create a line-graph on a piece of paper 
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depicting their TSE from the beginning of student teaching to the end of student teaching. I 

asked participants about any points on the line-graph where a shift in TSE appeared to have 

changed (e.g., "Tell me more about what happened here.”). Data from the interview line-graph 

responses contributed to exploring the sources of information PSTs perceived as influencing 

their TSE development during student teaching. Specifically, the TSE line-graph informed 

analysis of data in response to RQ1 (i.e., What are the lived experiences of PSTs as they draw 

upon sources of information to develop TSE during clinical student teaching experiences?).  

Field notes. I conducted field notes while interviewing participants. Creswell & Creswell 

(2017) recommend researchers create notes, even when interviews are recorded, to guard against 

possible loss of data or equipment failure. These notes were labeled to identify the data 

collection/source they accompanied. Reviewing field notes assists with objective interpretation 

and analysis of qualitative data (Creswell & Poth, 2018). Documenting and revisiting my 

descriptive (dates, times, phrases from conversation) and reflexive (thoughts, biases, and 

speculations) notes allowed me to separate my own thinking throughout the research processes 

and analyze the data more objectively.  

Data Analysis  

 I brought the critical lenses of Bandura’s (1977, 1986) Social Cognitive Theory [SCT] 

and transcendental phenomenological analysis (Moustakas, 1994) to bear on the data. 

Transcendental phenomenological analysis was selected given its ability to promote detailed 

examinations of the essence of individuals’ lived experiences of events, or the meaning that 

individuals interpret from a phenomenon and how they make sense of a phenomenon 

(Moustakas, 1994). To ensure participants’ voices were presented, I also employed In Vivo 

coding to guide the first three iterations of interview data analysis (Manning, 2017; Saldaña, 
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2021). In the following sections, the transcendental phenomenological analysis for the present 

study is described in more detail. First, I provide background information about the 

transcendental phenomenological analysis process and describe the process of analyzing the 

online survey, as this information is relevant to final steps mentioned in the iterative processes of 

transcendental phenomenological analysis. 

Transcendental Phenomenological Analysis  

 Transcendental phenomenological analysis (Moustakas, 1994), like thematic analysis 

(Braun & Clarke, 2006; Giorgi, 1985), utilizes participants’ raw data to identify significant 

phrases or sentences (i.e., textual descriptions) and moves from concrete examples of data to 

abstract concepts and meanings through phenomenological reduction (Moustakas, 1994). 

Combining textual and structural descriptions, the transcendental phenomenological analysis 

focuses on participants’ interpretations of their lived experiences to identify, analyze, and report 

the underlying meaning of participants’ experiences (Moerer-Urdahl & Creswell, 2004).  

 Steps of transcendental phenomenological analysis involve 1) achieving a bias-free state 

through epoche, 2) identifying textual descriptions through phenomenological reduction, 3) 

identifying structural descriptions through imaginative variation, and 4) synthesizing the 

meanings or essence of the participants’ experiences (Moustakas, 1994). Data saturation, a goal 

of qualitative research, involves reaching the point where no new data is being generated from 

participants (Peoples, 2021, p.49). Themes/meanings are generated by the researcher upon 

reaching a point of saturation and identifying patterns through iteratively analyzing data (e.g., 

transcripts, journaling, and possibly field notes), by a process of coding and phenomenological 

reduction to reveal what was experienced and how (Moustakas, 1994). Further analysis through 

imaginative variation and synthesis of meanings brings the themes together with contextual and 
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demographic data to reveal an essence of the experience, or synthesized meanings for the 

phenomenon (Moustakas, 1994).   

 Bracketing Preconceptions with Researcher Journal. In keeping with the 

transcendental phenomenological approach, I suspended my own experiences as I began the 

process of reviewing the participants’ experiences to determine if my preconceptions of student 

teaching resembled valid contributions to the exploration of TSE development during student 

teaching or if they were representative of biases which should be bracketed and removed from 

the analysis (Peoples, 2021). To do this, I created a researcher journal where I recounted my own 

experiences as an undergraduate elementary education major and student teacher (Appendix H). 

In this way and consistent with transcendental phenomenological reduction methods, reflexivity 

and epoche were employed to ensure that my preconceptions were set aside (Giorgi, 2006) and 

my metacognition was aimed toward achieving a bias-free state (Moerer-Urdahl & Creswell, 

2004). I separated my own experience by examining it and exploring it in comparison with the 

varying experiences of participants who have undergone similar phenomenon (e.g., student 

teaching). Moustakas (1994) described how researchers must be reflective and iterative 

throughout the transcendental phenomenological analysis process. Therefore, the researcher 

journal was created and utilized during the analysis process as described above. I also immersed 

myself in the literature around SCT and educator preparation. This was especially important 

because as a white, female, higher education professor and researcher I had the potential to be 

biased from seeing the subtle ways that policies and laws in education, which may have forced 

experiences on PSTs, could be enacted and disrupted. The following sections continue to 

describe the processes of analysis involved in the current study.  
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Analysis of Survey Data  

 The purpose of the survey data was to establish known demographic and contextual 

factors of each participant and current TSE levels that would facilitate my understanding of each 

participants’ backgrounds, experiences, and viewpoints. To organize this information, the data 

compiled from the Qualtrics web-based survey were downloaded into an Excel spreadsheet to be 

more easily read by IBM SPSS software. I calculated each participant’s TSES scores for the 

three subscales (i.e., instructional strategies, classroom management, and student engagement) 

and overall TSE levels and entered these onto the Excel spreadsheet. Next, I uploaded the Excel 

spreadsheet to SPSS. I used descriptive statistics to ascertain the participant demographic and 

contextual factors and gain a more detailed sense of participants’ backgrounds.   

Although the current study’s quantity of participants (or sample size) and purpose of 

collecting TSES scores was not to compare means, I analyzed the mean scores for overall TSES 

and for each subscale of the TSES portion of the survey. These scores assisted with 

contextualizing the interview data, identifying patterns, and possibly categorizing participants’ 

shared experiences in some fashion. I reported the mean scores and standard deviations, as well 

as individual scores for each participant. These data were not reviewed until after the reading and 

rereading of interview data.   

Analysis of Semi-Structured Interview Data 

 Creswell and Creswell (2017) explain qualitative research to be both inductive and 

deductive. To begin the inductive portion of the coding process, audio files of participant 

interviews were transcribed using a free online software package, (Otter.ai). These transcribed 

interviews were emailed to participants for member checking purposes. Member checking is 

recommended to allow participants an opportunity to review their transcripts for accuracy 
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(Creswell & Poth, 2017). I read the auto-generated transcriptions to assign speaker names and 

correctly align words with each speaker. Next, I read the transcribed data. To honor the voices of 

participants, capture the essence of participants’ lived experiences, and generate themes from 

their actual words, I utilized a deductive approach by employing a form of In Vivo Coding for 

the first level of coding (Charmaz, 2014; Glaser, 1978; Saldaña, 2021; Strauss, 1987).  In this 

section, I describe the steps of In-Vivo coding used in the current study along with a 

documentation table of the process employed to reveal the emerging themes from the participant 

interviews, field notes, and survey data.   

In Vivo Coding During First Iteration. In Vivo coding, sometimes called natural or 

verbatim coding, is a method of qualitative analysis and a way of assigning labels to transcript 

data using the actual spoken words of participants to summarize the data (Manning, 2017). In 

Vivo coding is useful in representing participants’ voices and facilitating understanding of their 

lived experiences through their actual words (Manning, 2017). Given that the participants of the 

study were reflecting on their experiences as students in an undergraduate program, In Vivo 

coding was helpful in exposing the social rules related to being students and their social positions 

of power (Manning, 2017). During the first iteration of the coding process, I reviewed the 

transcribed data with a surface-level, content analysis to identify significant statements, or 

verbatim quotations, and assign initial In Vivo Codes (Saldaña, 2021).   

Preliminary Meaning Units in Second Iteration. During the second iteration, I 

identified patterns among the In Vivo codes to assign the preliminary meaning units and 

preliminary sources present among the transcribed responses. I looked for the frequency of 

occurrence and similarities among In Vivo codes. From these observations, I constructed 

preliminary meaning units. Meaning units, or data that represents a feature/trait of the 
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phenomenon [TSE development during the student teaching experience], serve as initial themes 

(Giorgi, 1985). These preliminary meaning units may be in short phrases, for example “super 

supportive,” “threw me into it,” or “PST felt anxiety.”  

Third Iteration/Final Meaning Units. In the third iteration of coding analysis, I 

addressed themes that emerged from the data set (Peoples, 2021). To do this, I broke down all 

the preliminary meaning units to final meaning units (or themes), which were informed by my 

deepened understanding of each participant’s description, using my field notes. Therefore, I 

condensed the meaning units and conducted a final read-through of each transcript looking for 

connections and themes. This allowed me to provide a closer analysis of the participant 

interviews and describe, interpret, and explain the ways that meaning was made from each of 

these interactions. Collapsing the codes into emerging themes was useful in conveying a rich, 

thick description of participants’ lived experiences. Below, in Figure 2, I provide a 

transcendental analysis and coding flow chart to transparently describe the process of creating 

codes through In Vivo coding for the interview data. The source code book can be viewed in 

Appendix E and the individual participant In-Vivo coding tables are seen in Appendix F. In the 

next section I describe the processes of phenomenological reduction and imaginative variation 

implemented to reveal final meaning units or textual descriptions as themes. 
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Figure 2   

Transcendental Analysis and In Vivo Coding Flow Chart 

 

Phenomenological Reduction and Imaginative Variation in Synthesis of Final Themes for 

RQ1 

  To address this first research question, data were examined to identify the sources of 

information individual PSTs relied upon when forming judgments of their own TSE during 

clinical experiences (see Figure 3). Using the process of phenomenological reduction and 

imaginative variation (Moustakas, 1994), I compiled significant statements and final meaning 

units/themes created by the In Vivo coding process and considered the meaning of these themes 
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to generate textual descriptions or synthesized, final meaning units to describe the sources PSTs 

described as influencing TSE. Imaginative variation required that I consider all possible 

meanings and interpretations of the participants’ experiences and generate explanations to 

adequately represent their experiences. To do this, I also considered the PSTs’ appraisals of the 

sources along with the presence and frequency of sources within the data. The data sources used 

in answering this portion of the study consisted of interview data, TSE line-graphs, and field 

notes (see Appendix C for the interview protocol). This process is described in detail next.   

 Continuing to use the framework of SCT, I pondered how PSTs’ TSE was constructed in 

EPP student teaching experiences. More specifically, I compared Bandura’s (1977, 1986) 

sources of self-efficacy with the sources shared through participants’ experiences reflected as 

condensed codes. Bandura identified mastery experiences, verbal persuasion, vicarious 

experiences, and affective state/physiological arousal as the four sources of information 

influencing self-efficacy. Morris et al. (2017) suggests there may be other sources of teacher 

knowledge, aside from Bandura’s sources, which inform TSE development. As I analyzed the 

themes which emerged from the data, I considered how they fit within Bandura’s sources or if 

the participants’ experiences present new sources of information. Additionally, if participants’ 

sources did fit within Bandura’s sources of self-efficacy information, I looked for specific details 

and meanings derived from those sources as described by the participants. Specifically, I 

identified which subcategories of sources fit within each line of each participants’ interview 

transcript. In this way, I was able to analyze data to find results for RQ1: (What are the lived 

experiences of PSTs as they draw upon sources of information to develop TSE during clinical 

student teaching experiences?). These data were coded using the final meaning units, or sources 

for TSE, which emerged through In-Vivo coding and analyzing the interview data (see Appendix 
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E for the source code book). Individual participant In-Vivo coding data tables are available in 

Appendix F. To provide structural descriptions of the data, I also needed to understand which 

PSTs were experiencing sources and how they were experiencing these sources of influence on 

TSE. Next, I describe the process of analyzing presence and frequency of sources.  

Presence and Frequency of Sources. To determine the presence of each source of 

information influencing the PSTs’ development of TSE during clinical experiences, I entered all 

PSTs’ names and all possible sources from the possibilities which had emerged from initial 

reviews of the interview data into an Excel spreadsheet. I tabulated the presence and frequency, 

or quantity of occurrences within the data for each source by overarching category (i.e., Verbal 

Persuasion, Vicarious Experience), by subcategory (verbal persuasion from interaction with 

mentor teacher, vicarious experience- assumptions of age regarding students in relation to PSTs’ 

age), and by PSTs’ appraisal of the influence being positive or negative. From these analyses, I 

was able to identify the sources of information present influencing TSE development as 

indicated in the data of the current study. I was also able to identify the frequency with which 

these sources of information occurred in the data and for which PSTs.   

Synthesis of Meanings in Analysis for RQ2  

 To respond to RQ2: “To what extent do contextual and demographic factors influence the 

ways in which PSTs experience the development of TSE during their clinical student teaching 

experiences?”, I conducted step four, of the transcendental phenomenological analysis or 

synthesis of meanings (Moustakas, 1994) by reviewing textual descriptions (sources/final 

meaning units from the artifact-elicited semi-structed interviews) and structural descriptions (the 

contextual and demographic survey responses for each PST, along with presence and frequency 

of sources ) (see Figure 3). I considered PSTs’ individual characteristics and possible co-
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relationships when considering how these themes emerged. Through these final steps of the 

transcendental phenomenological analysis, I synthesized the meaning of the participants’ 

experiences by identifying patterns among the PSTs’ reliance on sources of information (i.e., 

presence and frequency of sources) to inform their development of TSE along with their 

demographic and contextual data. These data helped me to determine a logical principle to 

represent the essence of the experiences by combining what was experienced (i.e., textual 

descriptions/sources) with how it was experienced (structural descriptions/who experienced this 

and how or when) (Moustakas, 1994). Through this logical principle, I uncovered the 

differentiated ways PSTs sourced information while developing TSE during their experiences of 

student teaching. In doing so, PST profiles began to emerge. The analytical process of 

identifying PST profiles through this synthesis is described in further detail next. 

PST Profiles from Synthesis of Meanings. Careful review of data provided the 

emergence of PST profiles with specific commonalities in the ways they experienced the 

development of TSE. Demographic, contextual, and TSES information from the online survey, 

PSTs’ responses from the artifact-elicited interviews, and the researcher’s field notes were 

reviewed. Data were entered into Excel spreadsheets comprising PSTs by name and each 

individual subcategory of source present in each PSTs’ data (i.e., presence of sources). First, I 

examined the contextual and demographic characteristics (prior experience in teaching-related 

positions, educational major, age, gender, TSES scores, and other survey responses) looking for 

PSTs who shared common features. Then, I considered the presence and frequency of sources 

across PSTs by name. Together, patterns within these data contributed to explaining the 

differentiated ways PSTs with specific profiles experience the development of TSE by drawing 

upon certain sources of information. This process led to the emergence of PST profiles, or 
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commonalities among PSTs as they selected and interpreted sources of information for TSE. By 

developing PST profiles and observing overall patterns of sources among PST profiles, I was 

able to identify what types of PSTs more frequently attended to certain sources of information 

for developing TSE. Together, I interpreted all data results to reveal a more complete picture of 

the essence of what participants were conveying as their lived experiences of developing TSE 

during student teaching.  

Figure 3   

Data Analysis by Research Questions 

 

RQ1: What are the lived experiences of 
PSTs as they draw upon sources of 

information to develop TSE during clinical 
student teaching experiences?

Semi-structured, artifact-elicited 
interview

TSE Line-graph

Field Notes

RQ2: To what extent do contextual and 
demographic factors influence the ways 

in which PSTs experience the 
development of TSE during their clinical 

student teaching experiences?

TSES Rating Scale

Demographic & Contextual Factors

Presence & Frequency of Sources

Field Notes
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Ethical Considerations 

Steps were taken to ensure all data remained confidential. Participants were only able to 

view their own survey responses. All survey responses were collected confidentially and were 

coded with numeric identifiers and pseudonyms that the researcher created rather than 

participants’ real names. Only the researcher had access to the coded numeric identification 

numbers and their corresponding participant names. The coded list of participants was 

maintained in a locked cabinet within a locked office by the researcher. All survey and interview 

data were categorized by coded numeric identification numbers and pseudonyms and were stored 

electronically online in a password-protected, university-maintained digital folder. Codes and 

pseudonyms were used in the analysis of data. Raw data were described to the Institutional 

Review Board (IRB) and participants as being maintained by the researcher for up to five years 

for possible use in future projects (Appendix K). Every participant was notified of the possible 

threats and potential benefits of being a participant in the current research study. Every 

participant provided written consent to participate in the study.   

Validity and Reliability  

Member Checking 

To allow the participants an opportunity to review the transcribed data for accuracy, each 

participant received a follow-up email with their transcribed interview attached. Participants 

were prompted to read the transcription for accuracy and to provide clarification as needed. 

Additionally, participants were invited to share any elaborations/corrections/other information in 

response to this email. All eight participants were provided with emails which included their 

transcribed interview data. Of these correspondences, five participants replied with verification 

and no changes to the transcribed interviews. No replies or suggested changes to the transcribed 
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interviews were received from the other three participants. This process of member checking 

adds to the validity of the interview transcriptions by ensuring they contain accurate information 

(Creswell & Poth, 2017). Although some researchers may ask participants to discuss 

interpretations of the interview data (Polit & Beck, 2010), others contend participants should be 

asked to check data for accuracy (Giorgi, 2006; Peoples, 2021). Giorgi (2006) asserted that the 

view of the researcher and the view of participants in analysis are inherently different, having 

different perspectives (one from a phenomenologist viewpoint and the other from an experience 

viewpoint), therefore seeking accuracy checks prior to analysis is recommended (Giorgi, 2006).  

Triangulation 

Creswell and Poth (2017), recommend phenomenological researchers use numerous 

sources of information along with methods of data collection to improve the validity of a study. 

Denzin and Lincoln (1994) described data, investigator, theory, and methodology triangulation 

as four triangulation methods aimed at revealing objective understandings. In the current study, I 

utilized investigator and data triangulation with a phenomenological approach to increase the 

validity of data collection and analysis methods and allow for the lived meaning and experiences 

of the participants to be shared. To elicit a deeper understanding of the development of TSE 

during student teaching, I collected survey data, TSES scores, edTPA artifacts (from the 

interview), a line-graph depicting TSE development (created by participants during the 

interview), transcribed interviews, field notes, and a researcher journal. To intensify validity and 

trustworthiness, I combined these data collection methods with thematic cross-referencing and 

shared responsibility with all involved parties (as described in member checking and external 

audits).  
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Explanation of Researcher Bias 

To improve the credibility, or reliability, of the study, I revealed my own personal biases 

and preferences transparently. I provided my positionality in chapter three and created field notes 

and a researcher journal. These efforts to expose my potential researcher bias assisted me in 

discovering the participants’ realities and ending with a credible analysis (Creswell & Poth, 

2017).   

Rich Descriptions 

Creswell and Poth (2017) explain phenomenological researchers must provide context in 

rich descriptions to show the complexity of participants’ lived experiences. I provided detailed, 

thick descriptions of the research site, participants, and each EPP program to allow themes to be 

put into context.   

External Audits 

As a graduate student in a PhD program and by creating this project in partial fulfillment 

for my dissertation requirements, I utilized my PhD Chairperson and PhD Committee as external 

auditors of my work. These individuals were not directly involved in data collection or analysis 

but had access to the development of my report and data analysis. My PhD Committee 

Chairperson had access to all related IRB documents and data. I routinely collaborated with my 

chairperson as she reviewed data and analyses on a weekly basis throughout the duration of my 

research for the current study. In this way, external audits improved the validity of my research.   

Summary  

This study provided in-depth views of PSTs’ TSE development during their clinical 

student teaching experiences. In this chapter, I have described the phenomenological design, 

participants, data collection methods, and analysis procedures used throughout the study. Upon 
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final analysis, three findings emerged from the data. The layout of the current report intentionally 

breaks tradition from similar academic dissertations by including three chapters to present the 

findings of the research rather than a single findings chapter. To provide in-depth detail and 

separate important nuances among the findings for later exploration, the three findings are 

described separately across the following three chapters.  
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CHAPTER FOUR: EXPANSION OF SOURCES 

 In this chapter, I present Finding One: PSTs draw from positively and negatively 

appraised specific sources of information when developing TSE during clinical experiences. 

Finding One derived from efforts to answer RQ1: What are the lived experiences of PSTs as they 

draw upon sources of information to develop TSE during clinical student teaching experiences? 

To better understand the lived experiences of PSTs and to identify the sources of information 

individual PSTs relied upon when forming judgments of their own TSE during clinical student 

teaching experiences, the following sections detail Finding One, which includes all sources of 

information that the PSTs’ coded interview data indicated were influential (e.g., presence 

occurred in the current group of PSTs’ data as a source of information) on their development of 

TSE.  

Finding One: Expanding the Sources of TSE 

PSTs’ coded interview and related data indicated specific sources of information PSTs 

drew upon when forming their TSE during clinical student teaching experiences. Consistent with 

agentic views of learning and environment in SCT, PSTs determined what sources of 

information to attend to and how to interpret those sources of information in their environments 

(Bandura, 2006; 2018). To be identified as a source of information in the present study, a source 

needed to be present in the data at a minimum of one occurrence. Results of the present study 

confirm Morris et al.’s (2017) speculation that there are other sources of teacher knowledge, 

apart from Bandura’s (1977, 1986) sources influencing TSE development. These sources are 

defined below along with excerpts from raw data to exemplify coding of the sources. To better 

detail the evidence, the following sections revisit Bandura’s (1977, 1986) sources of self-efficacy 

and describe all the sources identified as influential to TSE across the current PSTs’ data. The 
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proceeding section describes how the PSTs in the current study selected these sources of 

information from their student teaching environments by applying the concept of agentic 

thinking, a root concept of triadic codetermination theory of causation in SCT (Bandura, 2018). 

Agentic Thinking 

 The PSTs in the current study exercised agentic thinking within their clinical student 

teaching experiences by selecting sources of information to influence their TSE and by 

interacting within their student teaching environments, in turn these sources, through various 

levels of reflection, self-regulation, and proactive strategies reciprocally influenced PSTs’ TSE 

levels. Bandura described agentic thinking as a component of triadic codetermination theory of 

causation, involving the self-organizing, reflective, self-regulating, and proactive mechanisms 

individuals utilize when interacting with their environments (2006). Bandura further delineated 

the cognitive psychosocial mechanisms individuals utilize to become agents, or exercise agentic 

thinking, within their environments to three main functions including forethought, self-

reactiveness, and self-reflectiveness (2018). PSTs demonstrated agentic thinking through their 

preconceptions and actions within their clinical student teaching environments and their 

reactions to sources of information within those environments. They also demonstrated agentic 

thinking by planning their teaching lessons in advance and getting to know their mentor teachers 

(proactive or forethought), reflecting on their performances and discussions with 

mentors/university supervisors (self-reflecting), managing their responses to failures, student 

behaviors, or their own cognitive dissonance (self-regulating), and thinking ahead about the 

complexities of teaching and their future careers (self-organizing or self-reactiveness) (Bandura, 

2006; 2018). In the current study, PSTs described how their actions during student teaching 
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sometimes resulted in positive or negative feelings. This is consistent with Bandura’s (2018) 

agentic thinking which describes individuals responding with positive or negative evaluations or 

self-reactions based on how their performance measures up against their expectations (p.131). 

They displayed self-reflective practices and self-awareness by making corrective adjustments to 

their teaching approaches, classroom management strategies, or communication techniques with 

students or mentors. They proceeded to make changes to their future actions based on negative 

results and avoided actions that brought upon self-censure. When students’ behaviors were 

perceived as positive (e.g., complying with the PSTs’ directives, or opening up to PSTs), the 

PSTs continued or increased their own actions which produced these behaviors. In these ways, 

PSTs governed their self-development and adapted to the needs of their individual environments 

and their own functioning and circumstances rather than being mere victims of influences on 

their own TSE. Given this agentic view of learning, the sources of influence drawn from the 

lived experiences of PSTs developing TSE can be considered creations of the PSTs and their 

environments in a three-way interaction of triadic codetermination theory of causation.  

 In the proceeding sections, I describe the sources of TSE drawn from the participants’ 

emerged themes and connect these with Bandura’s (1977, 1986) established sources of self-

efficacy as well as propose nuanced views of the sources for self-efficacy during clinical 

experience. To begin, it is worthwhile to revisit Bandura’s original sources for self-efficacy as 

this framework guided the final analysis of data.  

Four Sources as a Framework 

 Mastery Experiences. Bandura (1977, 1986) established four sources of self-efficacy: 

mastery experiences, verbal persuasion, vicarious experiences, and affective states/physiological 

arousal. Mastery experiences, the most powerful source of efficacy information, can raise 
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efficacy beliefs when an individual believes a performance has been a success. In turn, the 

individual may believe that future performances will also be successful or proficient. Mastery 

experiences could also lower an individual’s efficacy beliefs if the individual deems the 

performance to have been a failure. In turn, the individual may expect future performances to be 

failures or less than proficient.    

 Verbal persuasion. Verbal persuasion refers to feedback given to PSTs regarding the 

effectiveness of their teaching behaviors. Verbal persuasion may be appraised as positive or 

negative feedback and can include components of constructive criticism or suggestions for 

revision, but the influential aspects of verbal persuasion can be seen when the PST values the 

person providing the feedback. Positive verbal persuasion, feedback perceived as positive that 

boosts the efficacy beliefs of PSTs, may not have a long-term effect on TSE, however it can be 

enough to motivate individuals to initiate new tasks or expend effort toward challenging tasks 

(Bandura, 1977).    

 Vicarious Experiences. Another source of self-efficacy information is vicarious 

experiences. Vicarious experiences include experiences where PSTs observe skills through 

modeling. The effectiveness of the model, the person displaying the skill to be observed, depends 

on how the observer perceives the model. Bandura (1997) explains that observers learn from 

models who they consider similar to themselves, or capable, competent, and powerful. Mentor 

teachers in clinical student teaching experiences can serve as models providing multiple 

opportunities for PSTs to observe teaching skills. Alternatively, mentor teachers may choose not 

to be open or share their skills with PSTs, therefore, restricting the amount of vicarious 

experience available to PSTs.  
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     Affective State/Physiological Arousal. The fourth and final source of efficacy information 

noted by Bandura (1977, 1986) is affective state/physiological arousal. Affective 

state/physiological arousal encompasses the moods, emotional states, physical reactions (e.g., 

sweating, heartrate), and stress levels which can affect how individuals feel about their abilities 

to be successful in specific situations (Bandura, 1997). The appraisal of what these signals from 

the body indicate, or how they are perceived and interpreted by individuals, is most important in 

determining their effect on raising or lowering self-efficacy. For example, PSTs with higher 

levels of TSE may view physical reactions to challenging situations as energizing, whereas PSTs 

with lower levels of TSE may view physical reactions to challenging situations as confirming 

their low abilities to be successful. These four sources served as the framework with which to 

compare and potentially categorize participants’ meaning units/themes following the coding of 

their interview data.  

Nuanced Presentation of the Sources 

To present each participants’ experience in developing TSE during clinical experiences 

and more accurately portray the shades of meaning behind these sources, I developed nuanced 

subcategories within Bandura’s original framework of sources for self-efficacy. Several themes 

emerged from the data as sources influencing TSE, yet they did not fit Bandura’s sources of self-

efficacy. For these unique sources, a new category with subcategories was identified in relation 

to recent research by Schwarzer and Hallum (2008) around TSE and job stress. This new 

category is called Other Job Stress. Additionally, all sources are described as being perceived 

positively or negatively to affect TSE, according to participants’ responses. These perceptions, or 

positive/negative appraisals, are consistent with SCT because they represent the differentiated 

ways individuals interpret information within their environments (Bandura, 2006).  
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By providing these detailed descriptions of each source for TSE during the participants’ 

clinical student teaching experiences, more meaning can be transferred and applied for future 

contexts. In the next section, I describe the nuanced sources of TSE within each category of 

Bandura’s (1977, 1986) sources, as well as the newly created fifth source Other Job Stress, 

identified through analysis of the data for the participants in this study. Appendix E provides the 

sources code book created to determine the source of TSE as described by the data in the present 

study. The code book includes the source of TSE, a brief definition, and sample quotes from 

participants exemplifying the sources (Appendix E). Finally, results for the current group of 

PSTs with the presence of sources influencing their TSE during clinical student teaching 

experiences are detailed and can be reviewed in Table 5. 

Verbal Persuasion  

Sources of verbal persuasion included mentor teachers, communication from PSTs to 

mentor teachers, students, university supervisors, and other teachers. Within these categories, 

nuanced sources of positive and negative influences were identified. Below are descriptions of 

each verbal persuasion source for TSE development among the PSTs in the present study. 

Mentor Teachers 

Mentor teachers were viewed as high-profile, powerful, and capable models who could 

influence PSTs’ TSE through verbal persuasion. In some data of the present study, these verbal 

persuasions were viewed as positive and others as negative influences on PSTs’ TSE. Below, I 

describe the subcategories of verbal persuasion from mentor teachers to PSTs. 

Positive Verbal Persuasion from Mentor Teachers  

 Mentor teachers positively influenced PSTs with verbal persuasion creating welcoming 

environments and recapping. PSTs shared instances of mentor teachers verbally creating a 
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welcoming environment by encouraging the PST to eat with the other teachers in the teacher’s 

lounge. For example, Autumn shared,  

“My first day I didn’t because I was so scared and nervous. And then the next day 

[mentor teacher] said, ‘you didn’t eat in your little office all by yourself, did 

you?’ So, then I went to [teachers’ lounge] every day after that and ate with the 

other teachers.”  

As Autumn explained, mentor teachers may have provided positive verbal persuasion by 

welcoming PSTs and encouraging them to feel like part of the teaching community.  

PSTs’ comments also indicated how mentor teachers verbally influenced PSTs by 

recapping. Recapping is described in this study as verbally providing scaffolded support for the 

PST, going through lessons before and after teaching, and asking the PST if they needed 

anything. For example, Anne commented, “[2nd placement mentor teacher] would go through 

[the lesson] with me before the lesson and afterward whether he stayed in the classroom or 

not...he always asked if there was anything I needed.” By supporting Anne through the 

development of her lessons and then reviewing the lesson after she taught it, Anne’s mentor 

teacher opened the possibilities of having meaningful discussions with her about improving her 

teaching when needed. In these ways of providing welcoming environments and recapping, 

mentor teachers offered positive influences of verbal persuasion on their PSTs’ TSE 

development.  

Negative Verbal Persuasion from Mentor Teachers 

 Mentor teachers were also viewed as capable of negatively influencing PSTs’ TSE during 

clinical experiences by making negative remarks to the PST and/or other teachers about the PST 

or saying negative things about students or the teaching profession to the PST. Mentor teachers 
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were noted to make negative verbal comments to the PST or other teachers within the clinical 

experience placement setting about the PST thereby negatively influencing the PSTs’ TSE. Anne 

shared,  

“The teacher in this placement [1st placement] was kind of gossipy and 

judgmental...I heard her [1st placement mentor teacher] outside [in the hallway] 

talking to the other teachers about me...she [1st placement mentor teacher] 

straight up told me one time that I was just kind of unprepared.”  

For Anne, overhearing her mentor teacher talk about her in what she perceived as a negative 

fashion to other teachers was difficult. Instances like this may have negatively influenced Anne’s 

and PSTs with similar scenarios, TSE development.  

Some mentor teachers shared negative comments about students or teaching in general 

with the PSTs thereby lowering PSTs’ TSE or overall expectations for students or a specific 

class. Autumn commented,  

“The teacher [mentor teacher in Autumn’s student teaching placement] told me 

that this was …, the absolute worst class…he was sorry he had to give it to me. I 

came into that class with …, super low expectations, I was really worried they 

were just going to be really troublesome, and I wasn’t going to be able to help 

them at all.” 

As Autumn described, the comments from the mentor teacher regarding students she would be 

teaching induced increased worry and likely lowered her TSE. Mentor teachers were able to 

negatively influence PSTs’ TSE development by speaking negatively to PSTs directly, talking 

about PSTs to other teachers in negative ways, or by sharing negative views about teaching or 

students with PSTs.  
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Communication from PSTs to Mentor Teachers: Verbal Persuasion 

 PSTs described instances of probing, or help-seeking, mentor teachers for assistance 

during challenging points of their clinical experiences. Some PSTs viewed these help-seeking 

behaviors as positive and felt supported by mentor teachers whereas other PSTs displayed self-

doubt or fear around asking questions.  

Positive Verbal Persuasion: Communication from PST to Mentor 

 PSTs occasionally sought the advice of mentor teachers to navigate the complexities of 

teaching during clinical experiences. The result for some PSTs of this communication was 

positive and empowered the PSTs with information to successfully complete the tasks of 

teaching. Autumn shared,  

“I started …, asking my cooperating teachers …, ‘what do I do in this situation?’” 

She later added, “…, I wanted to give them [the students] my full attention. …, 

my empathy or whatever. …, at the same time, I had …, five other kids coming 

up to me saying, ‘What are we doing today? Can we start running it?’ …, I had to 

talk to my cooperating teachers, …, they’re really helpful with this.”  

As seen in Autumn’s quote, the mentor teachers were a useful resource during her clinical 

experience. She gained information that helped her to successfully address the complexities of 

teaching.  

Negative Verbal Persuasion: Communication from PST to Mentor 

 Other PSTs sought the advice of mentor teachers during clinical experiences but faced 

difficulty in doing so. These PSTs hesitated to communicate, questioned themselves before 

communicating with mentor teachers, and faced concerns of criticism. Nina shared, “I am always 

afraid to ask questions because I’m always afraid they’re going to be stupid questions. …, a big 
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part for me was asking questions..., allowing myself to get..., all the criticism that other people 

had.” Nina’s comment demonstrates how her personal hesitation in communicating with her 

mentor was driven by her fear of being seen as incompetent. Similarly, Anne reflected, “It was 

kind of difficult, and maybe I didn’t communicate well enough.” In these ways, asking mentor 

teachers for advice was viewed as potentially exposing deficiencies or weaknesses by the PSTs.  

Students: Verbal Persuasion 

 Students were viewed as a positive source of verbal persuasion on PSTs’ TSE during 

clinical experiences. No instances of negative verbal persuasion from students were directly 

noted among the data. PSTs specifically described verbal feedback from students they taught 

during clinical experiences as positively influencing their TSE. Adam commented,  

“I got good feedback from students..., said …, when he [the actual teacher] was 

there, they much prefer if I was talking or speaking and presenting …, they [the 

students] said that was a lot more fun for them personally and they felt a lot more 

engaged..., they kind of like it when someone actually went up there and talked 

and we can bounce questions off of it. So that made me feel really nice at the high 

school.”  

As described by Adam, PSTs may have felt encouraged when they perceived their students 

desired their teaching over their regular teachers. PSTs explained how affirmative feedback from 

students made them feel positive about their teaching and abilities to get students engaged at 

school. Mark shared,  

“One time we were doing a lab and something cool happened and one of the girls 

[a female student], she was a junior, she ... told me …'Yeah, that's dope.’ And I 
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was like, ‘Yeah, it is.’ And she goes, ‘Wait, you know what that means?’ And I 

was like, ‘I'm 22. I'm not that old.’” 

In this way, students provided verbal persuasion that positively influenced Mark’s TSE. PSTs 

who shared stories like Adam and Mark, expressed the importance of students' comments in 

reinforcing their beliefs about their own TSE.  

University Supervisors: Verbal Persuasion 

 University Supervisors are individuals hired by the EPP to assess, support, and develop a 

PST’s knowledge, skills, or professional dispositions throughout clinical experiences. PSTs 

shared ways that university supervisors provided verbal persuasion by giving immediate 

feedback or being deficient in providing feedback and/or by requiring or not requiring lesson 

plans. In these ways, PSTs shared that university supervisors positively or negatively affected 

their TSE during clinical experiences.  

Positive Verbal Persuasion from University Supervisors 

 PSTs described instances of university supervisors conducting visits to their clinical 

experience placements for support and observations. During these visits, university supervisors 

immediately, or soon-after, provided verbal or written feedback to PSTs that empowered them 

with knowledge for improvements, positive feelings about their performances, or approval. Mark 

recalled,  

“My [university] supervisor was great. She was very relaxed, and she pretty much 

told me the same thing. She goes, ..., ‘I can tell that you have rapport, I can tell 

that you know the content, and I know what you're doing. Like, because I can tell 

you have what it takes.’” 

In this way, Mark described how he perceived his university supervisor to provide verbal 
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persuasion that reinforced his positive beliefs in his abilities to teach. Beverly positively 

remarked about the immediate feedback she received,  

“The first couple of times it [being evaluated] was scary having [the university 

supervisor] come in because I was afraid that I wasn’t doing well enough but she 

was always very supportive…, after we met we would FaceTime that night…, 

talk about how this was really good…, we could work on this, I noticed this, and 

we would talk about it, how I could improve…., I knew what she was expecting 

to see at that next visit.”  

Beverly’s comment indicates how immediate feedback from the university supervisor reassured 

her concerns and gave her the information she needed to improve. Similarly, Autumn shared how 

helpful she found immediate feedback,  

“I learned a lot from just her [university supervisor] little comments on my lesson 

plans...any input she [university supervisor] gave me while she was there, because 

she’d give me like the actual immediate feedback of what I could do better …, the 

next class when I did that lesson and stuff.”  

These comments reflect how PSTs viewed the immediate and detailed verbal feedback 

interactions with their university supervisors as helpful and positive influences on their TSE 

during clinical experiences. 

Negative Verbal Persuasion from University Supervisor 

 Not all verbal persuasion from university supervisors were perceived as positive by the 

PSTs. Several PSTs described encounters with university supervisors that left them wanting 

more feedback from university supervisors or seeking more structure after not requiring PSTs to 

turn in lesson plans to university supervisors. Leah shared,  
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“I wanted feedback. I was more frustrated in the fact that I wasn’t getting 

feedback at times then if I was …, I felt like I needed it so that I could be better 

…, I didn’t see any of my advice as a negative. If somebody were to give me 

feedback on something I always just saw it as I’m not a perfect teacher yet. …, I 

don’t claim to be and I do need help. I’m struggling at times.”  

Leah’s comment indicates her awareness of needing to improve yet feeling like she was lacking 

the information and help to do so. PSTs, like Leah, may have been seeking guidance from 

university supervisors but finding their university supervisors were ready to relinquish control or 

requirements for accountability. Mark described a plateau within his development of TSE due to 

his university supervisor not requiring him to turn in lesson plans,  

“But that plateau was because my supervisor told me that as long as my 

cooperating teacher thought that it was fine. And I was doing fine. I didn't have to 

write out lesson plans at all. So I never wrote out lesson plans. I just plateaued 

because I was like I'm just doing. And I got in a rut. I was just doing like the same 

thing over and over and over again. And I realized I was getting a ride. I was like 

doing PowerPoints and stuff. And I was like, ‘Man, I haven't done a lab in a 

while...what am I doing?’” 

As Mark described in his comment, when the university supervisors stop requiring lesson plans 

to review, PSTs may find their own performance deteriorates. PSTs expressed concern and 

desire for feedback and guidance from university supervisors. Increased structure and feedback 

from university supervisors may have been beneficial to the development of TSE for PSTs who 

commented on the lack of these elements during their student teaching. 
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Other Teachers 

 Other teachers who were working in the clinical placement setting along with the PSTs 

were characterized as providing verbal persuasion influencing PSTs’ TSE during clinical 

experiences. In some cases, PSTs described instances of other teachers’ elevating comments 

uplifted their TSE while other instances were seen as scathing or insulting thereby lowering 

PSTs’ TSE.  

Positive Verbal Persuasion from Other Teachers 

 Other teachers in the PSTs’ clinical placement settings sometimes offered unexpected 

support. PSTs recalled uplifting comments other teachers shared with them during clinical 

experiences that reinforced their positive feelings of TSE. PSTs also described moments where 

other teachers provided scaffolding, offered their lesson plans, or talked with PSTs about what 

they could say or do differently. These comments, suggestions and supports were seen as helpful 

and taken as positive influences toward PSTs’ TSE during clinical experiences.  For example, 

Adam recalled,  

“He [a teacher next door] had several [student teachers] and he was a lot more 

helpful on kind of telling me what kind of stuff I can and can’t do …, what I 

should be talking about, sharing his lessons with me so I could see kind of a better 

idea.”  

According to Adam, the teacher next door provided him with the support he was missing during 

his clinical experience. Mark also fondly remembered other teachers,  

“It [eating lunch in the teachers’ lounge around other teachers] was, …, always 

nice. We sat there every day; …, other teachers would walk up and tell me like 
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how, like the students would talk about me outside of my classroom. But like, it 

was always in a positive manner.” 

Hearing other teachers reinforce how students were appreciating his teaching was perceived by 

Mark in a positive way. Other teachers were able to positively influence the development of TSE 

for PSTs by providing these types of verbal persuasions during the student teaching experiences. 

Negative Verbal Persuasion from Other Teachers 

 At times, other teachers in the PSTs’ clinical placement settings made verbal remarks that 

were interpreted as negative. PSTs recalled interactions with other teachers they perceived as 

judgmental or controversially questioning their decisions or abilities to successfully conduct the 

tasks of teaching.  Anne perceived other teachers as questioning her busy schedule,  

“So how do you have time...how much do you write to prep for these lesson 

plans...how do you have time when you ...work two jobs and you run, you 

know...we weren’t allowed to do those things...so we could put more time towards 

our lesson plans. So, we were more...organized.”  

Anne’s story described how the questions from other teachers were perceived negatively and 

lowered Anne’s beliefs in her own abilities to manage her busy schedule. Several PSTs described 

how other teachers negatively vented to them the teaching profession or about students in 

general. Adam shared,  

“I would just have the acting up and no engagement [in classes PST dreaded]. …, 

they told me, ‘You’re doing a good job …, none of us can figure out how to reach 

some of these kids, because they just don’t care.’ And that was really frustrating.”  
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Hearing how other teachers offered no solutions to become successful in teaching certain 

students may have negatively influenced PSTs like Adam. Mark shared how he was personally 

drawn into the politics and negativity of his school environment,  

“So when I got my job, he [another teacher in the building] asked me how much I 

was making. And I knew why he was asking me because he was like, I saw him. 

Like, talking to the principal..., He went to the school board about it. And the school 

board agreed that he needed a raise and everything else. ..., I learned more of the 

politics behind it, and that I hate that politics is involved in everything. And it makes 

me upset.”  

As Mark’s comment indicates, some PSTs heard other teachers complain about salary, while 

other PSTs heard negativity about students in general, as described earlier in Adam’s comment. 

Through verbal interactions with PSTs, other teachers in the clinical placement settings 

negatively influenced PSTs’ beliefs in their abilities to successfully teach in different ways.  

Mastery Experience   

Sources of mastery experiences included the style of release, configuration of classes, 

amount of involvement necessary by mentor teachers for student behavior, student responses to 

PSTs’ directives, relationships formed with students and PSTs, student compliance while PSTs 

were teaching, students’ academic outcomes while PSTs were teaching, student engagement 

while PSTs were teaching, and perceived results of pedagogical decisions while PSTs were 

teaching. Within these categories, nuanced sources of positive and negative influences were 

identified. Below are descriptions of each positive or negative source of mastery experiences for 

PSTs’ TSE during clinical experiences.  
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Style of Release 

 Mentor teachers either gradually released PSTs to assume full control of their clinical 

placement classrooms while providing scaffolded support or, in some cases, abruptly left PSTs 

alone for long stretches of time. These styles of release were noted by PSTs during interviews as 

a source of TSE during clinical experiences. For some PSTs, being left alone with students and 

no mentor teacher in the room was viewed positively, however others interpreted this freedom as 

a source of frustration given negative student behaviors or uncertainty with teaching decisions. 

Still, other PSTs described longing for an opportunity to teach without the mentor teacher 

present. Below I describe the positive and negative mastery experiences within the subcategory 

of style of release. 

Positive Mastery Experiences Style of Release 

 PSTs described positive mastery experiences during their clinical experiences having 

occurred when their mentor teachers left them alone with the students and they perceived the 

teaching experiences to go well. Anne shared, “And my favorite part was he kind of like, let me 

be alone sometimes.”  Leah also explained how this freedom was positive for her,  

“Fourth grade [mentor teacher] was very supportive in terms of getting what I 

needed to get done. …, let me do my own thing. …, let me take over which I 

really, really appreciated. I liked not feeling like I was being watched all the 

time…, she allowed me just to be there on my own …, trusted me to be alone in 

the classroom by myself. So that was helpful.”  

Assuming more control of the classroom seemed to help the PSTs gain mastery experiences. 

They perceived their mentor teachers had confidence in their abilities to be successful on their 
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own and when left alone, the PSTs appraised their own performances as successful in these 

moments.  

Negative Mastery Experiences Style of Release 

 PSTs shared memories of being left alone to teach in their clinical placements and feeling 

a lack of guidance or having remaining questions and no mentor to answer their questions. These 

instances were paired with difficulty in classroom management issues or pedagogical concerns. 

Adam shared,  

“He [2nd- placement middle school mentor teacher] was almost never in the 

classroom …, very polar opposite experiences.  I didn’t feel secure as I feel like I 

kind of wanted to …, we had a ton of students with different problems …, mental 

handicaps, …, kind of control themselves, …, some kids who just simply didn’t 

have that, …, and want to act out …, ‘who am I supposed to call in case this 

happens?’ I never really got an answer.”  

Being left alone, particularly with students who posed behavioral challenges, presented some 

PSTs with feelings of insecurity and doubt. Along these lines, some PSTs commented they 

needed more examples. Autumn recalled,  

“I felt like they [mentor teachers] just kind of let me figure it out by myself and 

try to go through the trenches …, like I had learned something instead of just 

asking for help all the time. I wish they [mentor teachers] had given me more 

instruction on classroom management..., showing me a couple more examples of 

what that would have looked like …, I definitely wish I had more help with 

classroom management..., feedback, because I don’t feel like I got a lot of 
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feedback from them. … most of my feedback came from my [university] 

supervisor.”  

Autumn’s comment indicates how she desired more modeling from her mentors. While other 

PSTs described the feeling that their mentor teacher never trusted them to be fully in control. 

Describing a lack of gradual release going from never being alone to completely being alone in 

the classroom, Anne reflected, “She’d [1st placement mentor teacher] never left me alone.” Later 

Anne expounded, “She [mentor teacher] just kind of like, threw me into it.” Anne’s comments 

reflect a sharp transition during her clinical placement when she went from observation to full 

teaching with no support. Adam posited his mentor teacher was just treating him how he had 

been treated during student teaching,  

“He [mentor teacher in 2nd placement- middle school] had said that his student 

teacher was very much the same way as this, ‘Alright, here’s a classroom go nuts. 

There are some lesson plans somewhere up on the Google file or whatever. Look 

at that. Make up your own stuff.’ Kind of fall, he figured this is sort of how it 

worked.” 

As Adam described, leaving PSTs alone too soon to invent things from scratch left some PSTs 

feeling unsupported. Yet, mentor teachers may have experienced this style of release when they 

were student teachers and therefore believe it is appropriate. In other placements, PSTs described 

discomfort from being forced to break policy as substitute teachers. Kate shared,  

“If they ever had to leave me…, they just started kind of leaving me…, that 

always made me feel uncomfortable because I knew it wasn’t part of the [EPP’s] 

policy. But…, I didn’t really know what I was doing. So it did make me feel 

uncomfortable.” 
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Kate’s comment shows her discomfort with going against the EPPs’ policy and her uncertainty 

about her own teaching abilities. In these situations, PSTs described being left alone with 

questions remaining and feeling unsure or uncomfortable with their circumstances.  

Configuration of Classes 

PSTs shared how the configuration of certain classes, meaning the types of students 

grouped together, in their clinical placements were contributing to negative mastery experiences. 

The combination of certain students in one class at the same time presented difficulties for the 

PSTs that negatively influenced their TSE. Only negative mastery experiences were observed in 

the data regarding the configuration of classes during clinical experiences. For example, Adam 

noted,  

“At the middle school I had days I just dreaded …, just hated some of those days 

…, I don’t know why but they seem to put all the kids who have problems 

together in like the same classes. …, they would just butt heads the entire time …, 

it was just as exhausting.”  

Similarly, Autumn shared, “I liked the high school classes more just because…, having all those 

girls together [in the junior high classes] was just, it was hard.” Different groupings of students 

may have contributed to the PSTs feelings of efficacy.  

Mentor Teacher Involvement in Classroom Management 

 When mentor teachers decided to step-in and intervene while PSTs were teaching, PSTs 

interpreted their actions in different ways. Some PSTs described a positive perception when they 

noticed their mentor teacher was less involved with classroom management or teaching students 

than before. Other PSTs described moments when their mentor teacher decided to intervene and 

how these actions negatively impacted their TSE.  
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Positive Mastery Experiences from Mentor Teacher Involvement 

PSTs reflected on moments from their clinical experiences where their mentor teachers 

were less involved with the daily classroom management or instructional practices. During these 

times, PSTs perceived successful experiences for themselves in the classroom. Anne noticed, 

“My teacher didn't like bargain as much in that [the honors English class] class.” Anne’s 

comment highlights how PSTs paid attention to moments when their mentor teachers felt the 

need to become involved to ensure their success and when they did not. Adam reflected, 

“He [1st placement mentor teacher-high school] would often, if he was sitting 

back there …, just grade stuff …, we’d kind of co-teach occasionally …, he’s 

pretty fun and energetic …. there was a few times he would kind of interrupt me 

…, he called them out doing it, ‘why don’t you pay attention’ …, he would go sit 

in the teachers’ lounge and work on stuff ..., he would go out when my observer 

came by he would leave the room if she was there because he didn’t want him to 

like influence the observation notes or anything.” 

As seen in these comments, fewer occurrences of a mentor teacher needing to become involved 

with classroom management seemed to be perceived positively by the PSTs and boosted their 

TSE.  

Negative Mastery Experiences from Mentor Teacher Involvement 

 In some cases, when mentor teachers intervened while the PSTs were teaching, PSTs 

perceived themselves to be less capable of teaching or managing their students’ conduct. Beverly 

shared,  

“But then when it came to stopping the playdough and doing the writing piece, 

students started getting up because they wanted to keep playing or they didn’t 
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have enough time to create their bugs …, they also didn’t enjoy writing. …, so my 

confidence definitely lowered a little bit at this point as I became uncertain of 

what I was supposed to be doing…, my cooperating teacher definitely did step in 

and helped me get through the end of the lesson.” 

Although Beverly noted how the mentor teacher helped her to end the lesson successfully, 

lowered confidence occurred. These experiences, involving mentor teachers needing to intervene 

for success to occur, were appraised negatively by PSTs and contributed to lowered TSE levels.  

Student Responses to PSTs’ Directives 

 PSTs noticed how students responded when PSTs oversaw teaching and provided 

students with directives. PSTs shared stories of students complying with their directives and 

seemed to perceive positive experiences from those moments. Some PSTs positively described 

relationships and communication with students during these teaching moments. Other moments 

were perceived in negative ways. PSTs described when students did not comply with PSTs’ 

directives or displayed a lack of respect toward them while they were teaching. These positive 

and negative perceptions of students’ responses to PSTs’ directives are explained next. 

Positive Mastery Experiences from Student Responses 

 When students appeared to listen to the PSTs, comply with what PSTs directed, or share 

enjoyment with PSTs, the PSTs described positive feelings about these moments which could be 

considered mastery experiences. Anne described,  

“We [other students and PST] had a good rapport...I definitely felt like they 

respected me...they would listen when I would say things, but they were also nice 

and friendly.  The one honors English class was like the only class that I enjoyed. 

Again, the students were respectful.” 
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 Anne’s comment shows how she perceived herself to have a positive rapport with 

students who displayed compliant, respectful, and friendly behaviors toward her. Autumn 

explained,  

“Luckily after that class, I had my favorite class...I felt pretty good about. It was 

just like five upperclassmen lifetime fitness guys..., they were good sports 

throughout everything. And they were who I did my edTPA with, just because I 

was at the beginning, and those were the people I felt like...we had a good 

relationship. And I feel like we [PST and students in the class] really ...created 

that meaningful relationship when we were able to actually have fun.”  

Autumn’s comment exemplifies how PSTs sometimes equated having fun with students as 

having a good relationship with students. Similarly in other interviews, PSTs described a good 

relationship with students based on the students complying and allowing time for joy. Beverly 

recalled,  

“They [the students] always kind of knew what was expected because we only 

had 30 minutes at a time…, we could laugh and kind of goof off at the beginning 

but then we really had to get down to work. So I had a great relationship with 

those students which was great.” 

  Beverly’s comment shows how PSTs responded with less strictness when students were 

compliant. In these scenarios, PSTs deemed a relationship with students had been established 

and therefore they incorporated laughter and a more jovial side of their personalities into their 

interactions.  

Negative Mastery Experiences from Student Responses  



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 137 
 

   
 

 Student behaviors or a perceived lack of compliance toward PSTs when they were 

teaching were described by multiple PSTs as a negative influence on their TSE development 

particularly in the area of classroom management. Anne explained,  

“That [classroom management] definitely fluctuated a lot. Like honestly, day by 

day, it was like, one day, I felt like, I had a good control of things. And everyone 

was listening to me, and they respected me. And then the next day, it would be 

totally different. … I just had to tell this kid to be quiet like five times...I would 

raise my voice at these kids and like nothing. …, And so the kids were like, half 

asleep, or they wouldn't listen to me or they wouldn't talk.”  

Adam shared how students’ behaviors declining caused a decline in his TSE development,  

“So when I first came in, it [TSE toward classroom management] was really good 

because students didn’t know who I was. …, weren’t sure like what I couldn’t do 

…, acted the same as they would [with] my normal teacher. Then it [TSE toward 

classroom management] went down once they [the students] realized I wasn’t you 

know, an official teacher.”  

In this way, Adam’s comment exemplifies how PSTs felt less capable when classroom 

management was a struggle. Beverly shared a similar story,  

“I think that dip with second grade [first student teaching placement] was when I 

was pretty much completely on my own. There was one student specifically who 

figured out early on that he could really push me. And I really struggled to rebuild 

that relationship and work with him in a way that was supportive. He [one student 

in second grade] would often talk back when I was speaking to the whole class 

and just trying to be disrespectful…, he would act like he’s done nothing 
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wrong…, just to get laughs from his friends because he knew he could mess with 

me…, it was really frustrating, and I just couldn’t figure out how to break through 

and figure this out with him.” 

Students defying PSTs’ directives, or talking back to them, fostered lowered TSE among the 

PSTs. Despite attempts to overcome these situations, PSTs described frustration and fluctuation 

or lowered TSE, particularly toward classroom management, when students were not compliant. 

Positive Mastery Experiences from Students’ Academic Outcomes after PST Teaching 

 One PST explained how the academic outcomes of her students served as a source of her 

TSE. She shared a story of students making academic growth after she had been the person 

teaching them. This led to a mastery experience for the PST. Leah shared, 

“Not soon after I left [the mentor teacher] texted me and said that 100% of them 

[the students] made growth in at least one area. So it was situations like that when 

I really realized that they actually did learn something …, my lesson plans did 

work …, the assessment pieces, that really helped me to build my own 

confidence, reassurance that they actually are learning something.” 

Leah’s comment shows how PSTs were able to interpret student growth as indicative of their 

own success in teaching. In turn, these positive student academic outcomes influenced TSE 

development in positive ways.  

Student Engagement 

 Several PSTs relayed information about the level of engagement they noticed from 

students while they were teaching and seemed to determine their success or failure in those 

moments according to this source. Positive student engagement as a source of mastery 

experience was described as students becoming more confident with the subject matter or 
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comfortable with PSTs, enjoying or liking PSTs’ planned activities, and students interacting with 

PSTs through discussions or conversations. Other moments were perceived as negative sources 

of student engagement creating negative mastery experiences. These included students 

displaying maladaptive and deviant social behaviors or conveying a reluctance to participate 

while PSTs were teaching. PSTs also described moments when students were not engaged and 

perceived these as the PST’s ineffective use of pedagogy. The next two sections describe the 

positive and negative sources of student engagement influencing PSTs’ mastery experiences and 

consequently, their TSE. 

Positive Mastery Experiences from Student Engagement 

 PSTs shared their experiences of student engagement while teaching. PSTs described 

engagement as students “opening up,” students being “really excited,” and “paying attention.” 

Moments of student engagement created positive mastery experiences for the PSTs and 

facilitated their beliefs in their abilities to successfully conduct the tasks of teaching.  

Beverly recalled, “That kinda was a confidence boost during the lesson because I could see that 

they [the students] were enjoying it and it was going well. during the playdough time the kids 

were really excited…, were having fun with it.” Seeing her students excited and enjoying her 

lesson increased Beverly’s confidence in her teaching abilities. Adam shared similar feelings,  

“That's [student engagement] the best thing for me …, if I can get students paying 

attention..., hear like history jokes from some of my students, stuff like that, I’d 

actually find that like pretty solid. I feel really good about that.”  

Student engagement levels were interpreted by PSTs as indicators of their own performances as 

teachers. When PSTs perceived students to be engaged, they perceived more positive efficacy 

toward their teaching abilities.  
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Negative Mastery Experiences from Student Engagement 

 Students were not always engaged with the PSTs’ teaching or displaying enthusiasm 

toward PSTs. PSTs’ negative perceptions about student engagement influenced PSTs and 

contributed to negative mastery experiences. Aside from refusing to comply with PSTs when 

they were teaching, some PSTs described moments when students made poor social choices or 

displayed maladaptive behaviors while they oversaw the class. These moments were perceived 

as negative student engagement by PSTs and created negative mastery experiences for them.  

Autumn explained her impression, “I had junior high girls and they were just terrifying..., 

[wearing] skimpy things all the time. They were very mean to each other..., ‘how the heck am I 

going to get through to them?’” Autumn’s comment exemplified how PSTs may have 

internalized maladaptive student behaviors as indicators that they would be unable to 

successfully carry out the tasks of teaching. Adam also described how maladaptive behaviors 

influencing the development of his TSE,  

“The first day or two I’m doing my stuff..., they [the students] don’t know if I can 

get them in trouble …, then it [my TSE] started dipping. …, pretty bad about right 

here …, about the middle of the quarter …, that would have been like April …, 

and a big part of this came from me trying to decide how I wanted to teach them 

[the students] because some periods were great and I could do whatever I wanted 

…, and then some I couldn’t even walk out of the room for five seconds before I 

hear screaming and people were like smashing a gallon sized water bottle on the 

floor. That happened, I had to mop it for my lunch period.”   
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Lacking appropriate student engagement or witnessing maladaptive student behaviors, weighed 

heavily on PSTs as they attempted to have mastery experiences with teaching. As Adam 

explained, his TSE was lowered as a result of his perceptions of these behaviors. 

Affective State/Physiological Arousal 

The signals an individual’s body sends them through physiological or emotional arousal 

can paint challenging experiences with tones of potential competence or failure (Bandura, 1977). 

Therefore, the affective state, or emotions described by PSTs, or physiological arousal described 

by PSTs during their clinical experiences serve as a source of information that can inform their 

perceived TSE. For example, if a PST experiences high levels of arousal which debilitate their 

performance, they are more likely to anticipate success in future events when they experience 

lower levels of arousal rather than when they experience intense or agitating arousal levels. 

Negative affective states, such as anxiety or fear, can emerge when individuals encounter 

challenging situations and they do not believe they can manage them (Bandura & Adams, 1977). 

Contributing to the interpretation of these affective states and arousals are other internal factors 

of thought including an individual’s appraisals or emotions and assumptions (Frenzel, 2014). 

PSTs shared stories from their clinical experiences that included aspects of affective states or 

physiological arousal. Within these stories, PSTs referred to students’ reactions while they were 

teaching, the complexities of teaching, varying alignment of expectations, PSTs’ perceptions of 

mentor teachers, PSTs’ assumptions of age, PSTs’ perceptions of other teachers, and PSTs’ 

attitudes toward evaluations. These sources of information can be seen to have influenced the 

PSTs’ development of TSE positively or negatively as described in the following sections.  
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Student Reactions to PSTs 

 When PSTs were given charge of clinical placement classrooms, students responded with 

compliance and enjoyment in some cases while in other situations, students displayed 

maladaptive behaviors. PSTs described how students’ reactions to their teaching influenced their 

affective states. PSTs shared stories of enjoyment, fun, and confidence when students were 

compliant. On the other hand, PSTs shared stories of self-doubt, frustration, and insecurity when 

students chose maladaptive behaviors.  

Positive Affective State/Physiological Arousal from Student Reactions to PSTs 

 PSTs’ interview comments described their positive perceptions of affective 

state/physiological arousal from teaching moments during their clinical experiences when 

students reacted to them with great interest, enjoyment, asking questions, and displaying 

compliance. In these moments, students were perceived as “good.” Anne shared,  

“With the good class, I always felt pretty confident. And the kids were good about 

asking questions and looking at the board...so I was feeling pretty confident with 

creating the literature circle stuff. Talking to the students and creating rapport 

with them...they made me feel better...a couple of them...wrote me notes, or they 

would...come talk to me when I was studying all the time. I was like, ‘oh, they're 

showing an interest in me. And they're talking to me about things. And they're 

starting to, like, turn their papers in to me instead of her.’ So stuff like that made 

me feel better.” 

As Anne’s comment suggests, some PSTs interpreted positive feelings or confidence they 

experienced when teaching students who were talking with them or directing their attention to 
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them as positive indicators for their success in teaching. PSTs referred to these students as 

“good,” students or those with whom they shared a positive rapport. 

Negative Affective State/Physiological Arousal from Student Reactions to PSTs 

 At times, PSTs experienced teaching moments with maladaptive student behaviors. PSTs 

described how these behaviors contributed to PSTs’ negative affective states or physiological 

arousal, and how these signals were negatively appraised toward TSE. Adam described,  

“I just dreaded the middle school. I don’t think they’re necessarily bad kids or 

anything. They …, don’t even really realize that they’re causing disruptions. 

Maybe they weren’t really being malicious. It was just [they] didn’t feel the need 

to act appropriately. ...it’s hard being like 13 and sitting in a classroom all day, 

right? From start to finish in the morning, you’re tired, lunch, you’re hungry and 

later in the day you just want to go home.”  

Feeling a sense of “dread” toward the setting for his clinical student teaching placement, Adam’s 

comment shows how affect, resulting from student behaviors, could negatively influence TSE 

development. Anne similarly shared,  

“Bunch of goofy kids...I always felt a little more insecure...or maybe just like 

frustrated because I was like, ‘Am I doing this right? …Why aren’t some of these 

kids paying attention? Why aren’t they...Why did they not read the directions?’ 

…, Students were a little immature for me…if I was not at their desk, like they 

were on a computer game or something like that.”  

Anne’s comment not only shows how student behaviors perpetuated feelings of frustration in 

her, but also caused her to continually question her own abilities to teach. For PSTs, the affective 
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states or physiological arousal they experienced when students displayed maladaptive behaviors 

were sometimes interpreted as confirming their incompetence as teachers.  

Complexity of Teaching and Tasks 

 Teaching is a complex profession where multiple clients’ needs must be served 

simultaneously while the practitioner simultaneously engages in critical thought to enact 

appropriate pedagogy and reflective practices. During clinical experiences, PSTs attempted to 

enact the practices of teaching and, through interviews, described their instances of affective 

states or physiological arousal based on their perceived efforts. The interpretation of PSTs’ 

emotional or physiological arousals was sometimes negative or positive depending on the PSTs’ 

appraisals of the events.  

Positive Affective State/Physiological Arousal from Complexity of Teaching and Tasks 

 PSTs shared stories of positive affect or physiological arousal involving their own 

positive mindsets toward students, when they felt the tasks were achievable, or when they 

perceived that there was adequate time to complete the given tasks of teaching. These positive 

beliefs were seen in interviews with several PSTs. Autumn shared how her positive beliefs about 

students influenced her,  

“My thoughts, my feelings of like my self-efficacy going in it and like going 

through it, because like, even though some of the classes were like really 

troublesome, I still believed they could be better...I believed in all my students, 

but goodness gracious did they make me work for it sometimes!”  

Entering the student teaching experience with positive beliefs about the nature of students helped 

Autumn to remain optimistic through challenging times when students were “troublesome.” 

Beverly said having time was helpful,  
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“In special ed…, didn’t exactly have downtime but it was more of a prep 

period…, during special ed my lesson will be a lot more hands-on because I have 

the time to do it…, I’m definitely more confident in that because I have the 

time…, so it’s just very different experiences.” 

Feeling like there was adequate time to prepare during her placement’s downtime, Beverly 

explained how her confidence increased in creating hands-on learning experiences.  

PSTs’ positive or negative appraisals of their affective states or physiological arousals 

regarding their perceived efforts, was influenced by their prior beliefs/mindsets or perceptions of 

the given time to complete tasks. These comments exemplified how PSTs ascribed positive 

meaning to their emotions or arousals when they maintained positive prior beliefs or perceived 

time or materials to be in their favor, and they allowed those positive indicators to influence their 

beliefs in their abilities to be successful.  

Negative Affective State/Physiological Arousal from Complexity of Teaching and Tasks 

 PSTs shared stories of negative affect, or negative emotions, and in some cases, 

heightened physiological arousal involving the overwhelming complexities of enacting the 

practices of teaching. Their descriptions included the following scenarios: being unfamiliar with 

their clinical placement settings, facing resentment, exhaustion, and not having enough time to 

complete tasks. These stories involved PSTs’ appraisals of negative emotions or physiological 

arousals during their clinical experiences, thereby negatively influencing their perceived TSE.  

Adam felt rushed and exhausted,  

“I came in my first placement, had very little experience working with students. 

…, my experience was very rushed …, I would prefer more time to get to know 

students …, so I had to make a new unit including lessons plans, worksheets, 
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everything in about a week …, it was very rushed …, trying to pump it out as 

quickly as I could. From those days [at the middle school placement], I was 

passed out on my futon, like as tired …, I could just feel no one in there cares …, 

and that was incredibly frustrating.”   

The feelings of fatigue and being rushed were perceived negatively and contributed to feelings of 

frustration for Adam and other PST with similar stories. Other PSTs described fears of losing 

control over classroom management or feeling nervous about trying new teaching strategies or 

entering new placements. Leah felt her enthusiasm diminish,  

“The hardest for me was just staying enthusiastic. …, I went from planning fun 

lessons for fourth grade to helping someone with substitution on a math 

worksheet. So it was an adjustment, …, I kind of struggled with the enthusiasm of 

it all.” 

 A similar theme in each of these PSTs’ stories was the appraisal of their affective states 

or physiological arousals from the events. The PSTs ascribed negative affect/arousal as 

indications of their own abilities to successfully conduct certain tasks of teaching.  

Alignment of Expectations 

 During interviews with PSTs, they described their expectations when entering their 

clinical experiences and how those expectations were consistent with or different from others’ 

expectations. In some cases, a mismatch of expectations between PSTs’ beliefs of what student 

behaviors would be like and the reality of student behaviors in clinical settings served as a source 

of negative affective states or physiological arousals among PSTs. Whereas other PSTs 

discovered confidence once they aligned their expectations with student behaviors and vice 

versa. Other PSTs described a difference in what they understood as the purpose of student 
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teaching, seeing it as a continuation of training, in comparison with their mentor teacher’s 

beliefs, who viewed it as a time for performance. Still other PSTs described surprise in being 

unprepared to conduct certain tasks or skills of teaching.  

Positive Affective State/Physiological Arousal from PST Alignment of Expectations 

 PSTs described the positive appraisal of their affective states or physiological arousal 

during times they were able to align student behaviors with their own beliefs of what student 

behaviors should be in their classrooms. In these stories, PSTs approached student behaviors 

with new regard, held high expectations and their approaches resulted in positive student 

behavior. These moments possibly had positive influences on the PSTs’ development of TSE, 

particularly in classroom management. Autumn explained this shift,  

“Then one day I just felt my face like drop in line balance, …, like I had it. I had 

my like, we’re doing this. Thanks for the comments, but that’s too bad. Alright 

guys, I spent a lot of time creating these lesson plans..., we’re gonna, you’re 

gonna listen, you’re gonna enjoy it. And we’re gonna learn something.” 

Facing student behaviors with renewed confidence and determination, Autumn described how 

she aligned her thinking and actions. In doing so, she was able to improve her TSE for classroom 

management. Beverly described her increased confidence through aligning her understanding of 

lesson planning,  

“I started to figure out that I was getting better at creating lessons…, I was relying 

less on the book and less on the resources…, focusing more on what I knew 

students already knew, what they needed to work on, also what they enjoyed, 

because my class liked a lot of hands-on stuff. So as I could more comfortably 
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add that hands on element in, I definitely knew I was feeling more confident 

about it.” 

When PSTs were able to realign their thinking and actions with the realities of 

their clinical placements, they reported more positive appraisals of these scenarios. In 

turn, the PSTs made comments about increased confidence or beliefs in their abilities to 

be successful as teachers.  

Negative Affective State/Physiological Arousal from PST Misalignment of Expectations 

PSTs shared stories of misalignments between what they thought would occur with 

student behaviors in their clinical experiences and what happened. Some described this mismatch 

of beliefs as being naïve or hitting rock bottom. Autumn described her shock at student 

behaviors,  

“My [classroom management] self-efficacy definitely changed the most …, I 

went in thinking I was awesome. …, I came in thinking I had all these principles 

…, I would have my back to the wall and my eyes on the students …, I was 

confident that I had the knowledge that I needed, …, actually putting it into 

practice was just, that’s when I hit the rock bottom …, it was really hard to …, but 

also …, be caring…”  

Similarly, Adam emphasized student behavior, “I found I felt more kind of like not necessarily 

like a daycare worker, but almost in a lot of ways. …, I didn’t really feel like I was teaching …, 

behavioral watching.”  

As these comments indicate, some PSTs interpreted surprising student behaviors and 

their mixed feelings in those moments as indicative of their low competence as teachers. Other 

PSTs found the source of misaligned expectations stemmed between their preconceptions of the 
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purpose for student teaching and what their mentor teacher expected. Anne thought her clinical 

experience would be a place to learn. She reported pleading to her mentor teacher, “That’s why 

I’m here...you’re supposed to help me. …, But I was kind of like, ‘that's why I'm here though..., 

that's what the purpose of this student teaching is, ..., I'm not supposed to be totally prepared.’” 

Anne’s comment explains how some PSTs believed the student teaching experience should allow 

for more learning, while others described negative influences from feeling unprepared to teach 

certain skills. The misalignment of PSTs’ expectations with the realities of their clinical 

placement experiences or beliefs of the people within those experiences resulted in negative 

appraisals of their affective states or physiological arousals. These negative appraisals likely 

played a role in influencing the development of their TSE.  

Perceptions of Mentor Teachers 

 Mentor teachers’ actions inspired emotions and physiological arousal among PSTs which 

were perceived by PSTs in varying ways during clinical experiences. Some PSTs described 

feeling intimidated by the presence of their mentor teachers in the classrooms while they were 

teaching, others recalled negative affect inspired by mentor teachers’ comments or questions to 

them. In other circumstances, PSTs conveyed positive affect or physiological arousal when 

mentor teachers trusted PSTs to be alone and teach students. Other PSTs shared stories of 

enjoying their mentor teachers’ approval or instances of mentor teachers creating welcoming 

environments for PSTs. The PSTs’ appraisals of affective states or physiological arousals 

sparked from interactions with mentor teachers likely influenced PSTs’ opinions of their own 

TSE. The following section describes the positive and negative ways PSTs perceived their own 

affect/physiological arousal in tandem with or following interactions with mentor teachers.  

Positive Affective State/Physiological Arousal from PSTs’ Perceptions of Mentor Teachers 
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 PSTs shared stories including positive affective states or physiological arousal when 

having certain interactions with mentor teachers or gaining the approval of their mentor teachers. 

These positive results informed PSTs about their competence to be successful. Therefore, it is 

likely that these positive perceptions influenced PSTs’ TSE in positive ways by helping them to 

believe they could successfully complete specific tasks of teaching. Mark described his positive 

feelings,  

“My [mentor] teacher, he gave me full control. And that was amazing. And then 

after two, three days, he would sit in our little stockroom in the middle of our 

rooms. So he’d just sit back there and like be by himself. And he …, walked up to 

me after the first two days. And he goes ‘You have you have what it takes. So I'm 

going to leave you be,’ and he just left the door open in case something actually 

went wrong. But yeah, it was a great experience. I loved it.”  

Mark’s comment, and comments from other PSTs in the study, imply that PSTs perceived their 

mentor teachers’ actions in positive ways that increased their confidence levels and encouraged 

their beliefs in their abilities to be successful as teachers.  

Negative Affective State/Physiological Arousal from PSTs’ Perceptions of Mentor Teachers 

 Not all PSTs described interactions with mentor teachers as leaving them with positive 

emotional arousal. In fact, several PSTs provided stories with mentor teachers resulting with 

negative affect or physiological arousal. Anne shared her discomfort, “She [1st placement 

mentor teacher] intimidated me...so it [mentor teacher in the back of the classroom] kind of made 

me uncomfortable.” Anne’s appraisal of her own emotions when the mentor teacher was in the 

room was largely negative. Anne also shared moments of the mentor teacher talking about her 

with other teachers in the building, “I was extremely uncomfortable...like, ‘help me,’ but I wish 
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she would have come to me like this myself...you know?” This arousal fed Anne’s negative 

perception about her abilities to be successful in teaching. Anne expressed a different perception 

when interacting with the mentor teacher in her second student teaching placement, “[2nd 

placement mentor teacher] made sure to sign off on all the things I was doing...made me just feel 

better in general.” The differences in how Anne, and PSTs with similar stories, appraised their 

affective states when interacting with each mentor teacher in their clinical placements may have 

influenced their own perceptions of what the mentor teachers’ actions represented.  

Assumptions of Age 

 PSTs interpreted their own age in relation to others in their clinical placements as positive 

or negative factors depending on their circumstances. These assumptions provided a filter for 

PSTs when appraising their own affective states or physiological arousals to situations during 

clinical placements. Below, I describe the positive and negative ways PSTs described their 

assumptions of age and how these may relate to PSTs’ appraisals of Affective 

State/Physiological Arousal, thereby influencing their TSE.  

Positive Affective State/Physiological Arousal from PSTs’ Assumptions of Age 

 The assumptions PSTs held regarding age were relative to how they compared 

themselves with other people in their clinical placements. For example, PSTs described being 

close in age with their mentor teachers with positive affect. Anne explained, “My cooperating 

teacher [2nd placement] was a little bit younger. He was really nice, super supportive.” 

Presumptions of age similarity with mentor teachers assisted PSTs in interpreting information 

stemming from their mentor teachers in positive ways.  

 Some PSTs shared how their age helped them relate to their students. Mark explained, “I 

feel like it's [teaching] easier just because I'm closer to their age. I still remember what it was like 
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when I was in high school.” When PSTs appraised their affective states with positive perceptions 

from situations involving their age in comparison with others, they described supportive 

interactions and being able to accomplish their goals in those situations more easily.   

Negative Affective State/Physiological Arousal from PSTs’ Assumptions of Age 

 PSTs described their age in relation to their students’ ages as a barrier to gaining 

students’ respect in some situations. Leah commented,  

“When I went into the high school, I was really worried about them not respecting 

me because I am only a few years older than they are, it was really intimidating 

too. It’s one thing to manage fourth graders, it’s another thing to manage 

somebody twice my size…, so it was just intimidating.”  

Feeling worried or intimidated due to the age of students was expressed by several PSTs. Kate 

had similar sentiments when referring to her future job, “I am nervous just because it’s with 

much older students who have some quite some severe mental disabilities.” Similarly, Anne 

recalled,  

“I’d try to say like, ‘I’m not your friend.’…, So I'm kind of scared for when I get 

into the building... I do like to talk to people and be really friendly. And so 

sometimes it's hard for me to figure out... when I'm, you know, becoming a friend 

and not authority. And I found that was harder with ... the seniors, because ...in 

my mind, I was like, ‘Oh, my gosh, I was just here.’... I feel like I'm so similar to 

them.”  

As Anne’s comment implies, PSTs may have held assumptions about older students that lowered 

their TSE toward managing older students in classroom situations. Comments from PSTs also 

revealed viewing their own ages as deficits for gaining student compliance or respect and 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 153 
 

   
 

compared their ages with their mentor teacher’s older age. Anne explained, “They [students] 

probably saw her [1st placement mentor teacher] as kind of like a mom...they didn’t see that with 

me. I’m sure that helped ...them...respect her more.” When PSTs appraised their affective states 

with negative perceptions from situations involving their age in comparison with others, they 

described frustrations, intimidating feelings, and difficulty being able to accomplish their goals 

in those situations. 

Perceptions of Other Teachers 

 During clinical experiences, PSTs interacted with other teachers in their buildings and 

perceived information from the teachers and their environment. The PSTs shared stories about 

interactions with these other teachers that revealed their perceptions about other teachers and the 

environment in general. Only negative affective states or physiological arousal among the PSTs’ 

comments were discovered in reviewing the data for the current study in this subcategory. PSTs 

described a lack of welcoming environment in the form of other teachers’ comments or by not 

having the necessary equipment or authority to conduct the tasks of teaching.  

Adam explained,  

“Because I didn’t know who to call, I don’t have a lot of authority. …, I actually 

had to go over and ask other teachers for keys, which is still very demeaning and 

just like childish…., it took a really long time to figure out what things I could do 

or say because I just didn’t really have any help on it.  I didn’t have a working 

badge like for doors, which was really irritating.”  

These negative affective states, such as feeling irritated or demeaned, were interpreted as 

negative and belittled PSTs’ sense of abilities. The unwelcoming environments that promoted 

these negative feelings likely negatively influenced their TSE in those experiences.  
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PSTs’ Attitudes Toward Evaluation  

 PSTs described how they experienced evaluation processes during their clinical 

experiences. The remarks observed from interviews with PSTs reflected positive and negative 

appraisals of affect or physiological arousal when being evaluated.  

Positive Affective State/Physiological Arousal from PSTs’ Attitudes Toward Evaluation  

 PSTs shared how they viewed evaluation as a tool for helping them to succeed rather than 

a way to make them feel inferior. In these stories, PSTs revealed their positive affect or 

physiological arousal before, during or after evaluations in clinical experiences. Perceiving these 

signals to indicate positive messages, the PSTs interpreted the evaluations with optimism toward 

their abilities to be successful in teaching.  Kate described how a lack of feeling nervous 

indicated her confidence,  

“I felt like I was fairly evaluated. …, I always agreed with what I …, how I was 

evaluated and what the results of that was…, I would use that to try and see where 

I could improve…, I always felt pretty confident in my abilities, and I do feel like 

my evaluations showed that. So it never really impacted me in a negative way. 

Only really helped me become better. So I never got nervous…, I always felt 

pretty confident.”  

By ascribing positive appraisals to affective states/physiological arousal with evaluation 

moments, PSTs were able to filter evaluative feedback with a sense of growth and maintain 

optimism about their abilities. 

Negative Affective State/Physiological Arousal from PSTs’ Attitudes Toward Evaluation  

 PSTs shared how evaluations felt, especially in the beginning of their clinical experiences 

or when they feared that they were not performing well. In these situations, PSTs described 
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negative appraisals for their affect or physiological arousal paired with the evaluation processes. 

These moments may have contributed to lower TSE for PSTs. Beverly explained, “The first 

couple of times it [being evaluated] was scary having [the university supervisor] come in because 

I was afraid that I wasn’t doing well enough.” When PSTs ascribed self-doubt or fear to 

evaluations of their teaching moments, they were likely reinforcing their lowered TSE.  

Vicarious Experiences 

Self-efficacy can be influenced through vicarious experiences which are demonstrated by 

social models (Bandura, 1977). Effective models, or those who may be most influential, are 

those who individuals view as like oneself, competent, and those who are relevant to one’s life or 

interests. Bandura (1977) described that observing effective models, those who the learner sees 

as like themselves, or those who the learner sees as powerful, competent, and prestigious 

(Bandura, 1997), can influence the learner to succeed with sustained effort and can raise the 

learner’s self-efficacy. 

 PSTs shared stories involving mentor teachers, other teachers, students, and other PSTs 

as models for their vicarious experiences during clinical experiences. In some stories, PSTs 

described positive influences from vicarious experiences which may have increased or reinforced 

their TSE levels. Other stories from PSTs revealed moments when PSTs appraised social 

comparisons with others or determined models to struggle with success in some regard. In these 

cases, PSTs’ TSE may have been negatively influenced by vicarious experiences. 

Positive Vicarious Experiences with Mentor Teachers 

PSTs described how they could positively interpret vicarious experiences during clinical 

experiences with mentor teachers. These moments may have encouraged PSTs to believe they 

could improve their situations or performances by learning from their mentor teachers as models. 
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Mentor teachers were seen as mastery or coping models who provided access to lesson plans, 

resources, classroom management techniques, etc. Anne shared,  

“This teacher [2nd placement mentor teacher] was awesome. He gave me all of 

his materials at the beginning, and he was like, ‘feel free to change them, or I can 

help you work on different things.’ It [changes PST made to materials with help] 

made me feel like I had helped, but like I had control of what was happening.” 

In this way, Anne, and other PSTs who shared similar sentiments, described how mentor 

teachers served as mastery models. These vicarious experiences were positive influences on their 

TSE. Similarly, Beverly said, “I think with lesson planning I was more confident because I did 

have a lot of resources that they [mentor teachers] had given me and communicated a lot about.” 

 Considering how effective mentor teachers were in being models through vicarious 

experiences (Bandura, 1977), PSTs noticed when they shared certain personality traits with their 

mentor teachers and when mentor teachers transparently displayed their means for overcoming 

failures (Schunk, 1987). To this effect Anne stated, “He [2nd placement mentor teacher] was sort 

of introverted and anxious like I am...so it was really cool to hear how he had gone wrong 

through things and his experience and how he dealt with them.” Seeing herself as similar to the 

mentor teacher, and also observing how the mentor teacher had overcome mistakes, made the 

mentor teacher an effective coping model for Anne. 

 PSTs also observed when students were interacting successfully with the mentor teacher 

through casual conversations. These observations may have persuaded the PSTs to see the 

mentor teachers as approachable. Anne shared, “I could see how the students interacted with 

him, because …, he had pretty casual conversations with them too.” When PSTs observed others 
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being able to interact with the mentor teachers, they felt more confident in their own abilities to 

successfully interact with the mentor teachers.  

Describing their vicarious experiences with mentor teachers, where mentors were 

mastery, coping, or observational models of learning, PSTs described positive perceptions. These 

vicarious experiences with mentor teachers may have positively influenced the development of 

TSE for PSTs.  

Negative Vicarious Experiences with Mentor Teachers 

PSTs shared moments they described as mentor teachers ineffectively teaching or failing 

to provide necessary components for successful modeling of teaching tasks. PSTs conveyed 

negative perceptions from these experiences. Anne commented, “But she [1st placement mentor 

teacher] didn’t scaffold/teach me really well. …, She wanted me to teach her lesson plans.” 

Rather than viewing the mentor teacher as an effective model, the PSTs described lacking or 

unsuccessful teaching attempts by their mentor teachers which may have negatively influenced 

the PSTs’ TSE. 

Other Teachers 

 In clinical experiences, PSTs encountered other teachers who they may have deemed as 

effective models for vicarious experiences. The PSTs shared experiences through their 

interviews and conveyed positive and negative ways that other teachers modeled teaching-related 

behaviors. Below, I describe the positive and negative vicarious experiences PSTs described 

having with other teachers while reflecting on their clinical experiences. These encounters may 

have influenced PSTs TSE by modeling what PSTs perceived as successful or unsuccessful 

means to outcomes.  

Positive Vicarious Experiences with Other Teachers 
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 Other teachers, or in some cases, prior teachers modeled a teaching-related behavior that 

PSTs drew upon during clinical experience with positive outcomes. Mark reflected about a prior 

teacher who was an effective coping model for him,  

“I had days like that with my chemistry professors too. There was literally one 

day we were like three notebook pages worth of the notes and the next day she 

[the chemistry professor] walked in [and said] ‘I did it backwards, tear out every 

page. We’re redoing it. Okay?'  So, I mean, everyone makes mistakes. Doesn't, 

doesn't hang on me it's something I remember. But it's not something that I let 

like, drag me down.” 

Seeing other teachers, not just mentor teachers, making mistakes and recovering from them gave 

PSTs resilience to carry on through challenges. PSTs also discussed time spent with other 

teachers in the teachers’ lounge of their clinical placements and learning about schools and their 

functions in general from these observations. PSTs conveyed positive perceptions from these 

moments. Autumn explained,  

“It was me, [another student teacher], my cooperating teacher, his cooperating 

teacher, and two other guy teachers. So I was just in there listening to like, how 

the school works, how it functions, what..., everyone’s role is. And I really liked 

doing that just because I feel like I learned a lot how a school works.” 

Through observation of other teachers, whether reflecting to these prior moments during student 

teaching or observing them in real time during student teaching, PSTs expressed how they 

gained positive perceptions about their abilities and knowledge of teaching or schools.  
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Negative Vicarious Experiences with Other Teachers 

PSTs also described negative influences stemming from their time in the teachers’ 

lounges of their clinical placements. PSTs described hearing teachers talk about fellow teachers 

from other buildings or schools in the same district with negative sentiments. The observed 

behavior may have negatively influenced PSTs’ feelings of efficacy about being happy with a 

teaching career in the future. Adam sarcastically commented, “And they [teachers at the two 

different schools] hate each other. …, they all know each other, the same district, and they all 

hate each other. So I had fun with that.” Adam’s comment shows how some PSTs were 

influenced by overhearing or observing other teachers share their own negative perceptions. By 

perceiving negativity from other teachers about the profession, PSTs may have experienced 

lowered TSE.   

Positive Vicarious Experiences with Students 

 PSTs shared stories including moments they observed students easily approaching their 

university supervisors. PSTs found the university supervisors to be more approachable when 

their students were able to approach the university supervisors. Autumn said,  

“[students] were not hesitant to approach her [university supervisor] with 

questions or concerns. ...some of my …, students that really weren’t athletic, …, it 

created really good …, conversations with them. So then they …, felt more 

comfortable being there.”  

In Autumn’s comment, she shared how students who were not as comfortable in physical 

education were able to be comforted by the university supervisor. Autumn, and other PSTs who 

observed students interacting with their university supervisors, shared how they felt more able to 

approach their university supervisors once they observed students interacting with them.  



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 160 
 

   
 

Negative Vicarious Experiences with Other PSTs 

 PSTs compared themselves to other PSTs’ performance, perceived levels of confidence, 

or perceived knowledge. Through these comparisons, PSTs described their negative perceptions 

of the situations. Anne commented,  

“It felt like every other education major... always seemed to know what they were 

doing. And I was like, I'm taking all the same education classes and like, I feel 

like, I don't know how to do this yet…he [a fellow PST] just seemed so confident 

and I was like, ‘what, how does one know what's going on?’” 

Anne’s comment shows how she perceived herself to be less knowledgeable about the education 

classes than her peers and ultimately had lower TSE. Leah explained how being in a different 

type of student teaching placement made her compare herself to other PSTs,  

“Other young teachers that were being excellent in the classroom, …, it does kind 

of affect you ..., they’re [the other PSTs] already like that, and I’m still struggling 

to be awesome. …, …it wasn’t necessarily my own ability, I was kind of just 

frustrated because high school wasn’t really what I had imagined doing. Not 

really something I’d see myself doing anytime soon, either. …, all of my other 

classmates are in the classroom doing what they want to do and I’m helping a 

high school kid with his math, so I was kind of hard on myself at first and just 

really wasn’t enjoying it. …, There was times where my classmates were doing 

things differently than I was and something was really working for them …, I was 

hard on myself …, some of the really fun things that other classmates were doing, 

I couldn’t do the same activities that they were.”1  
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Leah’s comment exemplifies how PSTs may have talked among themselves about how things 

were going in their student teaching placements or overheard what one another was doing in 

their clinical placement courses. During these times, PSTs made comparisons of their 

performances with their PST peers. Negative perceptions from these comparisons may have led 

to lowered TSE.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1 It should be noted when reviewing Leah’s data that she had reported having an unusual 
student teaching placement. Rather than serving her mild intervention placement in an 
elementary education setting, she was placed in a high school due to a lack of available 
placement options in elementary schools at the time of her student teaching. In general, PSTs in 
the elementary education program are placed in elementary schools for grade level and mild 
interventions student teaching.   
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Other Job Stress 

Other job stress comprises a fifth and novel influence on self-efficacy when considering 

Bandura’s (1977) sources. The presence of this new source of knowledge informing the 

development of TSE for PSTs in the current study confirms prior research conjectures which 

suggest sources beyond Bandura’s could be contributing to the formation of TSE (Morris et al., 

2017). Other job stress are factors causing additional or competing stress on PSTs and occur 

during clinical experiences. Other job stress, first described as a contributing factor to teacher 

burnout by Schwarzer & Hallum (2008), may have limited PSTs’ in the current study abilities to 

be personally resourceful during challenging situations. Through interviews with PSTs, the 

following other job stress subcategories emerged: edTPA, the Covid-19 Pandemic, and unequal 

treatment among EPP programs. These TSE sources are clearly separate from Bandura’s (1977) 

sources of self-efficacy, yet comments shared by PSTs indicate these sources of other job stress 

as influences on PSTs’ evaluations of their TSE. In the following sections, these subcategories 

are described along with exemplars from the raw data. 

edTPA 

 Multiple PSTs mentioned the experience of an ongoing high-stakes assessment, edTPA, 

occurring during their clinical experiences. edTPA stands for Educative Teacher Performance 

Assessment (edTPA) and is an assessment of PSTs’ performance evidenced by videos of their 

instruction and reflections (Cochran-Smith et al., 2018). The stress perceived from edTPA by 

PSTs may have been a negative influence on PSTs’ abilities to access their personal 

resourcefulness or resiliency during their challenging times in clinical experiences. Therefore, 

edTPA may have contributed to lower overall perceived levels of TSE by making challenging 
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tasks more daunting, requiring more effort than expected with depleted resources for energy, 

time, and resilience. Adam described edTPA,  

“It [edTPA] takes a certain human aspect out of your lessons. …, kind of took out 

the paint..., the human aspect of it. …, I don’t know if I could have passed to be 

honest if it wasn’t for [EPP] teachers or professors looking at it. …, I wish there 

was like an example of an edTPA out there somewhere for history that I can 

actually go find and look at and see how they organized it and not copy them or 

anything …, just so I had a picture of what it should look like …, it’s kind of like 

trying to paint a painting but like someone’s describing the scene to you rather 

than you look at a picture and paint it.”  

edTPA may have contributed to lowered TSE in creating lessons according to Adam and other 

PSTs who commented. Beverly reflected on the stress caused by edTPA,  

“I specifically think of like edTPA …, just kind of this giant mountain that was on 

my shoulders the entire time. …, trying to figure out this big process…, impacted 

what I was doing and made me question what I knew and didn’t know…, 

negatively impacted my self-efficacy…, I needed to kick it into high gear…, the 

stress and the pressure in the end was beneficial because I just had to do it so I 

did. …, was it probably my best work? No, because I didn’t have time…, I 

definitely think that that impacted how I felt about what I was doing.”   

As other job stress, edTPA affected PSTs who perceived the process as stressful, confusing, or as 

perpetuating self-doubt in their abilities to create effective learning experiences.  
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Covid-19 

 PSTs commented on the Covid-19 Pandemic as a source of outside stress, or other job 

stress, during clinical student teaching experiences. Some of these moments or situations may 

have limited PSTs’ abilities to access their own personal resourcefulness, thereby lowering their 

perceptions of their own TSE.  Adam shared how experiences shaped by the pandemic limited 

his performance,  

“I was kind of, I was very unfortunately limited to a lot of presentations, whether 

because of Covid violations or school policies. …, those notes in my edTPA …, I 

was very, I felt very limited I guess you could say I was kinda disappointed in 

some ways, but not terribly.”   

Adam expressed his disappointment and feelings of limits due to the school’s policies to control 

conditions regarding the Covid-19 pandemic. Mark also described mixed perceptions about his 

experiences due to the pandemic,  

“It was weird with COVID. They made it weird, but I mean, it was, it was doable. 

And we did, we did the best that we could with it. And [clinical placement school] 

was supportive of it. I mean, the only thing that was somewhat weird is that one 

day that kid's going to be gone for two weeks. And well, it could be seven days 

could be 10 days, could be two weeks.” 

The uncertainty and mixed perceptions stemming from experiences PSTs had because of student 

teaching during the Covid-19 pandemic may have influenced their development of TSE. In 

confusing or uncertain circumstances, PSTs were less able to be resourceful and experienced 

increased levels of stress. As an ‘other job stress,’ the pandemic may have negatively influenced 

the development of TSE for the PSTs in this study.  
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Unequal Treatment Across Programs 

 Secondary education PSTs mentioned they perceived unequal treatment within their EPP 

as a source of stress during clinical experiences. Adam compared secondary PSTs with PSTs in 

the elementary education program,  

“Favoritism towards some of the primary students [elementary education majors] 

...that’s the thing I noticed before student teaching that junior year, was there’s 

like this weird divide between the two groups and how they’re treated. …, it did 

make a lot of secondary people feel kind of salty and very kind of you know, 

thrown out.” 

PSTs perceiving, they belong to a program that is less favored than another program may have 

induced additional stress, thereby limiting their abilities to access personal resourcefulness, and 

negatively contributed to TSE development.  

Summary 

PSTs shared their experiences of developing TSE during clinical student teaching 

experiences through artifact-elicited semi-structured interviews. In their comments, PSTs’ 

perceptions of negativity or positivity were gleaned regarding these specific sources of 

information toward their own TSE. Not only were nuanced sources of Bandura’s (1977, 1986) 

self-efficacy identified, but a new source of teacher knowledge, other job stress, was also 

determined to be informing the development of PSTs’ TSE. In the next chapter, the presence and 

frequency of the sources of information influencing TSE development within the current data are 

described.  
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 CHAPTER FIVE: PRESENCE AND FREQUENCY OF SOURCES 

Finding Two: PSTs draw from specific sources of information at different frequencies 

when developing TSE during clinical experiences, is evinced in this chapter.  

Seeking to fully answer RQ1 (What are the lived experiences of PSTs as they draw upon 

sources of information to develop TSE during clinical student teaching experiences?), the 

presence of the sources and frequency of, or quantity of occurrences, for each subcategory and 

overarching category of sources influencing TSE were detailed (Tables 5 & 6). The following 

sections describe Finding Two by including the presence and frequency of occurrences for the 

sources of information across PSTs’ coded interview data.  

Presence of Sources Influencing PSTs’ TSE   

The measure for presence of sources indicates any data from interviews with PSTs which 

indicated the presence of a specific source influencing the development of TSE at least one time. 

From the measure of presence, it is possible to observe which PSTs paid attention to certain 

sources of information while developing their TSE and which PSTs had no apparent concern for 

certain sources of information.  

Examination of the Excel spreadsheet with PST pseudonyms and overarching and 

subcategories of TSE sources revealed the presence of sources across PSTs in this study (see 

Table 5). To efficiently describe the presence of sources across the data, overarching categories 

of the sources present in all or most of the data are first presented. For example, positive verbal 

persuasion is presented, however subcategories indicating the direct source such as mentor 

teacher or students are not delineated here. Sources with limited presence in the data, or those 

overarching categories present in fewer PSTs’ data are presented next. Results for the presence 

of overarching sources can be viewed in entirety in table 5 below. The proceeding section 
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provides the results for the current group of PSTs with the presence of sources influencing their 

TSE during clinical student teaching experiences. 

Table 5  
Presence of Sources by PST  
PST  PVP   NVP  PME  NME  PASPA  NASPA  PVE  NVE  E1  E2  E3  
Anne   X  X  X  X  X  X  X  X        
Autumn  X  X  X  X  X  X  X          
Adam   X  X  X  X    X    X  X  X  X  
Mark   X  X  X  X  X  X  X    X  X    
Kate   X  X  X  X  X  X      X      
Beverly   X  X  X  X  X  X  X  X  X      
Nina   X  X    X  X  X  X          
Leah   X  X  X    X  X  X  X        
Note. PSTs are identified by pseudonym, PVP= Positive Verbal Persuasion, NVP= Negative 
Verbal Persuasion, PME= Positive Mastery Experience, NME= Negative Mastery Experience, 
PASPA= Positive Affective State Physiological Arousal, NASPA= Negative Affective State 
Physiological Arousal, PVE= Positive Vicarious Experiences, NVE= Negative Vicarious 
Experiences, E1= Other Job Stress: edTPA, E2= Other Job Stress: Covid-19 Pandemic, E3= 
Other Job Stress: Unequal Treatment of Programs 

 

Sources Present for All PSTs in the Current Study 

Across the data for all eight PSTs in the current study, the following sources were found 

to be present at least one time in each transcribed interview: positive verbal persuasion, negative 

verbal persuasion, and negative affective state/physiological arousal. Verbal persuasion may 

have derived from interactions with mentor teachers, other teachers, PSTs, university 

supervisors, or students. Results indicate that all PSTs experienced positive and negative verbal 

persuasion from a source during their student teaching experiences. Additionally, all PSTs 

reported at least one incident consistent with negative affective state or physiological arousal. 

The direct source for affective state or physiological arousal varied among the PSTs, however all 

PSTs reported at least one experience of this type influencing their TSE development. Therefore, 

all PSTs in the current study were influenced by three overarching categories (positive verbal 
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persuasion, negative verbal persuasion, and negative affective state/physiological arousal) at 

least one time during their student teaching experiences. 

Sources Present for Seven PSTs 

Some sources were present in seven of the eight current PSTs’ data but may have been 

limited by not appearing in one set of the PSTs’ data. Consistent with the presence of source 

categories in all eight PSTs’ data provided above, the overarching categories of sources present 

in seven of the PSTs’ data are shared as results here. These categories include positive and 

negative mastery experiences and positive affective state/physiological arousal. All PSTs, except 

for Nina, mentioned a scenario which became coded as a positive mastery experience. Likewise, 

all PSTs, apart from Leah, mentioned a scenario which became coded as a negative mastery 

experience. And all PSTs, except for Adam, mentioned at least one scenario which became 

coded as positive affective state/physiological arousal. From these results it is evident that most 

PSTs in the current study were influenced by positive and negative mastery experiences and 

positive affective/physiological state during their student teaching experiences.  

Sources Present in Six or Less of the PSTs’ Data 

Finally, there were sources of information informing the development of PSTs’ TSE in 

the current study that were found present in as few as four of the eight PSTs’ data. Beginning 

with those overarching categories present in more PSTs’ data than not, this final section 

identifies the source category and which PSTs’ data indicated an absence of these sources. The 

source category with a presence across fewer than seven PSTs’ data, yet still present in more 

data than some other categories, was a vicarious experience. Appraisals of vicarious experiences 

are dependent upon the effectiveness of mastery or coping models as perceived by the PSTs and 

conveyed through their comments in the data. For example, an absence of an effective model 
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may have been noted in a comment from a PST, thereby resulting in a negative vicarious 

experience. Positive vicarious experiences were present in six PSTs’ data excluding Adam and 

Kate’s data, while negative vicarious experiences were present in four PSTs’ data apart from 

Autumn, Mark, Kate, and Nina. Beyond Bandura’s (1977) sources of self-efficacy, a new 

category, other job stress, was found present across four PSTs’ data. Adam, Mark, Kate, and 

Beverly had occurrences of data coded as other job stress among their mentioned sources in the 

data.  

Summary of Presence 

In summary, all PSTs in the current study indicated the presence of positive verbal 

persuasion, negative verbal persuasion, and negative affective state/physiological arousal as a 

source of information influencing their TSE development at least once during their clinical 

student teaching experiences. Many PSTs were influenced by positive vicarious experiences 

while a little more than half of the PSTs were influenced by negative vicarious experiences. 

Looking at the entire data set for the current study, half of the participants provided data with 

sources which were coded as other job stress. The presence of overarching sources as they were 

observed within each PST’s data can be seen in Table 5. In the next section, the frequency of 

occurrence for each of the sources of information influencing the development of PSTs’ TSE are 

detailed. 

Frequency of Sources 

Across all PSTs’ coded interview data, the overarching categories of Bandura’s (1977, 

1986) sources for self-efficacy information (mastery experiences, affective state/physiological 

arousal, verbal persuasion, and vicarious experiences) varied by how frequently they appeared. I 

examined the quantity of times a source was present in each PST’s coded interview data under 
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each category and by subcategories of appraisal and specific source (mentor teachers, other 

teachers, students, etc.). Beginning with a conceptual understanding of frequency versus 

significance, this latter portion of the chapter details the frequency of sources by overarching 

categories, mirroring Bandura’s (1977, 1986) sources of information for self-efficacy and 

including the newly identified category ‘Other Job Stress’. Sources are listed in descending order 

according to frequency across the PSTs’ coded interview data. 

Frequency and Significance 

Frequency counts can provide basic statistical information which help the researcher 

understand more about the presence of certain codes within the datum, however they do not 

imply the levels of significance (LeCompte & Schensul, 2013). To this effect, the measure for 

frequency of sources was affected by the individual PST providing the verbal responses in the 

interview. For example, if a PST mentioned a situation involving a mentor teacher providing 

positive verbal praise one time, and then mentioned the same situation later in the interview, it 

would be counted twice in frequency. Therefore, the measure of frequency may illuminate some 

salience for specific sources by individual, however, the measure of frequency does not indicate 

significance of a source or the quantity of individual, unique episodes within a specific 

source/category that an individual experienced. In other words, certain PSTs may have repeated 

stories or information causing frequency counts to be inflated for certain sources. Therefore, 

frequency counts should be interpreted with caution. 

Mastery Experiences 

Consistent with Bandura’s Learning Theory including his concept of self-efficacy (1977), 

mastery experiences were most salient across the data (n=82). All PSTs mentioned some type of 

mastery experience (either appraised as positive or negative) and these accounts were mentioned 
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the most frequently of any other sources. Within the subcategory of mastery experiences, 

appraisals were closely matched as positive and negative (forty-three were positive and thirty-

nine were negative appraisals). The most frequent of the specific subcategories within mastery 

experiences was positive student behaviors influencing mastery experiences (n=22).  

Affective State/Physiological Arousal 

PSTs’ coded interview data revealed eighty-one occurrences of affective 

state/physiological arousal (n=81). Among these, thirty-four were appraised as positive 

influences and forty-seven were appraised as negative influences on TSE. The most frequently 

observed subcategory within affective state/physiological arousal was negative complexities of 

teaching which was observed twenty-four times across the data (n=24).  

Verbal Persuasion 

Verbal persuasion was observed across the PSTs’ coded interview data sixty-seven times 

(n=67). Of these occurrences, forty-seven were appraised by PSTs as positive while twenty were 

negative. The most frequently occurring subcategory within verbal persuasion was positive 

mentor teacher verbal persuasion which appeared thirty-three times (n=31).  

Vicarious Experiences 

The least occurring category from Bandura’s (1977) original self-efficacy sources across 

all PSTs’ data was vicarious experience. This category was observed to be present in coded 

interview data twenty-three times (n=23). Of those occurrences, PSTs appraised fourteen to be 

positive while nine were interpreted as negative occurrences. The most frequently occurring 

influence within vicarious experiences was positive mentor vicarious experiences which was 

observed among the data eleven times (n=11).  
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Other Job Stress 

As an overarching category of information influencing TSE, other job stress was the least 

frequently occurring source of information in the present data. Overall, other job stress, as a 

source, was observed across all PSTs’ data a total of eight times (n=8). Other job stress was 

observed as a source within four of the PSTs’ data. All references to other job stress were 

negatively appraised by the PSTs. Therefore, there are no positive subcategories. The category 

within other job stress most frequently mentioned and observed in four PSTs’ stories was 

edTPA, having four occurrences among four PSTs’ data (n=4). Covid-19 Pandemic and unequal 

treatment across EPP programs had identical frequency of occurrence with two occurrences 

each. Issues related to the Covid-19 Pandemic were observed across two PSTs’ stories and had a 

total occurrence of two, while unequal treatment of PSTs across EPP programs was observed in 

one PSTs’ data on two occurrences. The frequency of sources across PSTs’ coded interview data 

can be easily reviewed in Table 6 below.  

Table 6  
Frequency of Sources Across PSTs’ Coded Interview Data  
Source  Frequency  
Mastery Experience (ME)  82  
Positive Mastery Experience (PME)  43  
Negative Mastery Experience (NME)  39  
Student Behavior-(PME)  22  
Affective State/Physiological Arousal 
(AS/PA)  

81  

Positive Affective State/Physiological 
Arousal (PAS/PA)  

34  

Negative Affective State/Physiological 
Arousal (NAS/PA)  

47  

Complexity of Teaching-(NASPA)  24  
Verbal Persuasion (VP)  67  
Positive Verbal Persuasion (PVP)  47  
Negative Verbal Persuasion (NVP)  20  
Mentor Teacher- (PVP)  33  
Vicarious Experiences (VE)  23  
Positive Vicarious Experiences (PVE)  14  
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Negative Vicarious Experiences (NVE)  9  
Mentor Teacher-(PVE)  11  
edTPA (E1)  4  
Covid-19 Pandemic (E2)  2  
Unequal Treatment (E3)  2 

 

Summary 

In summary, the subcategories of sources present across PSTs’ coded data varied in 

frequency depending on the number of times each PST mentioned sources fitting those 

subcategories. Repeated stories or information may account for inflated frequencies among 

sources. Still, frequency can provide an indication that certain sources are more salient in the 

minds of the PSTs sharing their stories. In the present study, mastery experiences were the most 

frequently occurring source of information influencing PSTs’ TSE development with affective 

state/physiological arousal occurring as a close second. In the next chapter, Chapter six, the 

differentiated ways PSTs experienced the development of TSE during their clinical student 

teaching experiences are revealed and the sources of information relevant to the development of 

TSE among four PST profiles are described.  
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CHAPTER SIX: PST PROFILES  

In this chapter, I present Finding Three: The sources of information PSTs draw upon when 

developing their TSE differ by PST profiles. Four PST profiles emerged to represent the patterns 

among the types of sources certain PSTs indicated as influencing their TSE development during 

clinical experiences (Mismatched Expectations, Growth Mindset, Early Mastery Experiences and 

Confidence, and Affectively Sensitive). 

Finding Three derived from efforts to answer RQ2: “To what extent do contextual and 

demographic factors influence the ways in which PSTs experience the development of TSE 

during their clinical student teaching experiences?” In the proceeding sections, I describe 

Finding Three and situate it within the current study. Next, I name and define the four PST 

profiles which emerged from the analysis and embody Finding Three. The sources of 

information influencing TSE among the data for PSTs fitting these profiles are provided.  

Four PST Profiles 

Reflecting on the synthesized meanings (Moustakas, 1994) as patterns among the presence 

and frequencies of sources, residual TSE levels, and demographic and contextual factors among 

PSTs indicated as influencing their TSE development during clinical experiences, four PST 

profiles emerged. PST profiles, or patterns of the sources, experiences, appraisals, and TSE 

levels PSTs displayed during TSE development, align with the concept of SCT that states that 

individuals and their environments mutually influence each other (Bandura, 1989, 2008, 2018). 

As SCT indicates, the information in one’s environment influences learning, however the learner 

(given their personal variables and agency) will determine what sources of information to attend 

to within their environment and how to interpret those sources (Bandura, 1989, 2008, 2018). The 

PSTs in the present study focused their attention on specific sources of information while 
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developing their TSE in clinical student teaching experiences. They also interpreted these 

sources in specific ways (i.e., positively, or negatively) leading to the conclusion that the patterns 

created by these mental processes could be observed through the data of the present study. 

Considering the evidence of the present study and the theoretical framework to support it, we can 

identify the following profiles for how PSTs may draw upon sources of information and develop 

TSE during clinical student teaching experiences.  

Mismatched Expectations 

The mismatched expectations profile is a grouping of PSTs based on common 

perceptions which stemmed from the PSTs’ differing visions for clinical experiences than 

individuals within those experiences and the sources of information these PSTs utilized in their 

development of TSE. Specifically, the PSTs with the mismatched expectations profile drew upon 

negative verbal persuasion, negative mastery experiences, and negative affective 

state/physiological arousal to develop their TSE levels. Additionally, the PSTs with the 

mismatched expectations profile experienced other job stress and very few vicarious experiences. 

Among all PSTs and compared with the normative TSES scores, the PSTs with the mismatched 

expectations profile had some of the lowest TSES scores.  

During interviews, PSTs described their expectations entering clinical experiences and 

perceived differences when encountering the expectations of their mentor teachers. PSTs with 

the mismatched profile tended to have negative appraisals of their mentor teachers’ expectations 

for their performance or mentor teachers’ styles of leadership and approach to release of 

responsibilities in their clinical experience classrooms emerged. Commonalities across several 

PSTs’ lived experiences with mismatched expectations from their mentor teachers as the sources 

of influence on PSTs’ development of TSE emerged from the data. Although some PSTs may 
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have experienced two very different types of mentor teachers’ styles during their two student 

teaching experiences, given the fact that they switched placements half-way through the 

semester, the time spent with one mentor teacher who they perceived with negative appraisals 

appeared influential on the development of their TSE during that placement. PSTs with the 

mismatched expectations profile have data indicating they may have had encounters with mentor 

teachers who shared similar styles of leadership and release. Adam and Anne are the PSTs whose 

data fit the mismatched expectations profile. The defining element of the mismatched 

expectations profile is that the PSTs’ expectations for the purpose/function of clinical 

experiences and expectations for the style of mentoring they should receive being juxtaposed 

with their actual experiences seems to be the salient component of influence shaping the sources 

of information noted by these PSTs throughout clinical experiences and thereby contributing to 

the development of their TSE levels.  

 Demographic and Contextual Factors. PSTs with the mismatched expectations profile 

described mentor teachers in at least one of their two placements with negative appraisals. 

Regarding demographic and contextual characteristics, both PSTs with this profile were 

secondary education majors who experienced their clinical experiences for student teaching in 

high school and middle school settings. Although Anne indicated having experience in daycare, 

babysitting, and substitute teaching prior to student teaching, neither PST reported relevant 

teaching experiences with middle school or high school aged students prior to their clinical 

experiences with the EPP. Anne reported being a Caucasian female and slightly older than most 

PSTs in the current study with an age range between 23-25 years. She was a “fifth year senior.” 

Adam reported being a Caucasian male between the ages of 20-22 years. It should also be noted, 

at the time of these interviews, neither Anne nor Adam had secured teaching-related jobs post-
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graduation which also set them apart from their peers in this study. Their own awareness of the 

information relative to their peers’ career-related job attainment is not known and was not 

discussed with them during this study.   

 TSES Scores. PSTs with the mismatched expectations profile demonstrated overall scale 

TSES scores in the lower range compared with the normative scores for the short-form TSES 

scale (Tschannen-Moran & Woolfolk Hoy, 2001) and when compared to their peers in this study. 

Anne’s overall TSES was M=6.33, Adam’s score was M =6.83, while the normative score was 

M=7.1. Anne’s score for instructional strategies was the lowest score compared with PSTs in the 

current study and well below the normative score (Anne M =5.75, normative score M =7.3), 

while Adam rated himself closer to average scores for this subscale (Adam M=7.25, normative 

score M =7.3). They scored similarly on subscales of the TSES in the areas of Classroom 

Management (Anne M=6.5, Adam M=6.75; normative score M=6.7) and Student Engagement 

(Anne M=6.75, Adam M=6.5; normative score M=7.2). While the PSTs with the mismatched 

expectations profile rated their TSE closer to the normative scores in student engagement, they 

consistently rated themselves below the normative scores in all subscales and were sometimes 

the lowest scoring for areas of TSE among their PST peers in the current study. To understand 

more about this profile’s TSE development, it is important to review their lived experiences.  

 Subjective Experiences. In Anne’s interview data it was evident she perceived the 

mentor teacher’s style as controlling and overly critical. Anne stated, “She was really good with 

the students, but she didn’t work very well with me.” Adam’s comments reflected his perception 

that his mentor teacher’s style lacked gradual release. Adam responded when prompted how the 

mentor teacher affected his TSE, “I didn’t feel secure as I feel like I wanted to…, because I 

didn’t know who to call, I didn’t have a lot of authority.” Rather than providing a gradual 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 178 
 

   
 

induction into the control of the classroom and planning instruction, Adam explained how the 

mentor teacher expediently left Adam in control of the classroom and provided no scaffolding, 

support, or feedback. 

 Their coded interview data contained comments consistent with negative verbal 

persuasion coming from their mentor teachers. They were two of only three PSTs to share 

comments coded as negative verbal persuasion. The PSTs with the mismatched expectations 

profile also made comments indicating the complexities of teaching as a source, and it was 

perceived with negative affective state/physiological arousal influencing their TSE development. 

Examination of their two most frequently occurring sources of TSE across their coded interview 

data revealed that both Anne’s and Adam’s appraisals were predominantly negative. Adam’s 

highest frequency overarching sources were mastery experience and verbal persuasion. In both 

categories, he had more negatively than positively appraised subcategories of sources. Anne’s 

highest frequency overarching sources were affective state/physiological arousal and verbal 

persuasion with negative appraisals occurring with the highest frequencies in both categories. 

Both Adam and Anne shared vicarious experience as their lowest frequency categories of 

overarching sources of influence on TSE. Adam had zero occurrences of vicarious experiences. 

Across all PSTs in the study, Anne and Adam had noticeably high occurrences of negative 

affective state/physiological arousal. Adam had the most occurrences and highest frequency of 

other job stress as a source of information influencing his PST when compared with the PSTs in 

the present study. Anne had zero occurrences of the other job stress category as a source of 

information.   
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Growth Mindset 

  The growth mindset profile indicates PSTs who display traits consistent with having a 

growth mindset [GM] (Dweck, 2006) and who are predominantly influenced by their optimistic 

beliefs and rely upon sources of information stemming from their university supervisors’ and 

students’ reactions to their teaching when developing their TSE. Reviewing the PSTs’ lived 

experiences of developing TSE during clinical experiences through interviews and survey 

responses, this unique profile within the data emerged for one PST. Specifically, Autumn is the 

PST whose comments were consistent with a GM (Dweck, 2006) and who appears to have been 

uniquely influenced by sources of TSE compared with other PSTs in the study. Consistent with 

the GM, Autumn provided comments indicating she held an incremental view of learning. In 

other words, Autumn faced challenges in her clinical experiences with effort and attempted to 

learn from her failures. She saw mistakes or failures as part of the learning process. This variance 

led to the development of the growth mindset profile for PSTs. TSES scores and subjective 

experiences for this profile are detailed in the following sections. 

Demographic and Contextual Factors. In the current study, Autumn sourced 

information for her TSE uniquely compared with her PST peers in this study as she recounted 

her student teaching experience which took place in one high school setting. Along with this 

finding, she was the only PST in the study pursuing all-grade PE and health education. Autumn 

reported being between the ages of 20-22 years. She reported having no prior teaching 

experiences, except for babysitting individuals other than family members, outside of clinical 

experiences with her EPP. No other remarkable background characteristics were noted aside 

from her TSES scores. 
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TSES Scores. Although her TSES scores indicate lower TSE in the subscale of student 

engagement (M =6, normative score M =7.2), she scored above the normative scores for 

instructional strategies (M=7.5, normative score M =7.3) and classroom management (M =7, 

normative score M =6.7). Furthermore, compared with her PST peers’ TSES scores in the current 

study, Autumn’s TSES score was third highest in instructional strategies and second highest for 

classroom management. Additional evidence that Autumn left clinical experiences feeling 

efficacious was seen when she selected “Not Difficult,” in response to being asked to indicate the 

difficulty of her clinical experience.   

Subjective Experiences. PSTs with the growth mindset profile approach the 

development of TSE differently when compared with their PST peers by returning to their 

underlying beliefs and interpreting information with positive appraisals. Consistent with GM, 

Autumn made comments in her interview that mirrored her beliefs in learning from challenging 

situations and perceived failures. She accessed her mentor teachers when she needed to learn 

from their successes and believed in her abilities to put forth more effort and improve. Autumn 

also described her positive beliefs in students’ abilities to become better regardless of repeated 

issues with classroom management during her clinical experiences. Describing her affective 

state/physiological arousal during clinical experiences, Autumn shared,  

“My thoughts my feelings of like my self-efficacy going in it and like going 

through it because like, even though some of the classes were like really 

troublesome, I still believe they could be better...I believed in all my students, but 

goodness gracious did they make me work for it sometimes!”  

Remaining optimistic about outcomes in the future, even in the face of present failures, is a sign 

of high self-efficacy (Bandura, 1995). While Autumn’s highest frequency subcategory of 
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influential information on TSE was negative mastery experience, her actual comments conveyed 

an overall growth effect through her reflective nature. For example, Autumn explained a 

negative mastery experience from student behavior but gave indications of forward thinking,  

“I feel like April …, I felt like I got a little too lax. It was too much what they [the 

students] wanted to do instead of focusing on …, my lesson plans and …, my 

goals for them. ...I was like, ‘Ah, this isn’t what it’s supposed to be like.’” 

She valued forming relationships with her students,  

“I went in there thinking I wouldn’t really have to deal with much..., But then 

once a student opened up and talked to me, I just felt like I really like knew how 

to communicate with the students..., I don’t feel like many people took the time of 

day to actually listen to them [the students]. … And so I felt really good about 

that.”  

As seen in Autumn’s comment, verbal feedback from her students had an influence on her TSE. 

Verbal persuasion and affective state/physiological arousal were the second-highest frequency 

categories of information influencing Autumn’s TSE during clinical experiences. Even when 

describing challenging moments, Autumn described resilient thoughts and how she found bright 

points in her days,  

“Some of them would get very aggressive in games, …, start throwing kicks at the 

shins and it was pretty bad. I almost cried many times after the freshman boys, but 

I usually made it without because I had …, the mature classmen coming in next 

and …, they would like brighten my day up.”  

Even in challenging times, Autumn describes how she looked forward to positive moments in the 

near future. Autumn mentioned her university supervisor and students’ reactions to her teaching 
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as the focus of her attention providing influential verbal information about her TSE. In the area 

of affect or physiological arousal, Autumn drew much of her information from her own 

assumptions about age, her expectations of clinical experience and the from enacting the 

complexities of teaching. She explained how she aligned her expectations for student behavior 

and harnessed the challenge,  

“Then one day I just felt my face like drop in line …, like I had it. I had my like, 

we’re doing this. Thanks for the comments, but that’s too bad. Alright guys, I 

spent a lot of time creating these lesson plans..., we’re gonna, you’re gonna listen, 

you’re gonna enjoy it. And we’re gonna learn something.”  

Autumn’s comment shows how she redirected her thinking and determination to become 

successful. Within mastery experiences, Autumn mentioned her mentor teachers, the students’ 

reactions to her teaching, and her perception of student engagement while she was teaching as 

the focus of her sources for positively influencing her TSE. Autumn mentioned vicarious 

experience the least frequently out of all four sources of information for the development of her 

TSE. She recalled having positive vicarious experiences by listening to other teachers in the 

lounge discuss school and how it functions, and by seeing how approachable her university 

supervisor was as her own students came to her university supervisor with questions or concerns. 

Considering patterns present across Autumn’s data, her positive appraisals canceled out her 

negative appraisals. Overall, she remained optimistic about growing from her experiences and 

believed she could learn from the moments she perceived as failures. Her data show that she left 

the clinical experience with relatively high to average TSE, and an opinion that she is capable of 

being successful as a teacher with the right amount of effort and persistence.  
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Early Mastery Experiences and Confidence 

The early mastery experiences and confidence profile includes PSTs with data that 

suggest their TSE development was strongly influenced by having early mastery experiences, 

they also relied upon student outcomes as a source for TSE development, and in turn, self-

reported high levels of TSE following clinical student teaching experiences. Bandura (1986, 

1997) boasts the salience of early mastery experiences as an influence on the development of 

self-efficacy. Across the data describing the lived experiences of PSTs developing TSE during 

their clinical experiences, several PSTs’ data suggested the presence of positive and early 

mastery experiences relevant to teaching. For these PSTs, early mastery experiences may have 

been critical to shaping how they sourced information which influenced the development of their 

TSE during clinical experiences. Bandura (1997, p.382) describes confidence as a nondescript 

term referring more to the strength of a belief but not specifically what that certainty of belief is 

about, whereas self-efficacy refers to one’s specific belief in one’s agentive capabilities to 

produce a given level of attainment. While the current study did not seek to measure confidence 

as a separate construct, confidence emerged as a descriptive term used by the PSTs fitting this 

profile during interviews and was evident in their TSE scores. PSTs in the current study whose 

data indicated early, positive mastery teaching experiences played an important role in their level 

of confidence entering clinical experiences, self-reported high levels of TSE, and indicated 

student outcomes as an influential source of information were grouped together to create this 

profile. Mark, Kate, and Leah are the PSTs whose coded interview data and characteristics match 

the early mastery experiences and confidence PST profile.  
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  High levels of confidence can positively affect one’s self-efficacy as they are more likely 

to experience success. Experiencing success, or mastery experiences, positively contribute to 

high self-efficacy. Mark exuded confidence when describing his early mastery experience,  

“I got bored with it [just observing in first-year clinical experience while a 

substitute teacher led the class]. ...., So I was just sitting back there, they're [the 

students were] literally just working on a packet. And I just see them getting 

frustrated. I just like, I don't know what made me do it. But I had the confidence 

to just stand up and they barely knew who I was back there. And a 19-year-old 

kid pretty much their age …, seniors. So they're all 17, 18. And I said ‘You guys 

want me to do problems in the board?’ ‘Sure.’ So I just went through the packet, I 

went through the whole 120 question packet throughout that week, the problems 

on the board. And they felt so much more confident. And I mean, I was that was it 

that was like, ‘Okay, I can do it.’ Like it might have been my personality that 

finally made me be like, ‘Okay, I can help them.’”  

As with Mark’s early mastery experience, PSTs who have these experiences hold a positive 

belief in their abilities to be successful as teachers.  

Demographic and Contextual Factors. Mark, Kate, and Leah came to the EPP with 

similar background characteristics, yet they pursued different majors. All three identified as 

Caucasian, between the ages of 20-22 years, and selected poverty level to describe their families’ 

SES. Kate and Leah were both females pursuing elementary education degrees while Mark 

identified as a male who was pursuing secondary education. Mark and Leah reported having 

experience as cadet teachers in high school, while Kate indicated she had experience babysitting. 
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In their interviews, all three described instances of early mastery experiences which may have 

occurred in high school or in their EPPs during earlier clinical experiences.  

TSES Scores. These PSTs self-reported the highest overall TSES scale scores and 

highest mean scores in all subscale areas compared to their PST peers in the study and all their 

scores were above Tschannen-Moran & Woolfolk-Hoy's (2001) TSES short form normative 

score means. Leah had a full-scale mean score of 8.5, and Mark and Kate’s scores were both 

8.16. All three had their highest mean subscale scores in TSE for Instructional Strategies (Leah 

M=9.0, Kate M=8,75, and Mark M=8.5). They scored similarly in TSE for Student Engagement 

(Leah M=8.5, Kate M=7.75, Mark M=8.0), and TSE for Classroom Management (all three PSTs’ 

M=8.0). These scores indicate that these PSTs held high levels of TSE in all areas of teaching as 

measured by the TSES. Yet they may have perceived some challenge in their clinical 

experiences, when asked to select an indicator of how difficult their clinical experiences were, 

Mark selected “Not Difficult,” Kate selected “Somewhat Difficult,” and Leah selected 

“Difficult.” Still, perceiving challenge may not have swayed these PSTs from believing in their 

abilities to be successful in teaching.  

Subjective Experiences. Prior mastery experiences and educational beliefs may have 

acted as filters when these PSTs selected information to influence their TSE development 

(Pajares, 1992). The stories shared by these PSTs indicated a pattern of drawing upon student 

reactions and student engagement as confirmations of their abilities to successfully complete 

certain tasks of teaching.  

Mastery Experiences and Students. Stories shared by these PSTs around their early 

mastery experiences seemed to stem from successful evaluations of student engagement or 

student reactions either academically or behaviorally to their teaching. Kate explained,  
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“I got to do a lot of really fun stuff that I didn’t get to do and a whole class 

setting…, got to make better relationships with the students …, really enjoyed my 

second placement because I got to know the students so well…, nice being able to 

do fun things with them…, I think that [mummifying apples] was one of their 

favorite things we did…, one of the things that stood out to me it meant the most 

to me was getting to work in those small groups and getting to know the 

students.” 

Experiencing positive teaching moments in which they could bridge relationships with their 

students, the PSTs described feelings of success or increased TSE. Leah shared,  

“Kids found me as more of a fun teacher …, I made it a point to build 

relationships with them [the students].” “…once I started to realize they’re [high 

school students] just bigger fourth graders and build those relationships, and they 

started to respect me …, it [TSE toward classroom management] really increased. 

…, by the end of my second placement, I was really feeling good about where I 

was in terms of classroom management with them [the high school students].”  

Having early mastery experiences, these PSTs were able to focus on student outcomes as 

indicators of their successful performances. Leah described such an effect,  

“Not soon after I left [mentor teacher] texted me and said that 100% of them [the 

students] made growth in at least one area. So it was situations like that when I 

really realized that they actually did learn something …, my lesson plans did work 

…, the assessment pieces that really helped me to build my own confidence, 

reassurance that they actually are learning something.”  
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Seeing student performance improve was evidence to the PSTs that they were effective in their 

teaching skills. PSTs in the study sharing this profile relied upon student learning outcomes and 

student engagement as powerful sources of information to inform their own perceptions of their 

TSE.  

Affective State/Physiological Arousal and Confidence. PSTs with the early mastery 

experiences and confidence profile drew upon student responses to their teaching rather than 

allowing interpretations of affect or physiological arousal to negatively influence them. These 

sources, often described with positive appraisals, fueled their confidence, and positively 

influenced their interpretations of affect and physiological arousal in their experiences.  

Verbal Persuasion. These PSTs with the early mastery experiences and confidence 

profile also shared the stories indicating the presence of positive verbal persuasion in their 

development of TSE, although the frequency of this category varied among individual PSTs, the 

general pattern showed they sourced this information from mentor teachers and university 

supervisors. Mark also shared a few instances occurring from students. Kate described how 

mentor teachers provided a positive influence on her ability beliefs,  

“I felt really supported. I knew that I could always reach out and they [mentor 

teachers] would answer… so I felt really supported…, just answering all of my 

questions, always being available to meet and talk about lesson plans, or if I was 

struggling to put something on Canvas…, my general questions, especially when 

it came to fully taking over. They always made themselves available for it, 

offered to meet with me…, I knew that I was supported and that I could go to 

them with anything and that they would get taken care of.”  
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As Kate’s comment shows, mentor teachers provided positive verbal persuasion and contributed 

to Kate’s feelings of efficacy. Leah had a similar sentiment about her mentor teacher,  

“[Mentor teacher] gave a lot of positive feedback for everything. She really made 

me feel like I was doing good in my placement. …, she would have somebody 

watch me…, or give me feedback in other ways. …, not even just my classroom 

management ability, but ‘this student really is drawn to you, and you have a good 

relationship with this student.’ So she just gave a lot of feedback, positive and 

negative.”   

The feedback Leah describes was paired with her comments about “feeling good” and could be 

interpreted as positively contributing to Leah’s efficacy. Mark also explained,  

“My [university] supervisor was great. She was very relaxed, and she pretty much 

told me the same thing. She goes, ..., ‘I can tell that you have rapport, I can tell 

that you know the content, and I know what you're doing. Like, because I can tell 

you have what it takes’.”  

Mark’s comment exemplifies how his university supervisor was a source of positive verbal 

persuasion for him by tying his successful task completion with his ability beliefs. While verbal 

persuasions contributed to the PSTs with the early mastery experiences and confidence profiles, 

overall, the mastery experiences these PSTs encountered shaped their interpretations of other 

influences on their TSE during clinical experiences. PSTs with the mastery experiences and 

confidence profile sourced much of their information from student engagement and student 

responses to their teaching.  
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Affectively Sensitive 

The affectively sensitive PST profile includes PSTs from the current study whose data 

indicated a proclivity for sourcing affective state or physiological arousal as important and often 

negative influences on their development of TSE during clinical student teaching experiences 

and an absence of effective modeling in the form of vicarious experiences. With prior mastery 

experiences, individuals may interpret physiological arousal or affective states as positively 

affirming their capabilities rather than confirming their incompetency (Bandura, 1997). 

However, careful review of the PSTs’ data in the current study unearthed several PSTs whose 

TSE appeared to be influenced by affective states or physiological arousal and the PSTs 

described many of these affective state/physiological arousal scenarios with negative regard. 

Further grouping these PSTs together, the data indicated an absence of having effective mastery 

or coping models, their tendencies for negative appraisals, and they rated themselves with 

comparatively lower TSE on the TSES when compared with their PST peers in the current study. 

With these unique findings, the affectively sensitive profile, comprised of two PSTs, (Nina and 

Beverly), was formed.  

Demographic and Contextual Factors. Both PSTs self-reported as female Caucasian 

elementary education majors at the time of the study. Both reported having experience in daycare 

and babysitting prior to student teaching. Beverly reported being slightly older than most PSTs in 

the study with an age range between 23-25 years. Nina reported being between the ages of 20-22 

years and reported having worked as an assistant in a school setting, yet further details were not 

collected. When asked to rate the difficulty level of their clinical experiences, Beverly selected, 

“somewhat difficult,” and Nina selected “difficult.” Beverly described her family’s 

socioeconomic status (SES) as “upper middle class” while Nina described her family’s SES as 
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“middle class.” Both PSTs indicated they perceived around 50% or more of the students in their 

first and second clinical experience placements were receiving free/reduced lunches. Nina’s 

clinical experience placements were in kindergarten and special education, while Beverly’s 

clinical experience placements were in second grade and special education. Both PSTs’ clinical 

placement elementary schools were similar in rurality, SES, and student-to-teacher ratios. Both 

PSTs had accepted, but not started, teaching positions in different schools at the time of our 

interviews.  

TSES Scores. Similarities were observed among Nina and Beverly’s self-reported, TSES 

mean scores. Nina and Beverly ranked among the lowest scores for total scale TSE on the TSES 

compared with the PSTs in the current study (M=6.33). All of their scores fell below the average 

normed mean scores reported by Tschannen-Moran & Woolfolk-Hoy, 2001). Beverly’s and 

Nina’s self-reported scores for classroom management were similarly below the average norm 

(M=6.25, M=6.5 respectively). Both Beverly and Nina rated themselves similarly and below the 

norm on TSE for instructional strategies (M=5.75, M=6.0 respectively). Beverly’s average score 

was slightly higher on TSE for student engagement than Nina’s (M=7.0, M=6.5), yet both scores 

were below the normed average (M=7.2).  

 Subjective Experiences. The PSTs shared critical moments they recalled as shaping 

their TSE development during clinical experiences with similar underlying sources of influence. 

Commonalities include the patterns among the PSTs’ reported sources of information for TSE 

development. Both Nina and Beverly most frequently mentioned affective state/physiological 

arousal as their highest source of information for TSE development during clinical experiences. 

Within affective state/physiological arousal, both PSTs drew upon complexities of teaching and 

a misalignment of expectations or feeling of unpreparedness to teach certain skills/subjects. Both 
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PSTs were low in their frequency of reporting any vicarious experiences. Nina reported zero 

instances of positive mastery experiences and one negative mastery experience during clinical 

experiences. While Beverly described nearly equal amounts of positive and negative mastery 

experiences during her clinical experiences. The absence of early mastery experiences was 

consistent among both PSTs’ stories.  

Both PSTs shared stories involving difficulties and their affective states or physiological 

arousal from enacting the complexities of teaching during their clinical experiences. Nina 

described,  

“When I was planning..., I was like, ‘I don’t know if this lesson makes any sense 

at all. I don’t feel like these objectives match the standards..., I feel like this is 

completely wrong...,  I don’t know how to assess kindergarteners,’ …, it’s not like 

I’m gonna hand them a test..., I just have to observe and I don’t know how to 

write an objective for that.”  

Beverly shared,  

“I could also tell the classroom management was kind of scary…, hands on isn’t 

as structured so kids have more freedom during that. …, I was always a little 

nervous that they were going to get off topic they were not going to focus and I 

was going to struggle to help them focus back in and get back on topic…while I 

loved doing the hands-on stuff, it did make me nervous that I wasn’t going to be 

able to keep the behavior in and keep like the timing of it correct.”  

Both PSTs shared instances of negative appraisals following certain practices of teaching within 

their clinical experiences. Beverly shared,  



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 192 
 

   
 

“But for classroom management I was definitely not confident…, it wasn’t super 

strong…, I was pretty shy and timid. And I was afraid to mess up and afraid that I 

was going to negatively impact my relationship with students. And I just didn’t 

know what I was doing…, I didn’t know how to control them sometimes.”  

Nina explained,  

“I always felt more confident when I was teaching math. ...I always messed up in 

some way when I was teaching like English. …, when I was getting observed by 

[university supervisor] …, that’s not the right letter. So then they’re [the kids are] 

all laughing. …, I would say the letter sounds wrong in the middle of a lesson. …, 

I was always better at math anyways like in school. So I was always just more 

comfortable teaching that.”   

While Nina shared no instances of positive mastery experiences, she did describe a negative 

mastery experience involving student behavior as the source of her information. Beverly 

similarly referenced all of her mastery experiences from students’ behaviors or engagement 

levels and the necessity of her mentor teacher to intervene,  

“But then when it came to stopping the playdough and doing the writing piece, 

students started getting up because they wanted to keep playing or they didn’t 

have enough time to create their bugs …, they also didn’t enjoy writing. …, so, 

my confidence definitely lowered a little bit at this point as I became uncertain of 

what I was supposed to be doing…, my cooperating teacher definitely did step in 

and helped me get through the end of the lesson.” 

The PSTs with the affectively sensitive profile provided data which indicated a lack of effective 

modeling present during portions of their student teaching experiences. Nina described being 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 193 
 

   
 

thrust into her first student teaching experience when her mentor teacher was placed on 

quarantine due to Covid-19. She was left with a substitute teacher who, according to Nina, gave 

her full responsibility to teach. Nina explained she was more comfortable using the scripted 

curriculum, when available, in her placement. Describing her second student teaching placement, 

Nina’s comment also indicates negative affect,  

“At first it [2nd student teaching placement in special education] was very 

stressful because we were like, testing was just getting started and so our 

schedules were kind of all over the place..., terrifying because I never knew what I 

was doing.”  

Beverly described a more gradual transition to taking over responsibilities in her first placement, 

yet still detailed the curriculum as “overwhelming.” Both PSTs described moments of positive 

verbal persuasion stemming from interactions with their mentor teachers. As with affective 

state/physiological arousal, verbal persuasion can be influenced by the individual’s appraisal of 

the person providing the persuasion and prior exposure to mastery experiences. For Nina, 

reaching out for verbal persuasion was difficult, “I am always afraid to ask questions because 

I’m always afraid they’re going to be stupid questions. …, a big part for me was asking 

questions..., allowing myself to get..., all the criticism that other people had.” Both PSTs 

described more positive verbal persuasion from mentor teachers during their second placements, 

special education, where they received support and claimed their TSE grew the most. Beverly 

explained how her mentor teacher during her special education placement provided verbal 

persuasion,  

“My cooperating teacher was super supportive…, just constantly there to help…, 

she was a huge part of my success…, so I really enjoyed that. Its [amount of time 
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with students in special education] a really short amount of time…, she [mentor 

teacher] really helped me identify what was more important in focusing on…, we 

also did a lot more assessment…, I really worked hard on that part of it…, my 

cooperating teacher was super supportive, …, explaining all parts of the process 

and letting me see in the meetings…, I got to really dive in.”   

As Beverly’s comment suggests, having increased scaffolded support from her second placement 

mentor teacher resulted in more positive development of TSE. PSTs with the affectively 

sensitive profile made comments which could imply a need for intense modeling and scaffolding 

by their mentors.  

Still, with the presence of positive verbal persuasion in the second student teaching 

placement, both PSTs with the affectively sensitive profile rated themselves comparatively lower 

in overall TSE on the TSES than other PSTs in the current study. They also perceived their 

clinical experiences as difficult or somewhat difficult on the survey probe. Many of their 

affective state/physiological arousal appraisals were negative. And although frequency of 

sources is not a clear indicator of significance, it is noted that the most prevalently occurring 

source of influence verbally shared by these PSTs was affective state/physiological arousal. In 

this way, these PSTs’ pattern of sources stood out from others in the study. 

Summary 

In this chapter, I have described the third finding, outlining the patterns among the types of 

sources certain PSTs indicated as influencing their TSE development during clinical experiences. 

As a result, four PST profiles were presented: Mismatched Expectations, Growth Mindset, Early 

Mastery Experiences and Confidence, and Affectively Sensitive with the prevalent sources of 

information that influenced the development of their TSE detailed. The following chapter 
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provides a discussion of the present study’s findings and conclusions.  
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CHAPTER SEVEN: DISCUSSION AND CONCLUSION 

 The purpose of this study was to expand the existing body of research on PSTs’ TSE 

development by exposing the essence of, or truth, as seen through the lived experiences of PSTs 

drawing upon sources of information that influenced their TSE development during clinical 

student teaching experiences. To learn more about PSTs’ experiences, two research questions led 

the inquiry and analysis processes: (a) What are the lived experiences of PSTs as they draw upon 

sources of information to develop TSE during clinical student teaching experiences? and (b) To 

what extent do contextual and demographic factors influence the ways in which PSTs experience 

the development of TSE during their clinical student teaching experiences? These questions 

illuminated the lived experiences of PSTs as they described their individual backgrounds, 

subjective experiences, and the nuanced sources of information that were influential to them 

while developing TSE. In this chapter, I discuss the findings as situated within extant literature. 

Beginning with a discussion of the findings, the chapter proceeds with implications for EPPs, 

limitations, and future directions for research.  

Discussion  

Three findings emerged from the analysis of data: (1) PSTs draw from positively and 

negatively appraised, specific sources of information when developing TSE during clinical 

experiences, (2) PSTs draw from specific sources of information with different frequencies when 

developing TSE during clinical experiences, and (3) the sources of information PSTs draw upon 

to develop their TSE differ by PST profiles. Synthesizing the findings from the present study, 

new inferences can be drawn concerning the types of sources PSTs attend to during clinical 

experiences, as well as the patterns, or profiles, more apt to regard certain sources as influential. 

The proceeding discussion is organized by thematic representations for each finding. 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 197 
 

   
 

PSTs Draw from Positively and Negatively Appraised Specific Sources 

 The findings of the present study add to the blossoming body of research on sources 

influencing PSTs’ TSE development during clinical student teaching experiences. The study 

found that PSTs gather information from specific and different sources when developing their 

TSE during clinical student teaching experiences. Consistent with Morris and Usher’s (2011) 

results, the current finding showed that some PSTs possessed emotional regulation skills to 

withstand stress thereby shifting their focus, while others were more susceptible to sources 

associated with thoughts of stress (e.g., PSTs more prone to affective state/physiological arousal 

sources). Additionally, PSTs in the current study described specific origins of the sources 

influencing their TSE. These were identified as subcategories (e.g., mentor teachers, other 

teachers, students, university supervisors, other PSTs) beneath each overarching source. This 

finding corroborates results arrived at by Poulou (2007), as the PSTs in the present study 

described nuanced sources influencing their TSE different than Bandura’s (1977) sources. 

 Similar to results arrived at by Poulou (2007), the PSTs in the present study described 

nuanced sources influencing their TSE different than Bandura’s (1977) sources. Adding to the 

body of literature, the current study’s results identified “other job stress,” as an additional source 

of influence on PSTs’ TSE. Confirming the concept of other job stress realized by Schwarzer and 

Hallum’s (2008) analysis of the mitigation of stress by TSE, the PSTs in the current study were 

found to identify other job stress within their environments (edTPA, Covid-19, and unequal 

treatment across programs) that affected their abilities to access personal resources and therefore 

limited their TSE. This finding corroborates Morris et al.’s (2017) speculation that other sources, 

apart from Bandura’s (1977) sources, are influencing TSE development. 
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PSTs differentially appraised each source positively or negatively. While prior research 

has identified specific sources as influencing the TSE of PSTs (Poulou, 2007), the current 

study’s findings expand upon that research by providing the positive and negative interpretations 

among PSTs’ as they calibrated nuanced sources to form TSE during student teaching. For 

example, in each subcategory, such as students' reactions to the PSTs leading to mastery 

experiences, a negative or positive appraisal was identified. This finding expands on prior 

research results that noted personal characteristics as dictating efficacy beliefs (Poulou, 2007) by 

further describing PSTs’ interpretations and appraisals of nuanced efficacy sources. Like 

Bandura’s (2018) conceptualization of agentic thinking, the PSTs in the current study uniquely 

interacted with their environments and selected and interpreted nuanced sources as influences on 

their TSE accordingly. 

PSTs Draw from Specific Sources at Different Frequencies 

Returning to the specific and nuanced sources uncovered by Finding One, Finding Two 

revealed the presence and frequency, or rate of occurrence, for each source across the data. The 

current study found that PSTs drew upon specific and different sources from one another, and 

they varied with the rate of occurrence for those sources by drawing upon them more frequently 

than others. Recognizing the presence and frequency of sources of information influencing TSE 

development assists us in determining the patterns among PSTs in TSE development and may 

indicate proclivity among certain PSTs to notice or attend to certain sources and leads to 

implications for EPPs seeking to promote positive TSE development levels.  

Consistent with Bandura’s (1977) theory of self-efficacy and relevance of sources and 

confirming results from prior research finding mastery experience to be a highly influential 

source on TSE (Christopherson et al., 2016; Martins et al., 2015; Mullholand & Wallace, 2001), 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 199 
 

   
 

the current study found mastery experience to be the most frequently occurring source of TSE 

information. This finding supports Bandura’s (1997) assertion that prior experiences may 

influence individuals’ beliefs in their own abilities and thereby dictate the information they find 

relevant to judge their future efficacy beliefs. Differing from prior results (Christopherson et al., 

2016; Mullholand & Wallace 2001), mastery experiences, or successful task performances, were 

present in most but not all PSTs’ data in the current study. Reasoning for this could be the 

varying mastery or failure experiences of the participants in the current study and their individual 

beliefs as they filtered sources while forming their TSE (Pajares, 1992). The current study may 

have found results conflicting with prior research due to the lack of mastery experience through 

teaching-related opportunities some PSTs had prior to their clinical student teaching experience, 

the failure experiences PSTs encountered during student teaching, or differences in PSTs’ recall 

of events from actual events in the current study.   

Different from O’Neill and Stephenson’s (2012) and Pfitzner-Eden's (2016) results 

indicating affective state/physiological arousal were least influential on TSE, this study found 

affective state/physiological arousal to be the second-most frequently occurring source of TSE 

across the data. Many of the affective state/physiological arousal occurrences stemmed from a 

subcategory source of negatively appraised information derived from the complexities of 

teaching. This confirms prior notions that teaching is perceived as complex and novice teachers 

require specific instruction and ways of learning (Darling-Hammond & McDonald, 2000; 

Feiman-Nemser, 2003). In concurrence with prior research results suggesting differences in the 

ways PSTs interpret affect and physiological information (Pfitzner-Eden, 2016), this study found 

that some PSTs were drawn to affective state/physiological arousal at higher frequencies of 

occurrence than other PSTs. This finding could suggest that some PSTs in the current study 
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interpreted teaching as complex and may have lacked the necessary support or training to enact 

teaching successfully (Ball & Cohen, 1999). It may also suggest the PSTs in the current study 

had less or no prior mastery experience compared with PSTs in prior research, and therefore 

were more prone to interpretations of affect and physiological arousal when forming TSE 

(Bandura, 1997).  

While prior research results have pointed to verbal persuasion as the highest source 

(Pfitzner-Eden, 2016) or predictor of PSTs’ TSE (Clark & Newberry, 2019), the current study 

found verbal persuasion to be the third-most frequently occurring overarching source across the 

data. Still, consistent with prior research results, the current study found verbal persuasions, both 

positive and negative, to be present in all PSTs’ data with at least one occurrence. This finding 

suggests, although the level of influence on TSE may be different individually, all PSTs’ TSE in 

the current study were influenced by a source of verbal persuasion. Further delineating this 

source, the current study found most verbal persuasions stemmed from the subcategory of 

mentor teachers. This finding differs from Pfitzner-Eden's (2016) results which suggested verbal 

persuasions came mostly from K-12 students. Reasoning for this difference could lie within the 

different developmental stages in terms of recognizing verbal persuasion/feedback of the PSTs 

being studied (Bjorndal, 2020; Larrivee, 2008), different commitment to goals acting as 

mediators of verbal persuasion among the PSTs (Hattie & Timperely, 2007), or the context of the 

clinical experiences and abilities for K-12 students to interact with PSTs. Further research would 

be needed to uncover if this difference is significant and if so, why it occurred. 

Additionally, this study found half the PSTs had at least one occurrence of other job 

stress as a source influencing TSE within their data, which gives some merit to Schwarzer & 

Hallum’s (2008) results regarding these types of stressors as mediators of TSE. It should be 
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noted that the frequency of this source was lowest among all sources for the study, however 

within this overarching category, edTPA was most frequently occurring. This finding was novel 

and may provide more information regarding the salience of sources as they are recalled via 

interviews given that few studies have provided frequency data to observe the influence of 

sources on TSE. Other reasoning for this finding could be the timing of the edTPA assessment 

for the EPP of interest in the current study while PSTs encountered their clinical student teaching 

experiences or the zeitgeist of the PSTs’ worlds as they completed their clinical experience 

during a global pandemic. More research is needed to further investigate this new source and its 

continued influence, if any, on PSTs’ TSE. 

Sources Informing PSTs’ TSE Differ by PST Profiles 

There are commonalities among the PSTs who share patterns for drawing upon certain 

sources of information to develop TSE in the experiences they reported having, in the ways they 

tended to interpret sources/information, and in their residual TSE levels as measured by the 

TSES. Four PST profiles emerged to represent the patterns among the types of sources certain 

PSTs indicated as influencing their TSE development during clinical experiences (Mastery 

Experiences and Confidence, Affectively Sensitive, Growth Mindset, and Mismatched 

Expectations). This finding is not surprising given Bandura’s (1989, 2008) description of SCT in 

which the learner and the environment mutually influence each other resulting in learners 

selecting and interpreting sources of influence in specific ways. While Davis et al. (2019) 

compared levels of TSE with PSTs’ age, hometown, and time, and Moalosi and Forcheh (2015) 

also compared TSE characteristics with TSE levels, these prior studies did not reveal what 

sources of information PSTs refer to when forming TSE. This study adds to the body of research 

by describing the nuanced sources and establishing that the sources of information PSTs draw 
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upon when developing their TSE differ by PST profiles. In other words, PSTs have distinct 

patterns for identifying relevant sources of information and interpreting those sources of 

information to influence their TSE development compared with their PST peers in the study.  

Mastery Experiences and Confidence. Consistent with prior research (Christopherson 

et al., 2016; Martins et al., 2015; Pfitzner-Eden, 2016; Schunk, 1989), through early experiences 

of success with teaching-related tasks, such as mastery experiences during student teaching or 

earlier teaching experiences in school settings, PSTs in the current study fitting the mastery 

experiences and confidence profile self-reported the highest levels of TSE. Differing from 

Tschannen-Moran and Woolfolk Hoy’s (2007) theorization that prior experiences do not predict 

TSE development, this study found prior mastery experiences or teaching-related experiences to 

be a commonality among PSTs with the highest levels of TSE.  

Mastery experiences have been linked to higher motivation and progress (Mayer, 1998, 

2010) resulting in an appearance of confidence. Although measuring confidence as a separate 

construct fell beyond the scope of the current study, the appearance of confidence was noted in 

raw interview data among PSTs who fit the Mastery Experiences and Confidence profile. 

Consistent with Bandura’s (1997), description of confidence being a strength of belief, the PSTs 

fitting this profile described strong positive TSE beliefs. They had the highest levels of self-

reported TSE in all domains measured by the TSES and maintained positively interpreted 

sources of TSE in their interviews. This finding is consistent with Tschannen-Moran and 

Woolfolk Hoy’s (1998) supposition on the cyclical nature of TSE; as individuals proceed with 

higher motivation and effort toward their goals, positive experiences may result and contribute to 

high self-efficacy in these domains (Tschannen-Moran & Woolfolk Hoy, 1998). Therefore, 

confidence, or the strength of their TSE, gained from prior successes feeds into their future 
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performances. However, failures, or negative mastery experiences, particularly if experienced 

before stable efficacy beliefs are embedded, can negatively impede the development of positive 

self-efficacy beliefs (Bandura, 1997).  

In line with prior research results (Christopherson, 2016; Poulou, 2007; Martins et al., 

2005; Pfitzner-Eden, 2016) PSTs who fit the mastery experience and confidence profile 

benefited from early or prior positive mastery experiences. Corroborating Bandura’s (1995) 

claims regarding efficacious individuals, the PSTs in this profile from the current study, having 

high TSE, were able to endure challenges within their clinical experiences and maintain positive 

beliefs in their TSE. The PSTs’ data within this profile also confirmed Bandura’s (1997) theory 

by indicating they were not as susceptible to negatively appraised affective state/physiological 

arousal when comparing their sources or frequency of sources with other PSTs in the current 

study. Consistent with Schunk’s (1989) work describing the protective component of early 

mastery experiences, although a PST in the current study fitting this profile unexpectedly faced 

the challenge of being an elementary education major student teaching in a high school setting, 

her TSE was unshaken. The PST had prior experiences in teaching before her clinical 

experience, she had a positive mastery experience during her first placement, and these carried 

over as protective factors to her TSE when she faced the high school challenge in her second 

placement.  

Consistent with Hattie and Timperely’s (2007) assertions, PSTs in the current study 

fitting the mastery experience profile gravitated toward critical feedback they perceived as 

positive verbal persuasion that confirmed their efficacious beliefs. The data also confirmed 

findings from Klassen and Durksen (2014) and Hoy (2001), showing that mentor teacher 

feedback is influential on TSE development. Yet, consistent with developmental trends for 
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novice teachers (Fuller, 1969), these PSTs were focused on student outcomes rather than focused 

on the approval of their supervisors or ruminating on self-doubts. These findings indicate that 

PSTs in this profile valued critical feedback however it was mostly interpreted as affirmation of 

their abilities, and they turned toward student reactions, engagement, and other related student 

outcomes as indicators of their performance levels.  

 Affectively Sensitive. Confirming Bandura’s (1997) assertion and Shen’s (2009) findings 

that individuals who lack mastery experiences and coping mechanisms are more likely to be 

influenced by affective state/physiological arousal, the PSTs fitting the affectively sensitive 

profile formed negative appraisals from affective and physiological sources. Being sensitive to 

their bodies’ signals in the forms of physiological arousal or affect, PSTs were in tune with what 

these messages implied about their performances. Consistent with Fredrickson (2001) and Shen 

(2009), the PSTs responded to their bodies’ signals by ascribing meanings to them which 

affected their ongoing reactions, affect, and physiological arousals. Like Frenzel’s (2014) 

assertion, the PSTs fitting this profile described multiple appraisals related to their potentials to 

cope, their behaviors toward goal attainment, and how they interpreted the importance of various 

goals related to their student teaching tasks. This may explain why PSTs shared stories of 

positive affect and negative affect at different points of the day during their clinical experiences.  

Additionally, this study found that some PSTs were more likely to experience negative 

affect than other PSTs. Consistent with Martins et al. (2015) results, PSTs fitting the affectively 

sensitive profile interpreted negative emotions linked with an absence of positive verbal 

encouragement from mentor teachers. This finding corroborates Feiman-Nemser's (2003) avowal 

that PSTs require strategic mentoring, and confirms the multidimensional nature and variations 

involved with teachers’ emotions (Frenzel et al., 2015). Situational factors, including the grade 
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level PSTs are teaching, who their mentor teachers are, and where they are teaching, play a role 

in PSTs’ appraisals of emotional arousal influences (Herman et al., 2018).  

Expanding Poulou’s (2007) assertion that personal characteristics (certain personality 

traits, capabilities, or skills) dictate TSE beliefs, the current study showed the PSTs in this profile 

shared other background/demographic and contextual commonalities that may have influenced 

their TSE. PSTs’ developmental trajectories, prior experiences with teaching, and the 

complexities of teaching may have skewed their interpretations of affect or physiological 

arousals.  

Confirming experts’ assertions that PSTs require intentional and authentic training and 

practice (Ball & Cohen, 1999; Darling-Hammond & McDonald, 2000), the PSTs who fit the 

affectively sensitive profile may have lacked early mastery experiences or strategic mentoring 

(Feiman-Nemser, 2003) within those experiences to be able to effectively enact the complex 

skills of teaching. The PSTs fitting the affectively sensitive profile had prior experiences in 

daycare, babysitting, and one reported having been a teaching assistant, however their results 

confirm Ball and Cohen’s (1999) and Christopherson et al.’s (2016) results suggesting that 

mastery experiences are beneficial to PSTs within specific structures/programs. Hammerness et 

al. (2005) describe the unique complexities of the teaching profession, ‘‘Teachers do many more 

things at once, with many more clients, assembled at one time, than do most other professionals’’ 

(p. 374). Researchers have focused on unraveling some complexities of enactment for novice 

teachers by developing teacher education programs that break down high-leverage practices and 

engage in reflective processes before, during, and after being in the authentic contexts for 

practicing these skills (Ball & Cohen, 1999).  
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A distinct pattern observed with the PSTs who fit the affectively sensitive profile was 

sourcing information from their own performances (i.e., negative verbal persuasion or lack of 

verbal persuasion from mentor teachers and other teachers) rather than student behaviors or 

student engagement. This pattern fits developmental trajectories for teacher development first 

described by Fuller (1969). Novice teachers begin by focusing on themselves and their teaching, 

later transitioning their focus to student outcomes (Fuller, 1969). In this beginning stage, PSTs 

may be seeking approval from mentor teachers or the university supervisors rather than focusing 

on student learning or curriculum design. Further, these PSTs were still developing as reflective 

practitioners, lacking the skills to reflect in and on their actions of teaching (Schön, 1983). Instep 

with Larrivee’s (2008) description of how PSTs develop critical reflection, these PSTs were 

focused on whether they were doing things correctly rather than if they were doing the right 

things for students. In this way, the affectively sensitive PSTs were like early-stage novice 

teachers. They were influenced by information pertaining to opinions of their own performances 

rather than evaluating how their students were learning.  

 Growth Mindset. The beliefs this PST profile brought to the clinical experience 

positively overshadowed any negative incidents that occurred. Prior teaching-related 

experiences, which were reportedly not existent, were not a contributing factor with this profile’s 

TSE, instead an overarching belief system governed the interaction with sources of TSE 

development. Consistent with Dweck’s (2006) work, when the growth mindset PSTs received 

constructive feedback, they received it with positive appraisals. They believed in accepting 

guidance from their university supervisors and mentors and believed in their own abilities to 

improve and be successful.  
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PST data fitting the growth mindset profile confirmed Pajares’ (1992) work describing 

the clusters of beliefs PSTs form as being connected to their overall attitudes around larger 

issues. From these beliefs, PSTs have values that serve as filters for information which guide 

their future behaviors (Pajares, 1992). Looking at PST interview data fitting this profile, their 

beliefs about larger issues filtered negative events that occurred during their clinical experiences. 

PSTs’ data fitting this profile had more positive than negative appraisals of sources and drew 

upon all sources of TSE beliefs, yet mastery experiences from student behaviors and engagement 

and verbal persuasion from university supervisors were among the most frequently occurring 

sources.  

In line with Poulou’s (2007) results, the findings from the current study showed a 

personality trait, consistent with growth mindset, to be a powerful dictator of TSE beliefs. Like 

Morris and Usher’s (2011) results, the data from the growth mindset PST profile continued to 

display effort and persistence toward goals and remained optimistic (Bandura, 1995) even when 

faced with difficult classroom management situations. This finding adds to Larrivee’s (2008) and 

Bjorndal’s (2020) work on critical reflection in that this study identifies a PST profile with 

certain beliefs that displays the tendency to be reflective and consistently focused on student 

outcomes and self-improvement.  

 Mismatched Expectations. PSTs with the mismatched expectations profile drew upon 

failure experiences, or negative mastery experiences, verbal persuasion (mostly interpreted as 

negative from mentor teachers) and negative student engagement when gauging their own TSE. 

Given that PSTs with the mismatched expectations profile also reported low TSES scores and 

attended to sources of negative verbal persuasion, this finding from the present study was 

consistent with Hattie and Timperely’s (2007) research indicating low self-efficacious students 
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may perceive negative feedback as confirming their deficiencies. Furthermore, they reported 

little to no structured prior experience in school settings before student teaching and the sources 

that influenced their TSE confirmed Bandura’s (1997) contention that failure experiences can 

dissolve the influence of positive verbal persuasion, particularly for individuals who have not 

solidified positive self-efficacy beliefs through mastery experiences prior to failure. This finding 

is corroborated by the current study’s data showing the mismatched expectations profile had the 

lowest occurrences of vicarious experiences, and similar to Poulou’s (2007) results, these PSTs 

may have had few instances of effective modeling or opportunities to learn through observation, 

possibly due to their mentor teachers’ style of leadership/coaching.  

Similar to Buehl and Fives’ (2009) results, these PSTs noted sources outside of 

Bandura’s (1977) efficacy sources influencing their TSE. Adding to Schwarzer & Hallum’s 

(2008) claims, all PSTs with the mismatched expectations profile noted other job stress as 

influencing their TSE. It may have been a relevant factor that all of the PSTs fitting this profile 

were pursuing a secondary education teaching degree and were therefore more susceptible to the 

differences between programs, or perceived lack of vision coherence, at the EPP.  

PST data fitting the mismatched expectations profile confirms prior study results 

regarding PSTs’ self-serving bias (Pajares, 1992; Posner et al., 1982). When preconceptions are 

strong and deep, individuals are more likely to assimilate rather than accommodate new 

information (Pajares, 1992; Posner et al., 1982). PSTs and mentor teachers may 

compartmentalize their conceptions to prevent them from conflicting with their deeply held 

beliefs. For example, although her mentor teacher expressed a disconfirming belief that Anne 

was not prepared to teach, Anne held fast to her belief that clinical experience was a place for 

continued learning and she was not meant to be fully prepared yet. Anne and her mentor teacher 
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had different ideas, or mismatched expectations, about the purpose of clinical student teaching 

experience. Adam faced similar misalignment when looking to his mentor teacher for guidance. 

He shared how his mentor teacher gave him full reign and responsibility of the classroom 

immediately with no assistance. According to Adam, the mentor teacher was mirroring the 

student teacher-mentor teacher relationship he had endured when he was in training. Still, Adam 

expected a mentor teacher to offer guidance, share lesson plans, and gradually release 

responsibilities of the classroom to him. The misalignment between PSTs and their mentor 

teachers’ beliefs induced self-doubts and lower TSE.  

While measuring PST effectiveness or performance fell beyond the scope of the current 

study, this finding may contradict Wheatley’s (2005) assertion that PSTs benefit from self-

doubts or lower TSE because it can foster conceptual change or a need for improvement. The 

results of this study showed some PSTs held firmly to their conceptions and did not offer 

comments indicative of motivation to change induced by self-doubts. The mismatch of 

expectations between PSTs and their mentor teachers left PSTs with negative appraisals and 

lower TSE.  

Implications for EPPs 

It is well-established that PSTs’ educational philosophies are shaped by their years of 

experience as pupils in classrooms (Lortie, 1975). PSTs’ educational philosophies serve as filters 

through which they sift new learning and the new experiences which they encounter within their 

EPPs and clinical experiences (Pajares, 1992). To overcome preconceptions and misconceptions 

and allow for conceptual change, PSTs’ existing beliefs must be engaged and challenged 

(Feiman-Nemser, 2001; Pajares, 1992). Failure to address PSTs’ preconceptions may result in 

the rejection of new concepts or reversion to antiquated and ineffectual teaching practices 
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(Pajares, 1992, p.328). A common method for EPPs of exposing PSTs to authentic teaching tasks 

and engaging their preconceptions is to submerge PSTs in clinical experiences.  However, the 

ways in which PSTs approach opportunities for new learning, conceptual change, or challenges 

differ by person. PSTs’ beliefs exist as clusters around events or situations which are connected 

to their attitudes about larger issues such as human nature (Pajares, 1992). These beliefs form the 

values that guide PSTs’ as they interpret information which signals their future behaviors and 

levels of perseverance (Bandura, 2018).  

A broad implication of the present research, which can be applied to the field of teacher 

preparation and implemented across EPPs, is the concept that PSTs are differentially influenced 

to have higher or lower TSE depending on their experiences and how they interpret information 

influencing the development of TSE. As seen in the PST profiles described in Finding Three 

above, PSTs may gravitate toward certain sources of information, have tendencies to appraise 

information as negative or positive, and therefore are more likely to develop TSE accordingly. 

Understanding the commonalities of these profiles helps us to identify the skills and experiences 

of PSTs who attended to and interpreted sources in ways that resulted in more positive TSE 

development. Awareness of this important, yet broad, implication places power back into the 

hands of the individuals forming programs within EPPs.  

While EPPs cannot select or individually assess the personality or demographic factors of 

PSTs who enter teacher preparation programs, individuals facilitating EPPs can encourage and 

facilitate growth in professional and relevant teaching skills thereby creating fertile grounds for 

high TSE development. EPPs can provide training for PSTs on effective reflective practices, 

accepting and interpreting constructive feedback, and successful collaboration techniques. EPPs 

can offer mentor teachers professional development on providing effective feedback, scaffolding 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 211 
 

   
 

mentees, and ensure the vision for clinical experiences is understood and shared. Yet the reality 

that PSTs enter EPPs with their own preconceptions of teaching remains a salient fact. To engage 

PSTs' preconceptions, address their expectations, and guide them toward success as teachers, 

EPPs can tailor programming decisions by considering implications from the present research. 

Four specific implications could foster actionable changes within EPPs and improve TSE 

outcomes for PSTs. These implications are early mastery experiences, aligned expectations, 

vicarious experiences with shared resources, and effective feedback (Table 7). Below, I detail 

each implication as it pertains to future actions for EPPs. 

Table 7  
Implications for EPPs   
PST Profiles                               Implication Practical Application 
Affectively Sensitive, 
Mastery Experience and 
Confidence 

Early Mastery Experience   •      How EPPs design their 
programs  

•      P-12 partnerships 
•       Collaborations between 

university & high school 
programs  

Mismatched Expectations Aligned Expectations   
   

•       How EPPs design their 
programs  

•       Shared vision for clinical 
experiences across the EPP 
& partnering schools  

•       Training mentor teachers, 
university supervisors, & 
PSTs about the purpose of 
clinical experiences  

Mastery Experience and 
Confidence, 
Mismatched Expectations 

Vicarious Experiences with 
Shared Resources 

•      How EPPs train mentor 
teachers to model & share 
pedagogical strategies, 
materials, & resources 

Growth Mindset, 
Affectively Sensitive 

Effective Feedback   
   

•      How EPPs prepare PSTs to 
receive feedback 

•       How EPPs train mentor 
teachers & university 
supervisors to provide 
effective & critical feedback 
(Recapping, Cognitive & 
Coping Models) 
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Early Mastery Experiences 

EPPs can foster positive levels of TSE development by ensuring PSTs have early mastery 

experiences in teaching-related domains. The PSTs with the highest TSE levels in the present 

study reported positive mastery experiences most frequently as an influential source on their TSE 

in clinical experiences. Data from the current study showed PSTs who lacked positive mastery 

experiences were more likely to attend to affective state/physiological arousal and form negative 

interpretations of sources influencing their TSE. Furthermore, PSTs lacking mastery experiences 

were drawn to interpreting negative verbal feedback about their own performances and were less 

likely to attend to student outcomes as sources of their TSE development. PSTs with mastery 

experiences resulting in higher levels of TSE have been shown to have more resilience, positive 

teaching characteristics, job satisfaction, and yield positive student outcomes (Christopherson et 

al., 2016; Fuchs et al., 1988; Garcia, 2004; Pajares, 1996). If promoted, increasing TSE could 

lead to a reduction in teacher attrition rates (Ingersoll & Smith 2004).  

 Consistent with Schunk’s (1989) claim that early mastery experiences can guard against 

the negative effects of challenges and subsequent failure experiences, the findings from the 

present study showed that PSTs’ positive clinical experiences acted as protective factors against 

negative influences and other job stress when they faced new challenges during their clinical 

experiences while developing their TSE. Bandura’s SCT asserts that early formative, or mastery 

experiences, within a similar domain, are highly influential on the development of efficacy 

beliefs (1997). Although present in most but not all the current study’s PST data yet affirming 

prior literature’s claims that mastery experiences are highly influential on TSE (Christopherson 

et al., 2016; Mullholand & Wallace, 2001), mastery experiences were found to be the most 
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frequently occurring source of TSE information across the data in the current study, although 

some of these were appraised negatively. The findings from the present study echo Bandura’s 

(1977) theory and the findings of prior research (e.g., Christopherson et al., 2016) around the 

importance of early mastery experiences.  

Tschannen-Moran et al. (1998) found the best predictor of increased self-efficacy beliefs 

is high confidence levels early in experiences. Yet, EPPs must be cautious in the creation of 

these early experiences. Ball and Cohen (1999) found situated learning for PSTs may be “too 

authentic” creating a difficult and overwhelming environment for PSTs to learn the intricacies of 

teaching (p.14). Aligned with this research, in the present study, several PSTs reported negative 

mastery experiences, or failure experiences, occurring that resulted in lowered levels of TSE. 

Although the realities of teaching are that it is a complex process (Hammerness et al., 2005) with 

decisions made by the minute, novice teachers require practice to manage the complexities of 

teaching in authentic situations (Feiman-Nemser, 2003). Assuring PSTs have higher confidence 

levels by partaking in successful teaching practices early in the EPP or through a collaboration of 

university and high school experiences (e.g., cadet teaching, advanced placement [AP] courses 

with clinical experiences), PSTs will be better suited for high TSE later in the EPP and into their 

careers.  

Aligned Expectations 

To foster the development of PSTs as life-long learners and avoid mismatched 

expectations, EPPs must create aligned expectations by developing a cohesive vision or 

clarifying the purpose of acquiring knowledge and skills in their teaching programs and 

providing realistic expectations about ongoing learning that will occur, especially as PSTs and 

novice teachers enter authentic teaching experiences (Feiman-Nemser, 2003). PSTs with the 
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mismatched expectations profile in the current study faced situations where their beliefs did not 

align with the beliefs of their mentor teachers. These discrepancies resulted in lowered TSE 

levels and self-doubts for the PSTs. Although the complexities of teaching are well-established 

(Hammerness et al., 2015) and most teachers will agree that acquiring new skills and knowledge 

for practice is an ongoing trend in their profession (Darling-Hammond & Bransford, 2005), 

preparing novice teachers to develop a base for being reflexive, life-long learners takes intention 

and shared vision, and mentor teachers differ when it comes to supporting PSTs in the 

acquisition of knowledge and skills and the implementation of teaching practices in clinical 

experiences (Feiman-Nemser, 2003). In other words, while some mentor teachers may be the 

ultimate warehouses of expert knowledge and skills in teaching, they may lack the understanding 

or ability to break down complex teaching tasks for PSTs. Even mentor teachers who display a 

more adaptable, open conception of their own expertise may struggle to realize that PSTs require 

specific instruction and mentoring. 

In addition to their varied skills for breaking down the components of teaching tasks for 

PSTs, mentor teachers differ in the ways they anticipate PSTs’ level upon entering their clinical 

student teaching experiences. Some mentor teachers expect PSTs to possess all the necessary 

knowledge and skills to successfully teach, while other mentors may recognize that EPP 

curriculum is only the beginning of lifelong learning in this profession and the PST will need the 

mentor’s strategic support (Feiman-Nemser, 2003). At the same time, PSTs may enter these 

experiences believing it is acceptable to require support and seek guidance, or they may feel 

intimidated to reveal that they have questions or need help. These mismatched expectations 

command the ways mentor teachers approach PSTs’ needs and perceived deficits during clinical 
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student teaching experiences. They also contribute to PSTs’ willingness to seek needed 

mentoring and their constructive reception to critical feedback (Bjorndal, 2020).  

A cohesive vision across an EPP (Darling-Hammond & Bransford, 2005), must include 

the expectations for clinical experiences particularly when considering their partnerships with P-

12 schools and mentor teachers. Ideally, EPPs will construct program visions that help PSTs 

connect what they are teaching with how they should teach and what is learned to be able to 

“think like a teacher” (Darling-Hammond & Bransford, 2005). In turn, with strategic mentoring, 

PSTs will be able to connect these values and goals to concrete classroom practices and construct 

a normative basis for developing and assessing their own teaching and student learning (Feiman-

Nemser, 2003). By making the intention of clinical experiences clear to PSTs, partnering 

schools, and mentor teachers alike, an alignment or learning community could be formed rather 

than mismatched expectations.  

Vicarious Experiences with Shared Resources 

EPPs can foster positive TSE for PSTs by training mentor teachers to provide scaffolded 

support by sharing materials, resources, and by demonstrating teaching skills thereby creating 

vicarious experiences for PSTs during clinical student teaching experiences. Vicarious 

experiences were one of the lowest frequency sources occurring in the current study, and 

particularly for those in the mismatched expectations profile, yet this is a source of TSE that 

could be tapped. Although prior research has not definitively shown the vicarious influence of 

mentor teachers on PSTs’ TSE development (Morris et al., 2017), leaving this source of 

influence on TSE unchartered, Bandura (1986) explained creativity blooms from synthesizing 

existing knowledge structures into novel ways of thinking or new ways of doing things.  
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Corroborating Bandura’s (1986) claim, PSTs in the current study described positive 

appraisals and TSE when mentor teachers shared resources with them. PSTs fitting the mastery 

experiences and confidence profile described access to their mentor teachers’ materials and 

having examples of lesson plans to begin their clinical experiences. Furthermore, nearly all the 

PSTs in the present study mentioned positive affect and expressed their TSE was benefitted 

when scaffolded support in the form of mentor text or observational examples were presented 

such as: lesson or assessment examples, watching their mentor teachers interact with pupils, 

watching mentor teachers navigate classroom management situations, or observing university 

supervisors interacting with K-12 students.  

While influential models are often those deemed as like the observer, Bandura (1997) 

indicates that learners will regard information from models they consider competent, prestigious, 

and powerful. Mentor teachers have the social ranking to be effective models for PSTs. By 

providing effective modeling, mentors can promote creativity among PSTs. Mentors who 

determine that providing scaffolds or modeling too much for their PSTs will lead to replication 

rather than creativity in teaching may be incorrect (Bandura, 1986). Seasoned teachers, or 

mentors, may have developed successful systems for approaching the complexities of teaching 

and challenges of enactment. PSTs must learn to be adaptive and have the cognitive flexibility to 

adjust to the many demands of their profession and daily tasks from moment-to-moment 

(Darling-Hammond & Bransford, 2005). PSTs do not have the time or energy to “reinvent the 

wheel” in all facets of teaching. Instead, PSTs need a successful framework to begin with to then 

select advantageous components and improve upon those elements (Ball & Cohen, 1999). PSTs 

can synthesize successful teaching strategies, classroom management techniques, management 

systems, and more into new forms and tailor them for their specific classroom needs.  
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Effective Feedback 

EPPs can positively encourage the development of PSTs’ TSE by training mentor 

teachers and university supervisors to provide effective feedback and by preparing PSTs to 

receive critical feedback constructively (Bjorndal, 2020). In the present study, PSTs mentioned 

recapping (a verbal form of persuasion and modeling) and critical feedback as positive sources of 

TSE that helped them believe in their abilities to successfully perform the tasks of teaching. 

Consistent with Klassen and Durksen (2014) and Hoy (2001), mentor teacher feedback was a 

powerful influence on many of the PSTs’ TSE development in the present study.  

Consistent with Bandura (1977), the ways PSTs positively or negatively appraised or 

valued critical feedback depended on their perceptions of the mentor teachers and their 

relationships with those mentors. PSTs in the mismatched expectations profile of the current 

study reported data that showed frequent occurrences of verbal persuasion as a source of their 

TSE, however, much of this source was negatively appraised. This means the PSTs felt the 

verbal interaction with the stem of this source (e.g., mentor teacher, university supervisor) 

decreased their beliefs in their abilities to be successful in some aspect of teaching. Bandura 

(1977) described effective models as individuals the learner perceives as capable, credible, and 

trustworthy. If mentor teachers hope to share pedagogical practices and provide influential and 

effective feedback to their PSTs, they will need to be seen as effective models when providing 

feedback. 

When mentors verbalize their reasoning for adjusting teaching strategies and other 

teaching-related decisions, commonly known as cognitive modeling (Bandura, 2001), PSTs’ 

cognitive skills can be promoted. Like Rosenthal and Zimmerman’s (1972) work showing that 

verbal modeling promotes cognitive skills as models share their reasoning in problem-solving 
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activities, mentors can boost the ability of PSTs to approach the problem of enacting teaching 

strategies effectively by taking time to verbalize their reasoning. Additionally, to be effective 

models for coping, mentors should be open about their processes of overcoming mistakes or 

failures (Schunk, 1987). In the case of difficulties, or perceived failures in teaching, PSTs benefit 

from hearing mentors discuss how they recovered from their errors and used these learning 

experiences to improve specific parts of their teaching and motivate themselves. Observing 

models as they move forward through failures to the point of success, thereby becoming coping 

models, can be more influential on a PST’s confidence than observing a mastery model who 

purports to never encounter mistakes or failures (Schunk, 1987). In several of the interviews 

across the current study, PSTs referred to the process of mentors verbalizing their reasoning with 

them as “recapping.” Whether recapping is occurring after a mentor teaches the class or after the 

PST teaches a class with the mentor observing, the PST can still benefit from hearing the mentor 

teacher’s reasonings and processing through relevant information, alternative solutions, likely 

outcomes associated with solutions, and the best way to implement newly chosen solutions. 

PSTs must also be primed to receive critical feedback. In the current study, PSTs with the 

mastery experience and confidence profile and PST data fitting the growth mindset profile 

reported data indicating positive verbal persuasion from mentor teachers and university 

supervisors influenced their TSE. In other words, these PSTs interpreted the feedback they 

received with positive appraisals. Bjorndal (2020) stressed the importance of adopting a self-

reflective, progressive face. This self-reflective face, or way of presenting oneself, helps PSTs to 

view critical feedback competently and cultivates professional development. Similarly, Shulman 

and Shulman (2004) explained reflection is the most important dimension of attributes that 

competent teachers will develop. From these experts, we can see that PSTs may choose to 
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perceive critical feedback in positive or negative terms. Additionally, mentor teachers can 

facilitate that positive perception by creating a welcoming environment with clarity about their 

goals, modeling good practices, and routinely offering structured reflection for PSTs (Collins et 

al., 1991). 

Delimitations and Limitations 

The current study set forth with deliberate choices and boundaries in selecting a cross-

sectional, transcendental phenomenological approach. In doing so, the study contributes 

important findings and actionable implications for the field of teacher preparation. Delimitations 

include the intentional design for selecting participants and their rapport with me, the cross-

sectional design, as well as the person-centered data sources evoking participants’ voices. 

Limitations may include participant diversity, singular time point, and accuracy of memories.  In 

this section, delimitations are defined followed by limitations of the study.  

Delimitations 

 The participants of the current study were purposively selected to meet specific criteria and 

intentionally kept to a minimum number for ideal descriptive reporting. The participants from the 

current study collectively embody a small sample size and may have characteristics or 

experiences causing them to differ from other populations of PSTs. Yet, the small number of 

participants allowed for deep and careful review of each participants’ data providing the rich 

rigor that contributes to this being a quality study (Tracy, 2010). Consistent with the purposive 

style of sampling commonly aligned with phenomenological research philosophy, the current 

study was not intent on seeking generalizability through sampling methods, rather it intentionally 

selected participants who could provide rich, relevant data on the topic of study (Yin, 2016). A 

larger, random sampling of participants would make this depth of analysis impractical. 
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 Participants were given the option to participate in this study at-will with no incentives. 

Along this notion, I served as an instructor to these participants for several years prior to the time 

of the research study. Therefore, although they were no longer students nor were they offered 

any incentive for participation, the participants may have perceived a rapport with me and 

therefore were more likely to participate in the study. Additionally, my insider knowledge of the 

study’s context allowed for rich, thick description of the EPPs’ structure and participants’ 

experiences. Given purposeful convenience sampling, participants’ data were carefully analyzed 

allowing nuanced sources of information to be revealed as influencers on TSE development. 

Additionally, I practiced researcher sincerity with epoche and self-reflexivity on my own 

subjective values and potential biases, and I provided transparency throughout reporting on 

methods, analysis, and findings (Tracy, 2010). Member checks and external auditing were also 

provided as a way of guarding against potential researcher bias and establishing credibility in the 

processes of collecting and analyzing data (AERA, 2006; Tracy, 2010). 

The responses in the current study reveal the voices of the participants and the essence of 

their lived experiences developing TSE and enduring clinical experiences as preservice teachers. 

Given these participants may be perceived to have less power than their mentor teachers, 

university supervisors, or their university teachers it is important to honor their views of truth 

from an advocacy perspective. Intentionally bracketing my own preconceptions and experiences, 

the responses collected are participants’ viewpoints, consistent with the spirit of transcendental 

phenomenological research. Additionally, through self-reporting data sources and use of In Vivo 

coding for data analysis, the participants’ words described how they formed TSE during clinical 

experiences. 
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Limitations 

As with all research, this study faced limitations. There was no racial diversity among the 

participants of the study given that all participants of the study reported as being Caucasian. 

Therefore, this study was unable to report the meaning of the lived experiences of PSTs from 

diverse racial backgrounds experiencing the development of TSE during their clinical student 

teaching experiences. However, the participants of the study’s demographic factors are closely 

matched with current descriptions of majority of PSTs in the United States (Policy and Programs 

Studies Service, 2016).  

Participants were surveyed and interviewed at one time-point and asked to reflect across 

several months of clinical experiences. The accuracy of their memories and selection of what to 

report may be limitations to the data collected. Considering the zeitgeist of the participants’ 

world during their student teaching, the PSTs’ experiences with other job stress may have been 

exacerbated by the reactions to a global pandemic and therefore different from PSTs completing 

student teaching in a different period. However, by using a cross-sectional approach, I was able 

to employ artifact-elicited semi-structured interviews. These interviews provided participants 

with the opportunities to select and bring to the interviews two of their own artifacts from their 

first and second clinical experience placements. Like the use of artifacts in episodic narrative 

interviews (Andrews et al., 2013) artifact elicitation prompts bounded stories of phenomenon by 

prompting participants to recall specific moments or events of importance to the topic. These 

artifacts served as tangible memory cues, assisting PSTs in identifying points of resonance 

within their TSE development, and guided PSTs in their responses to semi-structured interview 

probes. With this method, the essence of PSTs’ lived experiences developing TSE were able to 

be shared without an overly wide scope or attempts to reflect while being in the moment during 
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clinical experiences. The cross-sectional approach combined with artifact-elicitation answered a 

call for needed qualitative and person-centered research (Henson, 2002) and provided access to 

the sources influencing PSTs’ TSE development and insight into the meanings they ascribed 

from these sources and events. Further, PSTs were able to openly reflect on their overall 

experience and their TSE development in retrospect with artifacts to spark their memories of 

episodes rather than being amid TSE development. Moreover, the cross-sectional design aligned 

with the current study’s interest in a worthy topic (Tracy, 2010) of how PSTs developed TSE 

with specific sources rather than comparing variables or TSE growth over time as has been 

exhausted in prior studies (Morris et al., 2017). 

Directions for Future Research  

The current study fills a gap in extant literature by shedding light on the demographic and 

contextual factors of PSTs that contribute to TSE development, along with revealing important 

events in individuals’ lives (i.e., the influencing sources) and the unique ways (positive or 

negative appraisals) that individuals reflect on their experiences (Buehl & Fives, 2009; Morris et 

al., 2017, p.823). As a result of the current study, nuanced sources of information influencing the 

development of TSE among PSTs during their clinical experiences and the differentiated ways 

PSTs develop TSE were detailed. The findings add to the body of literature by providing EPPs 

with implications for training and clinical experiences that foster high TSE among their PSTs, 

yet questions remain and will require further inquiry.  

An important contribution of this study was the rich rigor and detailed descriptions of 

participant characteristics and the EPP program structure. This was valuable as prior studies have 

been largely quantitative (Morris et al., 2017) and prior research has called for a qualitative 

design providing detailed analysis of program and participant descriptions with a focus on 
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sources of TSE and their meanings to better understand underlying factors involved in the 

development of TSE (Henson, 2002; Usher & Pajares, 2008). However, a follow-up study using 

a similar interview approach but with a statistically larger collection of participants could 

provide an opportunity to quantitatively investigate the evidence of patterns among PSTs 

selecting information to influence their developing TSE.  

Another important contribution of the current study was the emergence of other job stress 

as an additional source influencing the development of PSTs’ TSE. Although the PSTs’ 

experiences with other job stress may have been exacerbated by the zeitgeist of a global 

pandemic and therefore different from PSTs completing student teaching in a different period, 

future studies may examine the continued relationship of other job stress with PSTs’ TSE. Future 

studies may investigate the presence and frequency of this source as an influence on PSTs’ TSE 

to corroborate these findings or to determine any influence or relationship between types of other 

job stress and PSTs’ TSE development during student teaching.  

An interesting revelation occurred when several PSTs in the current study described their 

student teaching placement locations during interviews and similarities within their locations as 

well as subjective experiences were observed. While it became apparent that several PSTs were 

placed in the same clinical experience locations, environmental factors for the clinical experience 

setting information exceeded the scope of the current study’s data collection and research goals. 

Therefore, clinical experience settings as a possible source of influence on TSE may have been 

depressed by the lack of data collected regarding PSTs’ placements in the current study. Future 

researchers may investigate the function of clinical experience environmental factors in the 

development of TSE among PSTs. Future studies may consider how specific factors such as the 

school size (e.g., student population, or student: teacher ratio) affect the PSTs’ appraisals of 
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positive or negative influences on TSE in general, or the alignment of PSTs’ expectations with 

their mentor teachers’ expectations and mentors’ styles of release across different environmental 

factors of school settings.  

Finally, the current study provided insight through a cross-sectional qualitative study 

approach regarding the ways PSTs develop TSE during clinical experiences. This was significant 

because self-efficacy beliefs form early and are said to become stable beliefs (Bandura, 1997; 

Pajares, 1992) and teachers with high self-efficacy have positive teaching characteristics and 

student outcomes (Garcia, 2004). These beliefs direct the motivation and actions of teachers and 

therefore may positively or negatively impact the outcomes of their future pupils (Garcia, 2004). 

Future research may take an interest in a longitudinal follow-up study with this same group of 

participants. This type of study could bring deeper insight into the long-term effects of 

developing TSE and what sources of information beginning teachers deem as influential to their 

ongoing TSE development and if there are differences among the contexts of those teachers. 

Since prior research has determined that TSE drops after the first year of teaching (Swan et al., 

2011; Hoy & Spero, 2005), a longitudinal study going beyond the first year of teaching with a 

focus on the sources of TSE could reveal essential information that K-12 schools and 

administrators could utilize to improve the TSE development of beginning in-service teachers.  

Conclusion 

Student teaching is the typical final capstone for EPPs preparing teachers toward their 

careers in education and is viewed by many as the pinnacle and necessary component of teacher 

preparation (American Association of Colleges for Teacher Education [AACTE], 2010; Darling-

Hammond, 2006; Leung et al., 2013). During clinical student teaching experiences, PSTs spend 

hours observing, practicing, and engaging in reflection on their own abilities to successfully 
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implement the practices of teaching (Pendergast et al., 2011). While the need for effective 

teachers who have the resilience to remain in their profession continues to grow with fewer 

individuals enrolling in teacher education programs (Sutcher et al., 2019), resolving the 

mysteries of PSTs’ TSE development is a continued area of research interest.  

This study honored the PSTs’ perspectives and portrayed their experiences with 

influences as they led to the development of TSE by imparting the participants’ own words. 

Focused on the specific sources of information and the types of PSTs likely to draw upon these 

specific sources of information when forming their TSE during clinical student teaching 

experiences, the current study isolated three findings and three implications that EPPs may put 

into action to improve self-efficacious outcomes for PSTs and in turn, create positive educational 

experience for future pupils.  

While findings from this qualitative study are not generalizable to all PSTs experiencing 

the development of TSE, it provides a closer look at the specific sources of information 

influencing TSE development (Henson, 2002), reveals nuanced sources (positive and negative 

appraisals of the sources), an additional source of information (other job stress), and 

demonstrates patterns in the ways PSTs interpret sources compared with their lived experiences 

and backgrounds (PST profiles). EPP program details and participant details were transparently 

and thoroughly described to provide future researchers and practitioners context for these 

findings and making their own generalizations. Limitations of the current study were openly 

addressed, and avenues for future research were suggested as the current findings give rise to 

‘other job stress’ as a new category of information influencing the development of TSE among 

PSTs.  



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 226 
 

   
 

Deepening our understanding of the development of PSTs’ TSE is critical given that TSE 

is linked with teacher instructional practices and pupil outcomes (Cantrell et al., 2013; 

Tschannen-Moran & Woolfolk-Hoy, 2001). Specifically identifying the nuanced sources of 

information influencing the development of PSTs’ TSE during clinical student teaching 

experiences and how these differ among PSTs should inform future EPP practices in the ways 

EPPs mentor, partner with community schools, deliver content, and structure clinical experiences 

for PSTs. The results of this research also indicate the need for continued inquiry into this line of 

investigation.  
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APPENDIX A 

ONLINE SURVEY 

What is your age?  

17-19 20-22 23-25 26-30 over 30  

first name, and first initial of your last name (ex: Mistie P.) answers WILL remain confidential  

To which gender do you most identify? Male; Female; Transgender male; Transgender female; 
Other  

With which racial or ethnic category do you identify? African American or Black Asian/Asian; 
American Latino/Hispanic; Caucasian/White Native Hawaiian or Other Pacific islander; 
American Indian or Alaska Native; 
Prefer not to Respond; 
Two or More of the Above  

How would you describe the income level of your family/home (e.g., where you grew up)? 
Below poverty level, poverty level, middle-class, upper middle-class, upper-class 

What is the highest grade level completed by your mother/female guardian who raised you? 

1-8 years, 9-11 years, high school diploma, GED, 14 years/associate’s degree, 16 
years/bachelor’s degree, master’s degree, doctoral degree, N/A 

What is the highest grade level completed by your father/male guardian who raised you? 

1-8 years, 9-11 years, high school diploma, GED, 14 years/associate’s degree, 16 
years/bachelor’s degree, master’s degree, doctoral degree, N/A 

Growing up, how many families lived in your home at one time (continually)? 

1, 2, 3 or more 

What was your undergraduate major? Elementary Education; Secondary Education; None of the 
above  

If you were a Secondary Education major, what is your concentration? (If applicable) type NA if 
no concentration or you are not a secondary education major 

Before student teaching, how experienced were you with teaching?  (Select all that apply) 
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I was a cadet teacher in high school; I worked as a teaching assistant/classroom 
helper/instructional assistant/paraprofessional; I worked at a daycare; I babysat for children other 
than family; I substitute taught in schools; I never volunteered in schools; I never had a teaching-
related job; clinical experiences in my university program (e.g., practicum, student teaching) 
were my only teaching experiences before student teaching 

How difficult was your student teaching assignment? Very difficult; difficult, somewhat 
difficult, not difficult 

What % of students were on free or reduced lunches in your first student teaching placement? 
10% or less, about 25%, around 50%, more than half 

What % of students were on free or reduced lunches in your second student teaching placement? 
10% or less, about 25%, around 50%, more than half 

 What level of support was available to you during your student teaching experiences from: 

Administration: A great deal, average/adequate, minimal 

Colleagues: A great deal, average/adequate, minimal 

Parents: A great deal, average/adequate, minimal 

Community A great deal, average/adequate, minimal 

How would you describe the quality of teaching resources at your first student teaching 
placement? Excellent, good, fair, poor 

How would you describe the quality of teaching resources at your second student teaching 
placement? Excellent, good, fair, poor 

  



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 252 
 

   
 

APPENDIX B 

TSES-SHORT FORM QUESTIONNAIRE 

This questionnaire is designed to help us gain a better understanding of the kinds of things 
that create challenges for teachers. Your answers are confidential.  

Directions: Please indicate your opinion about each of the questions below by marking any 
one of the nine responses in the columns on the right side, ranging from “None at all” to “A 
Great Deal” as each represents a degree on the continuum. Please respond to each of the 
questions by considering the combination of your current ability, resources, and 
opportunity to do each of the following in your present position.  

How much can you do to motivate students who show low interest in school work? None at all, 
Between These, Very Little, Between These, Some, Between These, Quite A Bit, Between 
These, A Great Deal 

How much can you do to help your students value learning? 
None at all, Between These, Very Little, Between These, Some, Between These, Quite A Bit, 
Between These, A Great Deal 

How much can you do to get students to believe they can do well in school? None at all, 
Between These, Very Little, Between These, Some, Between These, Quite A Bit, Between 
These, A Great Deal 

How much can you assist families in helping their children do well in school? None at all, 
Between These, Very Little, Between These, Some, Between These, Quite A Bit, Between 
These, A Great Deal 

To what extent can you craft good questions for your students? None at all, Between These, Very 
Little, Between These, Some, Between These, Quite A Bit, Between These, A Great Deal 

To what extent can you use a variety of assessment strategies? 
None at all, Between These, Very Little, Between These, Some, Between These, Quite A Bit, 
Between These, A Great Deal 

To what extent can you provide an alternative explanation or example when students are 
confused? None at all, Between These, Very Little, Between These, Some, Between These, 
Quite A Bit, Between These, A Great Deal 

How well can you implement alternative teaching strategies in your classroom? None at all, 
Between These, Very Little, Between These, Some, Between These, Quite A Bit, Between 
These, A Great Deal 
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How much can you do to control disruptive behavior in the classroom? 
None at all, Between These, Very Little, Between These, Some, Between These, Quite A Bit, 
Between These, A Great Deal 

How much can you do to calm a student who is disruptive or noisy? None at all, Between These, 
Very Little, Between These, Some, Between These, Quite A Bit, Between These, A Great Deal 
 

How much can you do to get children to follow classroom rules? None at all, Between These, 
Very Little, Between These, Some, Between These, Quite A Bit, Between These, A Great Deal 
 

How well can you establish a classroom management system with each group of students? None 
at all, Between These, Very Little, Between These, Some, Between These, Quite A Bit, Between 
These, A Great Deal 
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APPENDIX C 

SEMI-STRUCTURED INTERVIEW GUIDE 

Thank you for agreeing to participate in this research study. My name is Mistie Potts, and I am a 
PhD student at Ball State University. I am conducting this research study to explore preservice 

teacher perceived self-efficacy and the perceived influences on self-efficacy. 
You will be asked a few questions so please answer as freely as you can. You may skip questions 

or choose to quit the interview at any time. All of your information will be kept confidential.  
May I ask you some questions? 

May I record? [If participant indicates it is okay to proceed, then continue. If participant 
indicates it is not okay to proceed, then the interview will cease.] 

As I stated earlier, this interview will touch on the development of your teaching self-efficacy. 
Self-efficacy is your belief in your ability to complete a task successfully. This means that I will 
ask you some questions about your beliefs regarding how able you feel to complete certain tasks 

of teaching successfully. 
 

1. Think back to your days of student teaching at [insert student teaching placement 

description] and describe that in as much detail as possible. 

Follow-Up Probes:  

• You mentioned [insert milestone (e.g., first lesson plan)]. Tell me what that was 

like for you. 

• You mentioned [insert topic (e.g., mentor teacher)]. Tell me more about it/them 

and its/their role in your ability to be effective with [insert topic (e.g., classroom 

management)]. 

• Thinking back across your semester of student teaching, did you always feel this 

way? 

 

2. You brought an artifact from your first student teaching placement. Please show that to 

me and tell me about that artifact.  

  

Follow-Up Probes:  

• How did you feel in that moment? 

• You mentioned [insert milestone (e.g., first lesson plan)]. Tell me more about how 

you felt about your abilities to [insert milestone] at that time. 

• You mentioned [insert topic (e.g., feeling nervous)]. Describe that in more detail for 

me.  
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• Thinking back across your semester of student teaching, did you always feel this way? 

• Were your feelings similar or different throughout the day of teaching (i.e., different 

class periods/subject areas)? 

 

Possible Milestones:  

• first lesson plan 

• first pupil assessment 

• second pupil assessment 

• first edTPA lesson 

• second edTPA lesson 

• first attempt at classroom management/discipline referral 

• first Danielson evaluation 

• second Danielson evaluation 

• first parent/teacher conference 

• first video of yourself teaching 

• last video of yourself teaching 

 

3. You brought an artifact from your second student teaching placement. Please show that to 

me and tell me about that artifact.  

 Follow-Up Probes:  

• How did you feel in that moment? 

• You mentioned [insert milestone (e.g., first lesson plan)]. Tell me more about how 

you felt about your abilities to [insert milestone] at that time.  

• You mentioned [insert topic (e.g., feeling nervous)]. Describe that in more detail for 

me.  

• Thinking back across your semester of student teaching, did you always feel this way? 

• Were your feelings similar or different throughout the day of teaching (i.e., different 

class periods/subject areas)? 
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4. You completed the online survey about your teaching self-efficacy, or your beliefs about 

your abilities to conduct the necessary tasks of teaching successfully. Tell me about your 

self-efficacy ratings…and why you scored your self-efficacy with these ratings. 

 Follow-Up Probes:  

• You mentioned [Insert topic]. Tell me more about that.  

• On the survey, I noticed [insert description of response]. Tell me more about that. 

• Thinking back across your semester of student teaching, did you always feel this 

way? 

• Were your feelings similar or different throughout the day of teaching (i.e., 

different class periods/subject areas)? 

 

5. Please grab a scrap piece of paper and something to write with, or you can use a word 

document on your computer. Draw a line-graph like this [Display blank line-graph 

drawing] to represent your self-efficacy from the first day of your first student teaching 

placement to the last day of your second student teaching placement. You can think of 

this in terms of the milestones you accomplished during student teaching. From the first 

time you created a lesson plan and taught a subject to the class to the time you were 

teaching all subjects all day long.  

 Follow-Up Probes:  

• You drew the line [insert description]. Tell me about this change. 

• You drew the line [insert description]. Tell me more about this change.  

• You mentioned [insert topic (e.g., classroom management)]. Tell me more about 

that.  

• You mentioned [insert source (e.g., mentor teacher)] affected your teaching self-
efficacy. Tell me more about that.  

  Possible Milestones:  

• first lesson plan 

• first pupil assessment 

• second pupil assessment 

• first edTPA lesson 

• second edTPA lesson 
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• first attempt at classroom management/discipline referral 

• first Danielson evaluation 

• second Danielson evaluation 

• first parent/teacher conference 

• first video of yourself teaching 

• last video of yourself teaching 

 
 

6. What else you would like to share with me about your student teaching experiences? 

Thank you for sharing your experiences from student teaching with me today. I will be 
transcribing this recording for data collection purposes. I will email you a copy of the transcript. 
Please check the transcript for accuracy and email me with any changes or elaborations as you 
see necessary.  
[Stop recording and cease interview]. 
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APPENDIX D 

INDIVIDUAL PARTICIPANT PROFILES 

 
The following section provides individual participant profile data regarding demographic, 

or background factors, contextual factors, and TSES scores gathered via responses to survey 

prompts.  

Anne is a female, Caucasian, secondary education major with a concentration in 

English/Language Arts. Anne indicated she was between the ages of 23-25 years. She described 

her student teaching placement as “very difficult.” Anne reported her family socioeconomic 

status was middle class and that she grew up in a one-family household. Anne’s mother obtained 

a bachelor’s degree, and her father obtained an associate’s degree. Prior to student teaching, 

Anne had experience working at a daycare, babysitting for children other than family members, 

and working as a substitute teacher. Anne estimated that about 25% of the students in both of her 

student teaching placements were on free/reduced lunches. She indicated a great deal of support 

during student teaching came from colleagues, while administration provided average/adequate 

support, and parents and community provided minimal support. Anne reported the teaching 

resources in her first student teaching placement were “poor.” She selected “Good” to describe 

resources at the second student teaching placement. Anne’s responses to the TSES short-form 

probes indicated her Full-scale TSE was M=6.33, Student Engagement M=6.75, Instructional 

Strategies M=5.75, and Classroom Management M=6.5.  

Mark is a male Caucasian secondary education major with a concentration in chemistry. 

He reported his age between 20-22 years. Mark selected “middle class” to describe his family’s 

socioeconomic status. He reported his mother obtained a bachelor’s degree and his father earned 

a high school diploma. Growing up, Mark reported three or more families live in their family 
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household. Prior to student teaching, Mark had experience in high school as a cadet teacher. He 

estimated about 25% of the students in his student teaching placement received free/reduced 

lunches. Mark selected “Not Difficult” to describe the difficulty level of his student teaching 

assignment. He reported “A great deal” of support came from colleagues, administration, 

parents, and community while student teaching, and he rated the resources available to him in 

both of this student teaching placements as “excellent.” Mark’s TSES overall M=8.16. His 

highest TSE score was in Instructional Strategies (M=8.5). His Student Engagement TSES score 

his Classroom Management TSES scores were both M=8.00. 

Autumn is a female Caucasian all grade physical education/health major between the 

ages of twenty and twenty-two. Autumn described her family’s socioeconomic status as upper 

middle class and shared that her mother attained a master’s degree and her father attained his 

high school diploma. Growing up, she reported that one family lived in their family home. Prior 

to student teaching, Autumn had experience as a babysitter for children outside of her own 

family members and reported that the clinical experiences offered through her university EPP 

were her only teaching experiences. Autumn selected “Not Difficult,” when asked to rate the 

difficulty of her student teaching assignment. The results of Autumn’s self-rating scores for the 

TSES were full scale score M=6.83, Student Engagement M=6.0, Instructional Strategies M=7.5, 

and Classroom Management M=7.0. No data were provided regarding Autumn’s estimate on the 

number of her students in her student teaching placements receiving free/reduced lunches.  

Adam is a male Caucasian secondary education history major between the ages of twenty 

and twenty-two. Adam reported that his family’s socioeconomic status was middle class, one 

family lived in his household, and both his mother and father earned a bachelor’s degree. Adam 

reported he had no teaching-related experiences or volunteering prior to clinical experiences and 
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student teaching with his university EPP. Adam estimated that approximately 10% of the 

students at both of his student teaching placements were receiving free/reduced lunches. Adam 

described the student teaching assignment as “Difficult.” Adam’s full scale TSES score was 

M=6.83. His mean scores for the TSES in subscale areas were as follows: Student Engagement 

M=6.50, Instructional Strategies M=7.25, and Classroom Management M=6.75. 

Kate is a female Caucasian elementary education major between the ages of twenty to 

twenty-two years. She described her family socioeconomic status as a one-family household in 

the middle-class range. She reported her mother earned a bachelor’s degree and father earned an 

associate’s degree. Kate estimated about 25% of the students in her student teaching placements 

were receiving free/reduced lunches. She selected “Somewhat difficult” when asked to rate the 

difficulty of her student teaching assignment. Kate reported that she had experience babysitting 

for children outside of her family prior to student teaching. Kates mean scores for the TSES self-

rating probes were as follows: Full Scale M=8.16, Student Engagement M=7.75, Instructional 

Strategies M=8.75, and Classroom Management M=8.00. 

Beverly is a female Caucasian elementary education major between the ages of twenty-

three and twenty-five. She described her family socioeconomic status as a one-family household 

in the upper middle-class range. Her mother earned a master’s degree and her father earned a 

bachelor’s degree. Beverly estimated that approximately 50% of the students in her student 

teaching placements were receiving free/reduced lunches. Prior to student teaching, Beverly had 

experience babysitting and working in a daycare setting. She rated her student teaching 

assignment as “Somewhat Difficult.” Beverly’s mean scores for the TSES self-rating probes 

were as follows: Full Scale M=6.33, Student Engagement M=7.0, Instructional Strategies 

M=5.75, and Classroom Management M=6.25. 
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Leah is a female Caucasian elementary education major between the ages of twenty and 

twenty-two. She described her family socioeconomic status as a one-family household in the 

middle-class range. Her mother and father earned their high school diplomas. Beverly estimated 

that approximately 50% of the students in her student teaching placements were receiving 

free/reduced lunches. Prior to student teaching, Leah had experience babysitting, working in a 

daycare setting, and she was a cadet teacher during high school. She rated her student teaching 

assignment as “Difficult.” Leah’s mean scores for the TSES self-rating probes were as follows: 

Full Scale M=8.50, Student Engagement M=8.5, Instructional Strategies M=9.0, and Classroom 

Management M=8.00. 

Nina is a female Caucasian elementary education major between the ages of twenty and 

twenty-two. She described her family socioeconomic status as a one-family household in the 

poverty range. Her mother and father earned their high school diplomas. Nina estimated that 

approximately 50% of the students in her student teaching placements were receiving 

free/reduced lunches. Prior to student teaching, Nina had experience babysitting, working in a 

daycare setting, and working as a teaching assistant in a school setting. She rated her student 

teaching assignment as “Difficult.” Nina’s mean scores for the TSES self-rating probes were as 

follows: Full Scale M=6.33, Student Engagement M=6.5, Instructional Strategies M=6.0, and 

Classroom Management M=6.5. 
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APPENDIX E 

SOURCE CODE BOOK 

The following is the Source Code Book created by identifying sources of information 

PSTs relied upon when forming TSE in clinical experiences.  

Overarching Source Direct Source Subcategory Data Exemplars 
Verbal Persuasion Mentor Teacher PVP- Mentor teacher 

verbally created a 
welcoming 
environment 

Quote from Anne, 
“You will respect our 
student teacher, you 
will do these things 
[directive given by 
[2nd placement mentor 
teacher to the 
students].” 
Quote from Autumn, 
“And then the next 
day [mentor teacher] 
said, ‘you didn’t eat 
in your little office all 
by yourself, did you?’ 
So then I went to 
[teacher’s lounge] 
every day after that 
and ate with the other 
teachers.” 

  PVP -Recapping — 
mentor teacher 
provided scaffolded 
support for the PST; 
going through lessons 
before and after 
teaching and asking 
the PST if they 
needed anything 

Quote from Anne, “... 
[2nd placement mentor 
teacher] would go 
through [the lesson] 
with me before the 
lesson and afterward 
whether he stayed in 
the classroom or 
not...he always asked 
if there was anything 
I needed.” 
Quote from Beverly, 
“We [PST and 
mentor teacher] 
definitely talked 
about it [the failed 
lesson], …, one of the 
issues was definitely 
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timing and not telling 
student what the 
expectations was…, 
we talked about 
maybe how it would 
have been better if I 
had a timer…we also 
talked about having 
that writing be a little 
more structured…, 
about how if that was 
more structured they 
may feel more 
confident doing it on 
their own with a little 
extra guidance…, we 
definitely reflected on 
this lesson.” 

  NVP -mentor teacher 
would give feedback 
to PST in front of 
students 

Quote from Anne, 
“she [1st placement 
mentor teacher] 
would look up from 
her computer and 
give me like a look. 
And then she would, 
you know, raise her 
hand and say, ‘Well, I 
normally do this,’ or, 
like ‘we, we go over 
this,’ or something.” 

  NVP - Lack of verbal 
feedback from 
mentor teacher to 
PST, Lack of positive 
verbal persuasion 
from mentor teacher 
to PST 

Quote from Autumn, 
“...those first couple 
weeks, it would have 
been more helpful to 
have some immediate 
feedback just 
because..., I needed 
to learn and then..., 
make some of my 
own mistakes and 
like figure it out …, 
but, …, especially 
with classroom 
management, that’s 
hard.” 
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Quote from Anne, 
“She [1st placement 
mentor teacher] never 
recapped things with 
me. So I never really 
knew how I was 
doing.” 

  NVP - negative 
verbal comments 
from mentor teacher 
to PST and/or other 
teachers about PST 
 

Quote from Anne, 
“The teacher in this 
placement [1st 
placement] was kind 
of gossipy and 
judgmental.” ...I 
heard her [1st 
placement mentor 
teacher] outside [in 
the hallway] talking 
to the other teachers 
about me. She [1st 
placement mentor 
teacher] straight up 
told me one time that 
I was just kind of 
unprepared.” 

 Communication from 
PST to Mentor 

NVP -PST asked 
mentor teacher for 
advice 

Quote from Nina, “I 
am always afraid to 
ask questions because 
I’m always afraid 
they’re going to be 
stupid questions. …, 
a big part for me was 
asking questions..., 
allowing myself to 
get..., all the criticism 
that other people 
had.” 
Quote from Anne, “It 
was kind of difficult, 
and maybe I didn’t 
communicate well 
enough.” 

  PVP: PST asked 
mentor teacher for 
advice- Mentor 
teachers offered 
advice on classroom 

Quote from Autumn, 
“I wanted to give 
them [students] my 
full attention. …, my 
empathy or whatever. 
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management when 
PST asked 

…, at the same time, 
I had …, five other 
kids coming up to me 
saying, ‘What are we 
doing today? Can we 
start running it?’ …, I 
had to talk to my 
cooperating teachers, 
…, they’re really 
helpful with this.” 

 Students PST received positive 
verbal feedback from 
students 

Quote from Mark, 
“One time we were 
doing a lab and 
something cool 
happened and one of 
the girls [a female 
student], she was a 
junior, she ... told me 
…'Yeah, that's dope.’ 
And I was like, 
‘Yeah, it is.’ And she 
goes, ‘Wait, you 
know what that 
means?’ And I was 
like, ‘I'm 22. I'm not 
that old.’” 
Quote from Adam, “I 
got good feedback 
from students..., said 
they when he [the 
actual teacher] was 
there, they much 
prefer if I was talking 
or speaking and 
presenting …, they 
said that was lot more 
fun for them 
personally and they 
felt a lot more 
engaged..., they kind 
of like it when 
someone actually 
went up there and 
talked and we can 
bounce questions off 
of it. So that made me 
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feel really nice at the 
high school I just 
didn’t get that 
because me and my 
teacher had already 
kind of similar 
styles.”   

 University Supervisor PVP: US provided 
PST immediate 
feedback from 
university supervisor 
on lesson plans and 
during her visits to 
observe 

Quote from Autumn, 
“I learned a lot from 
just her [university 
supervisor] little 
comments on my 
lesson plans...any 
input she [university 
supervisor] gave me 
while she was there, 
because she’d give 
me like the actual 
immediate feedback 
of what I could do 
better …, the next 
class when I did that 
lesson and stuff.” 
Quote from Beverly, 
“The first couple of 
times it [being 
evaluated] was scary 
having [the university 
supervisor] come in 
because I was afraid 
that I wasn’t doing 
well enough but she 
was always very 
supportive…, after 
we met we would 
FaceTime that 
night…, talk about 
how this was really 
good…, we could 
work on this, I 
noticed this, and we 
would talk about it, 
how I could 
improve…., I knew 
what she was 
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expecting to see at 
that next visit.” 

  PVP: University 
Supervisor provided 
PST written feedback 
on lesson plans and 
verbal feedback; 

Quote from Autumn,  
“I was always really 
impressed with ..., 
her [university 
supervisor] 
comments. She wrote 
a lot, a lot more than 
..., my cooperating 
teachers...she …, saw 
my lesson plans, … 
she was always …, 
point[ing] out the 
good parts. I was 
always really nervous 
because we had to 
meet like seven am 
on whatever day she 
[university 
supervisor] would 
come in and give 
these [evaluations] 
but …, once I saw her 
comments and her 
ratings, I was really 
excited and 
impressed that …, 
she noticed these 
parts of what I had 
done.” 

  NVP: University 
Supervisor did not 
require PST to turn in 
lesson plans 

Quote from Mark, 
“But that plateau was 
because my 
supervisor told me 
that as long as my 
cooperating teacher 
thought that it was 
fine. And I was doing 
fine. I didn't have to 
write out lesson plans 
at all. So I never 
wrote out lesson 
plans. I just plateaued 
because I was like I'm 
just doing. And I got 
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in a rut. I was just 
doing like the same 
thing over and over 
and over again. And I 
realized I was getting 
a ride. I was like 
doing PowerPoints 
and stuff.” 

  NVP-PST lacked 
verbal persuasion 
from University 
Supervisor 

Quote from Leah, 
“…I wanted 
feedback. I was more 
frustrated in the fact 
that I wasn’t getting 
feedback at times 
then if I was …, I felt 
like I needed it so 
that I could be better 
…, I didn’t see any of 
my advice as a 
negative.” 

 Other Teachers PVP: Other teacher in 
the PST’s placement 
classroom offered 
unexpected support; 
provided scaffolding, 
offered lesson plans, 
talked with PST 
about what he could 
say/do/suggestions 

Quote from Adam, 
“…he [a teacher next 
door] had several 
[student teachers] and 
he was a lot more 
helpful on kind of 
telling me what kind 
of stuff I can and 
can’t do …, what I 
should be talking 
about, sharing his 
lessons with me so I 
could see kind of a 
better idea.” 

  NVP- other teachers 
in the placement 
judged PST/verbally 
questioned PST’s 
schedule 

Quote from Anne, 
“...so how do you 
have time...how 
much do you write to 
prep for these lesson 
plans...how do you 
have time when you 
...work two jobs and 
you run, you 
know...we weren’t 
allowed to do those 
things...so we could 
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put more time 
towards our lesson 
plans. So we were 
more...organized.” 

  NVP-other teachers 
negative comments 
about 
teaching/students 

Quote from Adam, “I 
would just have the 
acting up and no 
engagement [in 
classes PST dreaded]. 
…, they told me 
you’re doing a good 
job …, none of us can 
figure out how to 
reach some of these 
kids, because they 
just don’t care. And 
that was really 
frustrating.” 

  PST successfully 
defended teaching 
decisions to other 
teachers 

Quote from Nina, “It 
[teaching] got easier 
with time. …, I was 
like, “I’m not doing 
this right. I don’t 
know what I’m 
doing.” …, as time 
went on …, like one 
specific moment …, I 
am defending myself 
to people and I know 
what I am talking 
about..., so being able 
to have those 
conversations made 
me feel more 
confident. And that’s 
how I was like, I 
know what I’m 
doing.” 

Mastery Experience Style of Release PME: Mentor 
Teacher let PST be 
alone with students--
Being Left Alone and 
thing go well 

Quote from Leah,  
“Fourth grade 
[mentor teacher] was 
very supportive in 
terms of getting what 
I needed to get done. 
…, let me do my own 
thing. …, let me take 
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over which I really, 
really appreciated. I 
liked not feeling like 
I was being watched 
all the time…, she 
allowed me just to be 
there on my own …, 
trusted me to be alone 
in the classroom by 
myself. So that was 
helpful.” 

  PME PST was left 
alone with the 
students the whole 
time  and Students’ 
behavior/reactions to 
PST were positive 

Quote from Autumn, 
“…teachers [mentor 
teachers in the 
student teaching 
placement] usually 
left me alone in PE 
and health, like the 
whole time pretty 
much.” 

  NME: PST left alone 
and things go poorly 

Quote from Anne, 
“She just kind of like, 
threw me into it.” 
Quote from Adam, 
“He [2nd- placement 
middle school mentor 
teacher] was almost 
never in the 
classroom …, very 
polar opposite 
experiences.  I didn’t 
feel secure as I feel 
like I kind of wanted 
to …, we had a ton of 
students with 
different problems 
…, mental handicaps, 
…, kind of control 
themselves, …, some 
kids who just simply 
didn’t have that, …, 
and want to act out 
…, ‘who am I 
supposed to call in 
case this happens?’ I 
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never really got an 
answer.” 

  NME- Never left PST 
alone   

quote from Anne, 
“..she’d [1st 
placement mentor 
teacher] never left me 
alone.” 

  NME: Configuration 
of classes- negative 
experience, difficult 
to have certain 
students all together 
in one class 

Quote from Adam, 
“…the middle school 
I had days I just 
dreaded …, just hated 
some of those days 
…, I don’t know why 
but they seem to put 
all the kids who have 
problems together in 
like the same classes. 
…, they would just 
butt heads the entire 
time …, it was just as 
exhausting.” 
Quote from Autumn, 
“I liked the high 
school classes more 
just because..., having 
all those girls 
together was just, it 
was hard.” 

  PME-Amount of time 
mentor/cooperating 
teacher needing to be 
involved in classroom 
management or 
teaching the students 
was less/reduced 

Quote from Anne, 
“my teacher didn't like 
bargain as much in that 
[the honors English 
class] class.”   
Quote from Adam, 
“He [1st placement 
mentor teacher-high 
school] would often 
if he was sitting back 
there …, just grade 
stuff …, we kind of 
co-teach occasionally 
…, he’s fun and 
energetic …. there 
was a few times he 
would kind of 
interrupt me …, he 
called them out doing 
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it, ‘why don’t you 
pay attention’ …, he 
would go sit in the 
teachers' lounge and 
work on stuff., he 
would go out when 
my observer came by 
he would leave the 
room if she was there 
because he didn’t 
want him to like 
influence the 
observation notes or 
anything.” 

  NME: Amount of 
mentor/cooperating 
teacher needing to be 
involved in classroom 
management  
 

Quote from Beverly, 
“…but then when it 
came to stopping the 
playdough and doing 
the writing piece, 
students started 
getting up because 
they wanted to keep 
playing or they didn’t 
have enough time to 
create their bugs …, 
they also didn’t enjoy 
writing. …, so my 
confidence definitely 
lowered a little bit at 
this point as I became 
uncertain of what I 
was supposed to be 
doing…, my 
cooperating teacher 
definitely did step in 
and helped me get 
through the end of the 
lesson.” 

  NME: PST left alone 
to Substitute for a 
Mentor Teacher-
against policy 

quote from Kate, “If 
they ever had to leave 
me…, they just 
started kind of 
leaving me…, that 
always made me feel 
uncomfortable 
because I knew it 
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wasn’t part of the 
[EPP’s] policy. 
But…, I didn’t really 
know what I was 
doing. So it did make 
me feel 
uncomfortable. But 
because I had 
experienced from that 
last time, I felt I knew 
I could do it, it was 
just something I 
wasn’t prepared for. 

 Student Responses to 
PSTs’ Directives 

PME —positive 
student 
responses/Complianc
e= positive mastery 
experience 

Quote from Anne, “ 
They [students in 2nd 
placement] worked 
really hard in their 
groups and they did 
what they were told.” 
Quote from Beverly, 
“…we got playdough 
which I was really 
excited about because 
that was a great hands 
on…, they got to 
create their own 
bug…, the read aloud 
part…, went really 
well…, students were 
very used to that and 
they knew what they 
were expected to do. 
So that went really 
well. And the 
students had a lot of 
great comments, 
which helped. They 
[the students] always 
kind of knew what 
was expected because 
we only had 30 
minutes at a time…, 
we could laugh and 
kind of goof off at the 
beginning but then 
we really had to get 
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down to work. So I 
had a great 
relationship with 
those students which 
was great.” 

  PME-- PST was able 
to form relationships 
with students--
practice the skills of 
listening and 
communicating with 
real students in 
authentic 
environments/momen
ts during student 
teaching 

Quote from Autumn 
“I went in there 
thinking I wouldn’t 
really have to deal 
with much..., But 
then once a student 
opened up and talked 
to me, I just felt like I 
really like knew how 
to communicate with 
the students..., I don’t 
feel like many people 
took the time of day 
to actually listen to 
them [the students]. 
… And so I felt really 
good about that. 
Quote from Leah, 
“Kids found me as 
more of a fun teacher 
…, I made it a point 
to build relationships 
with them [the 
students].” “…once I 
started to realize 
they’re [high school 
students] just bigger 
fourth graders and 
build those 
relationships, and 
they started to respect 
me …, it really 
increased. …, by the 
end of my second 
placement, I was 
really feeling good 
about where I was in 
terms of classroom 
management with 
them [the high school 
students].” 
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  NME: student 
behavior/lack of 
compliance/lack of 
respect toward PST   

Quote from Anne, “I 
just had to tell this 
kid to be quiet like 
five times...I would 
raise my voice at 
these kids and like 
nothing. And so the 
kids were like, half 
asleep, or they 
wouldn't listen to me 
or they wouldn't 
talk.” 
Quote from Beverly, 
“I think that dip with 
second grade [first 
student teaching 
placement] was when 
I was pretty much 
completely on my 
own. There was one 
student specifically 
who figured out early 
on that he could 
really push me. And I 
really struggled to 
rebuild that 
relationship and work 
with him in a way 
that was supportive. 
He [one student in 
second grade] would 
often talk back when 
I was speaking to the 
whole class and just 
trying to be 
disrespectful…, he 
would act like he’s 
done nothing 
wrong…, just to get 
laughs from his 
friends because he 
knew he could mess 
with me…, it was 
really frustrating and 
I just couldn’t figure 
out how to break 
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through and figure 
this out with him.” 

  PME: Positive ME 
from Students’ 
Academic Outcomes 
after PST Teaching 

Quote from Leah, 
“not soon after I left 
[mentor teacher] 
texted me and said 
that 100% of them 
[the students] made 
growth in at least one 
area. So it was 
situations like that 
when I really realized 
that they actually did 
learn something …, 
my lesson plans did 
work …, the 
assessment pieces 
that really helped me 
to build my own 
confidence, 
reassurance that they 
actually are learning 
something.” 

 Student Engagement PME: positive 
students responses to 
the PST teaching, 
comfortable 

Quote from Adam, 
“That's [student 
engagement] the best 
thing for me …, if I 
can get students 
paying attention..., 
hear like history 
jokes from some of 
my students, stuff 
like that, I’d actually 
find that like pretty 
solid. I feel really 
good about that.” 
Quote from Beverly, 
“I chose a small 
group lesson with my 
second graders. …, I 
pulled them out for 
this lesson. I really 
enjoyed it…, I got to 
get to know those 
students really 
well…, they were 
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very comfortable 
with me and I was 
very comfortable 
with them. So we 
worked well 
together.” 

  NME -maladaptive 
student behavior 
while PST teaching-- 
female students 
fighting/vaping in the 
locker room while 
PST was student 
teaching 

Quote from Autumn, 
“I had junior high 
girls and they were 
just terrifying..., 
skimpy things all the 
time. They were very 
mean to each other..., 
‘how the heck am I 
going to get through 
to them?’” 
Quote from Adam, 
“…the first day or 
two I’m doing my 
stuff..., they [the 
students] don’t know 
if I can get them in 
trouble …, then it 
[my TSE] started 
dipping. …, pretty 
bad about right here 
…, about the middle 
of the quarter …, that 
would have been like 
April …, and a big 
part of this came 
from me trying to 
decide how I wanted 
to teach them [the 
students] because 
some periods were 
great and I could do 
whatever I wanted 
…, and then some I 
couldn’t even walk 
out of the room for 
five seconds before I 
hear screaming and 
people were like 
smashing a gallon 
sized water bottle on 
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the floor. That 
happened, I had to 
mop it for my lunch 
period.” 

  NME: Students not 
engaged when PST 
teaching, students 
were reluctant to 
learn skills 

Quote from Autumn, 
“..so I felt really 
confident in making 
really good lesson 
plans. …, the thing I 
struggled with most 
was implementing 
my really cool lesson 
plans into actual, like, 
action..., they just 
want to get straight to 
the game.” 

  NME: PSTs’ lesson 
failed—ineffective 
pedagogy 

Quote from Mark, “I 
got thrown off. Like, 
I was not expecting it 
[teaching a lesson 
without the 
appropriate 
background 
knowledge for 
students] whatsoever 
to happen.” always 
like to keep that 
lesson plan in mind 
because it reminds 
me they don't always 
know as much as I 
think they know. And 
then I need to find a 
way to do it. And 
then it reminds me 
that I also know how 
to cooperate with 
other teachers who 
have taught them 
before.” “And then I 
got to the point where 
the examples took the 
rest of the class, they 
[the students] still 
didn't get was going 
on. I didn't feel like 
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my teaching was bad. 
I just felt like I 
needed to find a way 
to explain it better to 
them.” 

Affective 
State/Physiological 
Arousal 

Student Reactions to 
PST 

P/AS/PA: Students 
enjoying PSTs’ 
teaching=positive 
PST affect; great 
time, enjoyed the 
students, hard to 
leave them; having 
fun with students felt 
like a good 
relationship 

Quote from Anne, 
“talking to the students 
and creating rapport 
with them...they made 
me feel better...a couple 
of them...wrote me 
notes, or they 
would...come talk to 
me when I was 
studying all the time. I 
was like, ‘oh, they're 
showing an interest in 
me. And they're talking 
to me about things. And 
they're starting to, like, 
turn their papers in to 
me instead of her.’ So 
stuff like that made me 
feel better.” 

  P/AS/PA: Student 
Compliance=PST 
confidence; students 
looked at the board, 
complied with PST’s 
directives, Affective 
state=confident 

Quote Anne, “...with 
the good class, I 
always felt pretty 
confident. And the 
kids were good about 
asking questions and 
looking at the 
board...so I was 
feeling pretty 
confident with 
creating the literature 
circle stuff.” 

  N/AS/PA: Student 
Maladaptive 
Behaviors=negative 
self-doubting PST 
affect; student 
behavior was 
terrifying, bad 
Affective 
state=insecure/frustra
ted/self-doubting; 

Quote Anne, 
“...bunch of goofy 
kids...I always felt a 
little more 
insecure...or maybe 
just like frustrated 
because I was like, 
‘Am I doing this 
right? …Why aren’t 
some of these kids 
paying attention? 
Why aren’t 
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they...Why did they 
not read the 
directions?’” 
(Autumn) Anne, “ 
Students were a little 
immature for me…if 
I was not at their 
desk, like they were 
on a computer game 
or something like 
that.” 
Quote from Adam, “I 
just dreaded the 
middle school. I don’t 
think they’re 
necessarily bad kids 
or anything. They …, 
don’t even really 
realize that they’re 
causing disruptions. 
Maybe they weren’t 
really being 
malicious. It was just 
[they] didn’t feel the 
need to act 
appropriately. ...it’s 
hard being like 13 
and sitting in a 
classroom all day 
right? From start to 
finish in the morning, 
you’re tired, lunch, 
you’re hungry and 
later in the day you 
just want to go 
home.” 
Quote from Beverly, 
“that [classroom 
management] was 
one area throughout 
the whole process 
that I was just a little 
iffy on. Just wasn’t 
sure if what I was 
doing was right and I 
would often like 
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second guess 
myself…, ‘Should I 
say something to that 
student? Well, no it’s 
not that big of a deal.’ 
But then they’ll 
continue to push 
me…, I would say 
my ability to plan and 
perform lessons that 
grew very quickly but 
classroom 
management grew a 
lot less.” 

 Complexity of 
Teaching and Tasks 

N/AS/PA Not enough 
time: Anxiety, 
Feeling the need for 
more time but not 
enough time given 
for tasks 

Quote from Adam, “I 
came in my first 
placement, had very 
little experience 
working with 
students. …, my 
experience was very 
rushed …, I would 
prefer more time to 
get to know students 
…, so I had to make a 
new unit including 
lessons plans, 
worksheets, 
everything in about a 
week …, it was very 
rushed …, trying to 
pump it out as 
quickly as I could.”   

  N/AS/PA 
Exhaustion: Tired, 
sadness, almost 
crying 

Quote from Adam, 
“From those days [at 
the middle school 
placement], I was 
passed out on my 
futon, like as tired …, 
I could just feel no 
one in there cares …, 
and that was 
incredibly 
frustrating.”   
Quote from Leah, 
“The hardest for me 
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was just staying 
enthusiastic. …, I 
went from planning 
fun lessons for fourth 
grade to helping 
someone with 
substitution on a 
math worksheet. So it 
was an adjustment, 
…, I kind of 
struggled with the 
enthusiasm of it all 
…, once I started to 
build relationships 
with them [the 
students] that’s when 
I really started to 
enjoy the placement.” 
Quote from Nina, 
“When I changed to 
my second placement 
that was...right before 
testing had started in 
the older grades..., we 
have case conference 
after case 
conference..., at the 
very end of the week, 
I started teaching..., it 
was very stressful..., 
it was very 
overwhelming.” 

  P/AS/PA Positive 
Attitude: PST held 
positive outlook 
about students’ 
abilities and mindset 
that students’ 
behaviors could 
improve and all 
students can learn 

Quote from Autumn, 
“...my thoughts my 
feelings of like my 
self-efficacy going in 
it and like going 
through it because 
like, even though 
some of the classes 
were like really 
troublesome, I still 
believe they could be 
better...I believed in 
all my students, but 
goodness gracious 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 283 
 

   
 

did they make me 
work for it 
sometimes!” 

  N/AS/PA 
Resentment: PST was 
tired of working for 
free/lack of reward 

Quote from Mark, 
“Um, honestly, 
towards the end, I 
was getting tired of it. 
But I think it's 
because it sounds 
selfish, but I was 
doing it every day 
and not getting paid. 
But I got tired of 
feeling like I was 
doing it. And not 
getting like a lot of 
reward for it.” 

  N/AS/PA: PST was 
unfamiliar with the 
Classroom 
Routine/Structure/Cla
ssroom Management 
Plan 

Quote from Nina, “At 
first it [2nd student 
teaching placement in 
special education] 
was very stressful 
because we were like, 
testing was just 
getting started and so 
our schedules were 
kind of all over the 
place..., terrifying 
because I never knew 
what I was doing.” 

  N/AS/PA: PST 
struggled with 
enacting the practices 
of teaching 

Quote from Kate, 
“There’s something 
with content. I really 
struggled with that in 
my gen ed placement 
at first…, the way 
that they wanted the 
content taught…,   
quote from Beverly, 
“so I first started in 
second grade…, at 
first it was very 
overwhelming…, 
they had a pretty set 
curriculum…, went 
by the book;…, In 
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second grade there 
was a lot of problem 
solving a lot of prep 
work.” 
Quote from Nina, 
“When I was 
planning..., I was 
like, ‘I don’t know if 
this lesson makes any 
sense at all. I don’t 
feel like these 
objectives match the 
standards..., I feel 
like this is completely 
wrong...,  I don’t 
know how to assess 
kindergarteners,’ …, 
it’s not like I’m 
gonna hand them a 
test..., I just have to 
observe and I don’t 
know how to write an 
objective for that.” 

  P/AS/PA-PST felt 
there was enough 
time to create the 
plans/prepare 

Quote from Beverly, 
“In special ed…, 
didn’t exactly have 
downtime but it was 
more of a prep 
period…, during 
special ed my lesson 
will be a lot more 
hands-on because I 
have the time to do 
it…, I’m definitely 
more confident in 
that because I have 
the time…, so it’s 
just very different 
experiences.” 

 Alignment of 
Expectations 

N/AS/PA: mismatch 
of expectations PST 
& student behaviors-- 
PST felt like they 
were naïve in their 
beliefs regarding 
student behavior 

Quote from Adam, 
“…, I found I felt 
more kind of like not 
necessarily like a 
daycare worker, but 
almost in a lot of 
ways. …, I didn’t 
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expectations; hit rock 
bottom, students’ 
behaviors were not as 
easy as PST 
anticipated 

really feel like I was 
teaching …, 
behavioral watching.” 
Quote from Autumn, 
“…my [classroom 
management] self-
efficacy definitely 
changed the most …, 
I went in thinking I 
was awesome. …, I 
came in thinking I 
had all these 
principles …, I would 
have my back to the 
wall and my eyes on 
the students …, I was 
confident that I had 
the knowledge that I 
needed, …, actually 
putting it into 
practice was just, 
that’s when I hit the 
rock bottom …,it was 
really hard to …, but 
also …, be caring…” 

  N/AS/PA: mismatch 
of expectations PST 
& mentor teacher; 
PST believed student 
teaching was a place 
to learn and improve; 
mentor teacher 
believed student 
teaching should 
demonstrate mastery 

Quote from Anne, 
“...that’s why I’m 
here...you’re 
supposed to help 
me.” “But I was kind 
of like, ‘that's why I'm 
here though..., that's 
what the purpose of this 
student teaching is, ..., 
I'm not supposed to be 
totally prepared.’ “ 

  P/AS/PA: PST 
CONFIDENCE--
alignment of PSTs’ 
expectations and 
student behaviors—
PST approached 
behavior with new 
regard, expectations 
were high and the 
approach matched the 
need with a positive 

Quote from Autumn, 
“Then one day I just 
felt my face like drop 
in line balance it like 
I had it. I had my 
like, we’re doing this. 
Thanks for the 
comments, but that’s 
too bad. Alright guys, 
I spent a lot of time 
creating these lesson 
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outcome in student 
behavior 

plans..., we’re gonna, 
you’re gonna listen, 
you’re gonna enjoy it. 
And we’re gonna 
learn something.” 

  N/AS/PA: PST felt 
unprepared in some 
areas-EPP did not 
teach certain skills 

Quote from Kate, 
“…especially going 
into special education 
there’s a lot I don’t 
feel like I was totally 
prepared for. I feel 
good now after some 
additional trainings 
that have been 
provided to me, but 
during student 
teaching, I just don’t 
think it highlighted 
enough of that 
profession. I knew 
what an IEP was…, 
being able to read 
through one and 
understand the 
information, data 
tracking, measuring 
goals, creating IEPs, 
the entire system…, 
just not covered 
enough at [EPP].” 
Quote from Beverly, 
“But for classroom 
management I was 
definitely not 
confident…, it wasn’t 
super strong…, I was 
pretty shy and timid. 
And I was afraid to 
mess up and afraid 
that I was going to 
negatively impact my 
relationship with 
students. And I just 
didn’t know what I 
was doing…, I didn’t 
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know how to control 
them sometimes…” 

 Perceptions of 
Mentor Teacher 

N/AS/PA- Mentor 
Teacher’s presence in 
the classroom was 
intimidating 

Quote from Anne, 
“She [1st placement 
mentor teacher] 
intimidated me...so it 
[mentor teacher in the 
back of the 
classroom] kind of 
made me 
uncomfortable.” 

  N/AS/PA: Affect= 
extremely 
uncomfortable; 
negative affect 
inspired by mentor 
teachers’ 
questions/comments 
in the placement; 
gossip about the PST 
to other teachers 

Quote Anne, “I was 
extremely 
uncomfortable...like, 
help me, but I wish 
she would have come 
to me like this 
myself...you know?” 

  P /AS/PA: Mentor 
teacher made the 
student teaching 
environment feel 
inviting and 
welcoming 

Quote from Leah, “In 
the high school 
placement, [Mentor 
teacher] was fantastic 
…, she was super 
helpful, very 
understanding of 
everything.” 

  P/AS/PA: Mentor 
teacher trusted PST 
to be alone=positive 
PST affect 

Quote from Anne, 
“And my favorite 
part was he kind of 
like, let me be alone 
sometimes… Which 
made me feel more 
comfortable with the 
students.” 
Quote from Mark, 
“My teacher, he gave 
me full control. And 
that was amazing.” 

  P/AS/PA: Mentor 
teacher 
approval=positive 
PST affect 

Quote from Anne, 
“[2nd placement 
mentor teacher] made 
sure to sign off on all 
the things I was 
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doing...made me just 
feel better in 
general.” 

 Assumptions of Age-
Mentor Teachers 

P/AS/PA: PST 
identifies with the 
Mentor Teacher when 
they are similar in 
age 

Quote from Anne, 
“My cooperating 
teacher [2nd 
placement] was a 
little bit younger. He 
was really nice, super 
supportive.”  
quote from Nina, 
“…we’re actually 
pretty close in age, 
because she only 
graduated a couple 
years ago.” 

  N/AS/PA Students 
saw mentor teacher’s 
age as more 
respectable than 
PST’s age 

Quote from Anne 
“They [students] 
probably saw her [1st 
placement mentor 
teacher] as kind of 
like a mom...they 
didn’t see that with 
me. I’m sure that 
helped 
...them...respect her 
more.” 

 Assumptions of Age- 
PST in relation to 
Students 

N/AS/PA: PST’s age 
in relation to PST 
students’ ages- seen 
as a negative barrier 
to having students 
comply/respect PST 
as a teacher   

Quote from Autumn, 
“...they [the students] 
respected me when I 
was there eventually, 
not immediately 
because I mean, I 
really did look about 
their [the students’] 
age.” 
Quote from Kate, 
(commenting about 
her future job) “I am 
nervous just because 
it’s with much older 
students who have 
some quite some 
severe mental 
disabilities.” 
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Quote from Leah, 
“When I went into 
the high school, I was 
really worried about 
them not respecting 
me because I am only 
a few years older than 
they are, it was really 
intimidating too. It’s 
one thing to manage 
fourth graders, it’s 
another thing to 
manage somebody 
twice my size…, so it 
was just 
intimidating.” 

  N/AS/PA: PST age 
and students 
considering PST a 
peer--- students 
would leave their 
phone numbers and 
try to cross the line; 
PST said it was 
something she had to 
do “draw the line.”   

 quote from Autumn, 
“...it [students leaving 
PST their phone 
numbers] was cute. 
…, that was 
interesting..., making 
sure to draw the line, 
like ‘alright we can 
have fun but like hey, 
don’t get weird don’t 
do anything like 
you’re gonna regret 
…, don’t move me 
like the one kid did.’ 
…, I was just so 
frustrated. Actually 
that whole last week 
was just like, ‘Oh my 
gosh, you guys aren’t 
gonna let me leave 
without like showing 
me every last thing...” 

 Perceptions of Other 
Teachers 

N/AS/PA 
Environmental 
Issues: PST had no 
working badge 

Quote from Adam, 
“Because I didn’t 
know who to call, I 
don’t have a lot of 
authority. …, I 
actually had to go 
over and ask other 
teachers for keys, 
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which is still very 
demeaning and just 
like childish …took a 
really long time to 
figure out what things 
I could do or say 
because I just didn’t 
really have any help 
on it.  I didn’t have a 
working badge like 
for doors, which was 
really irritating.” 

 Attitude Toward 
Evaluations 

P/AS/PA- PST 
viewed evaluations as 
a way to help them 
improve 

Quote from Kate, “I 
felt like I was fairly 
evaluated. …, I 
always agreed with 
what I …, how I was 
evaluated and what 
the results of that 
was…, I would use 
that to try and see 
where I could 
improve…, I always 
felt pretty confident 
in my abilities, and I 
do feel like my 
evaluations showed 
that. So it never 
really impacted me in 
a negative way. Only 
really helped me 
become better. So I 
never got nervous…, 
I always felt pretty 
confident.” 

  N/AS/PR-PST 
viewed evaluations as 
intimidating/scary 

Quote from Beverly, 
“The first couple of 
times it [being 
evaluated] was scary 
having [the university 
supervisor] come in 
because I was afraid 
that I wasn’t doing 
well enough.” 

Vicarious Experience Mentor Teacher PVE- Mentor teacher 
and PST have similar 

Quote from Anne, 
“He [2nd placement 
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personality traits--
relates to Bandura’s 
concept of modeling, 
we see ourselves as 
similar to the model 
and able to 
accomplish the things 
we see being 
modeled 

mentor teacher] was 
sort of introverted 
and anxious like I 
am...so it was really 
cool to hear how he 
had gone wrong 
through things and 
his experience and 
how he dealt with 
them.” 

  PVE—Students can 
approach mentor 
teacher so the PST 
can too- Vicarious 
experience: observed 
students interacting 
successfully with the 
cooperating teacher 
through casual 
conversation, made 
him approachable to 
PST too 
 

Quote from Anne, “I 
could see how the 
students interacted 
with him, because … 
he had pretty casual 
conversations with 
them too.” 

  PVE- relates to 
observational 
learning and models 
providing 
examples/scaffolding 
for the learner-
Mentor teacher 
provided access to 
lesson plans, 
resources, classroom 
management 
techniques etc. 

Quote from Anne, 
“This teacher [2nd 
placement mentor 
teacher] was 
awesome. He gave 
me all of his 
materials at the 
beginning, and he 
was like, ‘feel free to 
change them, or I can 
help you work on 
different things.’ It 
[changes PST made 
to materials with 
help] made me feel 
like I had helped, but 
like I had control of 
what was 
happening.” 
Quote from Beverly, 
“I think with lesson 
planning I was more 
confident because I 
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did have a lot of 
resources that they 
[mentor teachers] had 
given me and 
communicated a lot 
about.” 
Quote from Leah, 
“And just 
acknowledging the 
fact that she [high 
school mentor 
teacher] makes 
mistakes too …, even 
though she come 
across to me like 
super teacher, she is 
fully aware that that’s 
not reality.” 

  Mentor Teacher did 
not provide access to 
lesson plans, 
resources, classroom 
management 
techniques etc. --
relates to Bandura’s 
concept of 
observational 
learning, we see 
ourselves as similar 
to a model who fails 
to complete a task 
successfully, and our 
self-efficacy is 
lowered in the 
process 

Quote from Anne, 
"But she [1st 
placement mentor 
teacher] didn’t 
scaffold/teach me 
really well.” 

  NVE-: Mentor 
Teacher provided 
plans but wanted to 
control everything 

Quote from Anne, 
“She wanted me to 
teach her lesson 
plans.” 

 Other Teachers PVE-: listening to 
other teachers in the 
lounge 

Quote from Autumn, 
“It was me, [another 
student teacher], my 
cooperating teacher, 
his cooperating 
teacher, and two 
other guy teachers. 
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So I was just in there 
listening to like, how 
the school works, 
how it functions, 
what..., everyone’s 
role is. And I really 
liked doing that just 
because I feel like I 
learned a lot how a 
school works.”   

  NVE- other teachers 
when eating lunch 
with them; talking 
about the other 
building/school 

Quote from Adam, 
“and they [teachers at 
the two different 
schools] hate each 
other. …, they all 
know each other, the 
same district, and 
they all hate each 
other. So I had fun 
with that.”   

  PVE-other 
teachers/prior 
teachers modeled a 
behavior in teaching 
that the PST drew 
upon during clinical 
experience with 
positive outcomes 

Quote from Mark, “I 
had days like that 
with my chemistry 
professors too. There 
was literally one day 
we were like three 
notebook pages worth 
of the notes and the 
next day she [the 
chemistry professor] 
walked in [and said] 
‘I did it backwards, 
tear out every page. 
We’re redoing it. 
Okay?'  So, I mean, 
everyone makes 
mistakes. Doesn't, 
doesn't hang on me 
it's something I 
remember. But it's 
not something that I 
let like, drag me 
down.” 

 Students PVE-: Students can 
approach the US, so 
the PST can too--PST 

Quote from Autumn, 
“Students were not 
hesitant to approach 
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saw the university 
supervisor as 
approachable when 
students were able to 
approach the 
university supervisor 

her [university 
supervisor] with 
questions or 
concerns. ...some my 
…, students that 
really weren’t 
athletic, …, it created 
really good …, 
conversations with 
them. So then they 
…, felt more 
comfortable being 
there.” 

 Other PSTs NVE=PST 
comparing self to 
other PSTs’ 
confidence/knowledg
e 

Quote from Anne, “It 
felt like every other 
education major... 
always seemed to 
know what they were 
doing. And I was 
like, I'm taking all the 
same education 
classes and like, I feel 
like, I don't know 
how to do this 
yet…he [a fellow 
PST] just seemed so 
confident and I was 
like, ‘what, how does 
one know what's 
going on?’” 

Other Job Stress edTPA Outside stress limited 
PSTs’ personal 
resourcefulness--A 
high-stakes 
assessment was 
ongoing during the 
time PSTs were 
student teaching and 
caused additional 
stress, possibly 
limiting PSTs 
personal 
resourcefulness in the 
experience of job 
strain 

Quote from Adam, 
“...it [edTPA] takes a 
certain human aspect 
out of your lessons. 
…, kind of took out 
the paint..., the 
human aspect of it. 
…, I don’t know if I 
could have passed to 
be honest if it wasn’t 
for [EPP] teachers or 
professors looking at 
it. …, I wish there 
was like an example 
of an edTPA out 
there somewhere for 
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history that I can 
actually go find and 
look at and see how 
they organized it and 
not copy them or 
anything …, just so I 
had a picture of what 
it should look like …, 
it’s kind of like trying 
to paint a painting but 
like someone’s 
describing the scene 
to you rather than you 
look at a picture and 
paint it.” 
quote from Beverly, 
“I specifically think 
of like edTPA …, 
just kind of this giant 
mountain that was on 
my shoulders the 
entire time. …, trying 
to figure out this big 
process…, impacted 
what I was doing and 
made me question 
what I knew and 
didn’t know…, 
negatively impacted 
my self-efficacy…, I 
needed to kick it into 
high gear…, the 
stress and the 
pressure in the end 
was beneficial 
because I just had to 
do it so I did. …, was 
it probably my best 
work? No, because I 
didn’t have time…, I 
definitely think that 
that impacted how I 
felt about what I was 
doing.” 
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 Covid-19 Pandemic Outside stress limited 
PSTs’ personal 
resourcefulness 

Quote from Adam, “I 
was kind of I was 
very unfortunately 
limited to a lot of 
presentations, 
whether because of 
Covid violations or 
school policies. …, 
those notes in my 
edTPA …, I was 
very, I felt very 
limited I guess you 
could say I was kinda 
disappointed in some 
ways, but not 
terribly.”   
quote from Mark, “It 
was weird with 
COVID. They made 
it weird, but I mean, 
it was, it was doable. 
And we did, we did 
the best that we could 
with it. And [clinical 
placement school] 
was supportive of it. I 
mean, the only thing 
that was somewhat 
weird is that one day 
that kid's going to be 
gone for two weeks. 
And well, it could be 
seven days could be 
10 days, could be two 
weeks...,” 

 Unequal Treatment 
across EPP Programs 

Outside stress limited 
PSTs’ personal 
resourcefulness 
 

Quote from Adam, 
“Favoritism towards 
some of the primary 
students [elementary 
education 
majors]...that’s the 
thing I noticed before 
student teaching that 
junior year, was 
there’s like this weird 
divide between the 
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two groups and how 
they’re treated. …, it 
did make a lot of 
secondary people feel 
kind of salty and very 
kind of you know, 
thrown out. …, we 
lost a lot of secondary 
people.” 
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APPENDIX F 

IN-VIVO CODING TABLES BY PARTICIPANT 

Au5X8 “Autumn” 
Key Words: felt, class, lesson plans, students, teacher, kids, week, girls, teaching, semester, 
day, create, cooperating teacher, pe, called, freshman, classroom management, play, hard 
Verbatim 
Quotes from   
Au5X8 
“Autumn” 

In-Vivo Code   Preliminary Meaning 
Units/Preliminary 
Sources   

Source Code 
 

The teacher 
[cooperating 
teacher in student 
teaching 
placement] told 
me that this was 
…, the absolute 
worst class…he 
was sorry he had 
to give it to me. I 
came into that 
class with …, 
super low 
expectations, I 
was really 
worried they 
were just going 
to be really 
troublesome and 
I wasn’t going to 
be able to help 
them at all.  

Cooperating 
teacher told 
PST this is the 
absolute worst 
class 

Negative verbal 
persuasion from 
cooperating teacher: 
warning PST about a 
class's behavior before 
PST had met them 
Affect: negative, really 
worried 

A1f 

…teachers 
[cooperating 
teachers in the 
student teaching 
placement] 
usually left me 
alone in PE and 
health, like the 
whole time pretty 
much. 

Cooperating 
teachers left 
PST alone the 
whole time 

Mastery experience- PST 
was left alone with the 
student the whole time 
Students behavior/reaction 
to PST was positive 

B1b 

…they [the 
students] really 
liked when we 

Students liked 
PST’s activities 

Mastery Experience: 
Source—student reactions, 

B3a 
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did hands on 
activities 

they liked the hands-on 
activities 

...they [the 
students] really 
liked activities 
like that. 

Students liked 
PST’s activities 

Mastery experience: 
students like the activities, 
student engagement 

B3a 

And I was 
definitely more 
laid back than I 
thought I was or I 
thought I was 
going to be. 
Students said 
they were really 
comfortable with 
me... 

Students were 
comfortable 
with PST 

Mastery experience: 
students responses to the 
PST, comfortable 

B3a 

So we did cool 
things. 

PST did cool 
things 

Affect: positive, cool 
things happened when the 
PST was in charge of 
teaching 

B3a 

I had junior high 
girls and they 
were just 
terrifying..., 
skimpy things all 
the time. They 
were very mean 
to each other..., 
‘how the heck am 
I going to get 
through to 
them?’ 

PST wondered 
how she would 
get through to 
the girls 

B3b)NME -maladaptive 
student behavior while 
PST teaching-- female 
students fighting/vaping in 
the locker room while PST 
was student teaching 
quote from Autumn, “I 
had junior high girls and 
they were just terrifying..., 
skimpy things all the time. 
They were very mean to 
each other..., ‘how the 
heck am I going to get 
through to them?’” 
 

B3b 

I liked the high 
school classes 
more just 
because..., having 
all those girls 
together was just, 
it was hard. 

Having junior 
high girls 
together was 
hard 

Mastery experience: 
negative experience, 
difficult to have junior 
high girls all together in 
one class 

B1f 

...the first week I 
was there, they 
had to send a girl 
out to the other 

Girls fought in 
the locker 
room/it was 
crazy 

Mastery experience: 
Negative experience, 
female students 
fighting/vaping in the 

B3b 
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class because 
there was a fight 
in the locker 
room...always 
like fights..., 
vaping..., I was 
just like, ‘this is 
crazy.’ 

locker room while PST 
was student teaching 

And it [the way 
students would 
switch friends] 
was just very 
dramatic but very 
interesting 

Female 
students 
switched 
friends 
frequently/very 
dramatic 

Students were involved in 
social drama, switching 
friends, fighting, etc.  

B3b 

It was me, 
[another student 
teacher], my 
cooperating 
teacher, his 
cooperating 
teacher, and two 
other guy 
teachers. So I 
was just in there 
listening to like, 
how the school 
works, how it 
functions, 
what..., 
everyone’s role 
is. And I really 
liked doing that 
just because I 
feel like I learned 
a lot how a 
school works.  

Listening to 
other teachers 
in the teachers’ 
lounge 

Vicarious Experience: 
listening to other teachers 
in the lounge;  
Verbal persuasion: other 
teachers talking about the 
school and its functions in 
the teachers’ lounge 

D2a 

...I really tried to 
get through to 
him. And 
sometimes it 
helped. 
Sometimes it 
didn’t. …, he just 
hated so much. 

PST had 
trouble getting 
through to a 
student 

Negative mastery 
experience: student did not 
respond well, couldn’t get 
through to that student, he 
was angry 

B2c 

They [students] 
were very 

Cooperating 
teacher would 

Negative mastery 
experience: student 

B2c 
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respectful 
whenever 
[cooperating 
teacher for PE] 
was around, but 
once 
[cooperating 
teacher for PE] 
left it was really 
hard for them to 
…, take me 
seriously. 

intervene for 
student 
behavior 
PST age – 
students did not 
take PST 
seriously 

behavior/lack of 
compliance/lack of respect 
toward PST 
Amount of cooperating 
teacher being involved in 
classroom management 
PST could have been an 
issue, the students did not 
take her seriously 

And one time 
when my 
[university] 
supervisor was 
there, we were 
playing 
volleyball. They 
[the students] 
were doing pretty 
good. I was 
pretty impressed, 
especially since 
my supervisor 
was there. And I 
stormed the 
court. I was like 
calling their 
names as like, 
‘where are you 
going? What are 
you doing?’ I 
chased them 
across the gym, 
and the gym 
doors are right 
next to the 
cafeteria where 
their girlfriends 
are and two guys 
are around their 
girlfriends. And 
it’s interesting, 
…, there’s a lot 
of kids that were 

Male students 
had 
troublesome 
behavior and a 
language 
problem for 
PST when 
cooperating 
teacher wasn’t 
around 

Negative mastery 
experience: student 
behavior/lack of 
compliance/lack of respect 
toward PST 
 

B2c 
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just kind of 
troublesome and 
they all had a 
language 
problem..., 
terrible once 
[cooperating 
teacher for PE] 
wasn’t around.  
Luckily after that 
class, I had my 
favorite class...I 
felt pretty good 
about. It was just 
like five 
upperclassmen 
lifetime fitness 
guys..., they were 
good sports 
throughout 
everything. And 
they were who I 
did my edTPA 
with, just because 
I was at the 
beginning, and 
those were the 
people I felt 
like...we had a 
good 
relationship. 
 

PST said 
students who 
were good 
sports and she 
felt good about 
teaching she 
had a good 
relationship 
with 

Mastery experience: 
student compliance to PST 
“good sports” had a good 
relationship with these 
students 

B2a 

And I feel like 
we [PST and 
students in the 
class] really 
...created that 
meaningful 
relationship when 
we were able to 
actually have fun.  

PST felt good 
relationship 
was equivalent 
with when they 
had fun 
together 

Affect: having fun with 
students felt like a good 
relationship 

B2a 

I always felt so 
tired by this 
period [last 
period] 
 

PST always 
tired by last 
period 

Affect: tired C2b 
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...adjusting from 
a college 
schedule to a 
high school 
schedule again..., 
kind of like, 
wow, back into 
it.  

PST had felt 
tired adjusting 
to the high 
school 
schedule 

Affect: tired physically C2b 

...some of them 
would get very 
aggressive in 
games, …, start 
throwing kicks at 
the shins and it 
was pretty bad. I 
almost cried 
many times after 
the freshman 
boys, but I 
usually made it 
without because I 
had …, the 
mature classmen 
coming in next 
and …, they 
would like 
brighten my day 
up. 

Immature 
student 
behavior made 
the PST almost 
cry but mature 
students 
brightened the 
PST’s day 

Mastery experience: 
Negative experience—
source= student behavior, 
violent behavior toward 
one another, failure to 
comply with PST’s 
directives, immature 
students 
Affect: sadness, almost 
crying 
 
Affect: positive, uplifting 
source= upperclassmen 
who complied with and 
were helpful to the PST 

C2b 

...my thoughts 
my feelings of 
like my self 
efficacy going in 
it and like going 
through it 
because like, 
even though 
some of the 
classes were like 
really 
troublesome, I 
still believe they 
could be better...I 
believed in all 
my students, but 
goodness 
gracious did they 

PST believed 
in all of her 
students but 
they made her 
work for it 

Positive outlook, belief in 
all students’ abilities 
Mindset= students can be 
better, they can improve 
and all students can learn 
 

C2c 
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make me work 
for it sometimes! 
...I didn’t feel 
like I had enough 
support in 
classroom 
management 
specifically..., 
I’m pretty naïve 
to think kids are 
good and that 
they’re going to 
follow the rules. 

PST didn’t 
have support in 
classroom 
management 

Negative mastery 
experience: level of 
support offered by the 
cooperating teachers was 
lacking in classroom 
management; PST felt like 
she was naïve in her 
beliefs going in regarding 
student behavior 
expectations 

B1c 

...I got left alone 
like quite a 
bit...they 
[cooperating 
teachers] usually 
weren’t in there. 
So if I felt like I 
was really having 
a problem with 
students, I asked 
them [the 
cooperating 
teachers] …, 
what they 
thought or what 
they would do. 

PST was left 
alone a lot and 
asked 
cooperating 
teachers when 
she needed 
advice about 
classroom 
management 

Negative mastery 
experience: PST had to 
seek the information about 
how to manage students 
from the cooperating 
teachers; lack of gradual 
release; lack of scaffolded 
guidance during the 
student teaching process 

B1c 

...they 
[cooperating 
teachers] would 
give me 
feedback..., I felt 
like they just 
kind of let me 
figure it out by 
myself and try to 
go through the 
trenches …, like 
I had learned 
something 
instead of just 
asking for help 
all the time. 

Cooperating 
teachers left 
PST to figure it 
out/go through 
the trenches 
instead of 
asking for help 
all the time 

Negative mastery 
experience: Style of 
cooperating 
teachers/gradual release 
model—lacking, 
sink/swim, in the trenches; 
PST had to figure it out, 
seeking help frowned 
upon 

B1d 
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I wish they 
[cooperating 
teachers] had 
given me more 
instruction on 
classroom 
management..., 
showing me a 
couple more 
examples of what 
that would have 
looked like …, I 
definitely wish I 
had more help 
with classroom 
management..., 
feedback, 
because I don’t 
feel like I got a 
lot of feedback 
from them. … 
most of my 
feedback came 
from my 
[university] 
supervisor. 

PST would 
have liked 
more 
instruction and 
feedback from 
cooperating 
teachers on 
classroom 
management 

Negative Mastery 
Experience: Style of 
cooperating 
teachers/gradual release 
model—lacking feedback, 
lacking 
modeling/vicarious 
learning 

B1d 

I learned a lot 
from just her 
[university 
supervisor] little 
comments on my 
lesson plans...any 
input she 
[university 
supervisor] gave 
me while she was 
there, because 
she’d give me 
like the actual 
immediate 
feedback of what 
I could do better 
…, the next class 
when I did that 
lesson and stuff 

University 
supervisor 
provided PST 
with immediate 
feedback for 
the next lesson 

Verbal Persuasion: PST 
received immediate 
feedback from university 
supervisor on lesson plans 
and during her visits to 
observe 
Affect: positive, helpful 

A4a 
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...they [the 
students] 
respected me 
when I was there 
eventually, not 
immediately 
because I mean, I 
really did look 
about their [the 
students’] age. 

PST felt like 
looking similar 
to her students’ 
ages made 
them reluctant 
to respect her 

PST’s age in relation to 
her students’ ages- seen as 
a negative barrier to 
having students 
comply/respect her as a 
teacher 

C6a 

...those first 
couple weeks, it 
would have been 
more helpful to 
have some 
immediate 
feedback just 
because..., I 
needed to learn 
and then..., make 
some of my own 
mistakes and like 
figure it out …, 
but, …, 
especially with 
classroom 
management, 
that’s hard.  

PST wanted 
more feedback 
in the first 
couple weeks- 
especially for 
classroom 
management 

Negative Mastery 
Experience: Style of 
cooperating 
teachers/gradual release 
model—lacking feedback, 
lacking 
modeling/vicarious 
learning 
 

 

 
*PST referring to 
Artifact #1- the 
lesson plan for 
PE 
...so this is one of 
my first lesson 
plans...she 
[freshman female 
student] 
absolutely 
refused to swing 
the bat. …, I 
really tried to get 
to know her and 
she like talked to 
me a lot  

PST knew the 
students: 
students talked 
to the PST 

Mastery Experience: 
Student behavior, students 
talked to the PST, 
interacted with PST 

A1d 
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...so I felt really 
confident in 
making really 
good lesson 
plans. …, the 
thing I struggled 
with most was 
implementing my 
really cool lesson 
plans into actual, 
like, action..., 
they just want to 
get straight to the 
game. 

PST struggled 
to take lesson 
plans into 
action 

Negative Mastery 
experience: Student 
reaction to PST teaching, 
students were reluctant to 
learn skills, they wanted to 
play the game, not learn 
the skills 

B3c 

...it was a little 
bit more difficult 
for me to actually 
like, say, ‘okay 
we’re going to do 
this,’ especially 
after..., I heard all 
the moans and 
groans of like, 
why like..., no 
matter what I told 
them, we were 
going to do, half 
of them would 
hate it.  

Difficult for 
PST to 
implement 
lesson plans 
when students 
complained 

Negative Mastery 
experience: Student 
reaction to PST teaching, 
students were reluctant to 
learn skills, they wanted to 
play the game, not learn 
the skills 
 

B3c 

Then one day I 
just felt my face 
like drop in line 
balance it like I 
had it. I had my 
like, we’re doing 
this. Thanks for 
the comments, 
but that’s too 
bad. Alright 
guys, I spent a lot 
of time creating 
these lesson 
plans..., we’re 
gonna, you’re 
gonna listen, 
you’re gonna 

PST took a 
new approach 
to behavior 
verbally and 
with a face 
drop 

Mastery Experience: PST 
used a more stern 
approach verbally and 
with nonverbal behavior 
with students to get 
compliance with students 
participating in her lesson 
plan implementation 
(learning skills, doing 
warm-ups without 
complaining). 

C3c 
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enjoy it. And 
we’re gonna 
learn something. 
So yeah, I got a 
little better 
throughout the 
semester, but I’m 
excited to have a 
fresh start..., and 
just like …, set 
my expectations 
set my standards 
right away 
instead of like 
trying to go from 
what they already 
know...., it was 
confusing.  
*2nd Artifact, 
Evaluation using 
the Danielson 
rubric 
I was always 
really impressed 
with ..., her 
[university 
supervisor] 
comments. She 
wrote a lot, a lot 
more than ..., my 
cooperating 
teachers...she …, 
saw my lesson 
plans, … she was 
always …, 
point[ing] out the 
good parts. 

University 
supervisor left 
comments and 
highlighted the 
good parts of 
PST’s plans 

Verbal Persuasion: 
University supervisor 
provided written feedback 
on lesson plans and verbal 
feedback; gave positive 
comments about the “good 
parts” 

A4b 

I was always 
really nervous 
because we had 
to meet like 
seven am on 
whatever day she 
[university 
supervisor] 
would come in 

PST was 
excited and 
impressed 
university 
supervisor 
noticed her 
lesson plans 

Verbal persuasion: 
University supervisor 
provided written feedback 
on lesson plans and verbal 
feedback on what she had 
one 

A4b 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 309 
 

   
 

and give these 
[evaluations] but 
…, once I saw 
her comments 
and her ratings, I 
was really 
excited and 
impressed that 
…, she noticed 
these parts of 
what I had done.  
...sometimes I 
felt like, like 
when I wrote my 
lesson plans, I 
don’t even know 
if my …, 
[cooperating] 
teachers actually 
read them. …, I 
don’t know if 
anyone actually 
read them except 
my [university] 
supervisor. 

PST didn’t 
think her 
cooperating 
teachers ever 
read her lesson 
plans 

Verbal Persuasion: 
Negative or not-existent 
from cooperating teachers; 
no feedback about lesson 
plans, they did not know 
what she had planned, had 
to ask her 

A1d 

...it just really felt 
nice to be …, 
recognized and 
noticed for …, all 
the things …, [I] 
did. …, she 
would help me. 
…, she would tell 
me what she saw 
when she was 
there that …, can 
be fixed 

University 
supervisor 
noticed what 
PST did and 
told her what 
could be fixed 

Verbal Persuasion: 
Positive feedback form 
university supervisor on 
lesson planning and 
implementation, verbal 
comments and written 
comments, about what 
could be fixed 

A4a 

[students] were 
not hesitant to 
approach her 
[university 
supervisor] with 
questions or 
concerns. ...some 
my …, students 
that really 

PST observed 
that students 
could approach 
the university 
supervisor with 
questions/conc
erns 

Vicarious 
learning/observations: 
PST saw the university 
supervisor as approachable 
when students were able to 
approach the university 
supervisor 

D1b 
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weren’t athletic, 
…, it created 
really good …, 
conversations 
with them. So 
then they …, felt 
more comfortable 
being there.  
...we have to …, 
get on with class, 
that was really 
hard just because 
…, I wanted to 
give them my full 
attention. …, my 
empathy or 
whatever. …, at 
the same time, I 
had …, five other 
kids coming up 
to me saying, 
‘What are we 
doing today? Can 
we start running 
it?’ …, I had to 
talk to my 
cooperating 
teachers, …, 
they’re really 
helpful with this. 
…, I was glad 
that they [the 
students] felt 
comfortable 
around me …, 
just caught in a 
trap of …, how 
much …, 
attention can I 
give this while 
also …, 
continuing on the 
class so that like 
not everyone’s 
standing around, 
while I’m talking 

PST was glad 
students felt 
comfortable 
talking to her 
but found it 
difficult to 
balance 
listening to 
student’s 
problems with 
leading class 

Mastery experience: 
Guidance from 
cooperating teachers 
helped to scaffold the PST 
through this problem; 
Cooperating teachers 
provided some insight, 
“really helpful” about how 
to balance listening to 
student’s problems and 
leading the whole class 

A2b 
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to a student 
trying to be 
awkward.  
*PST discussing 
managing the 
emotional needs 
of students 
during student 
teaching 
I went in there 
thinking I 
wouldn’t really 
have to deal with 
much..., But then 
once a student 
opened up and 
talked to me, I 
just felt like I 
really like knew 
how to 
communicate 
with the 
students..., I 
don’t feel like 
many people 
took the time of 
day to actually 
listen to them 
[the students]. … 
And so I felt 
really good about 
that. Examples: 
(...she just came 
up to me 
shaking..., I 
talked to her and 
it was …, just 
such like a sad 
but like sweet 
conversation …, 
she was just like 
so concerned that 
because she had 
an IEP …, that 
makes you 
stupid. …, we 

PST believed 
she could 
communicate 
and listen to 
students well; 
PST got a lot of 
practice with 
this skill and 
used to only 
think about 
these moments 

Mastery experience: PST 
was able to practice the 
skills of listening and 
communicating with real 
students in authentic 
environments/moments 
during student teaching;  
Affect: positive “felt really 
good about that.”  

B2b 
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just talked about 
that. …, I 
comforted her. 
‘No that’s not 
what that means 
at all. …, some 
people just learn 
differently and 
you need 
different supports 
and we’re going 
to give you 
whatever 
supports you 
need.’ …, she 
just feels like the 
world hated her 
…, ‘we’re here to 
support you.’) I 
felt like I 
definitely got to 
practice my skill 
a lot more like it 
was always just 
in my head 
before …, I never 
really had to talk 
to students that 
are really going 
through 
something. But I 
definitely got a 
lot of practice 
and …, listing to 
them and making 
them feel heard. 
…, making sure 
they’re getting 
the right 
resources. 
*PST response to 
the TSE line-
graph activity 
...my [classroom 
management] 
self-efficacy 

PST went into 
student 
teaching 
thinking she’d 
be awesome at 
classroom 

Negative mastery 
experience: hit rock 
bottom, students’ 
behaviors were not as easy 
as she anticipated 

C3a 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 313 
 

   
 

definitely 
changed the most 
…, I went in 
thinking I was 
awesome. …, I 
came in thinking 
I had all these 
principles …, I 
would have my 
back to the wall 
and my eyes on 
the students …, I 
was confident 
that I had the 
knowledge that I 
needed, …, 
actually putting it 
into practice was 
just, that’s when 
I hit the rock 
bottom …,it was 
really hard to …, 
but also …, be 
caring, I started 
talking to them 
more. I started 
like asking my 
cooperating 
teachers, what do 
I do in this 
situation?  
 

management/co
nfident--then 
hit rock 
bottom. 

I started talking 
to them more. I 
started …, asking 
my cooperating 
teachers …, what 
do I do in this 
situation?  

Started asking 
cooperating 
teachers for 
help/advice 

Cooperating teachers 
offered advice on 
classroom management 
when PST asked 

A2b 

I feel like April 
…, I felt like I 
got a little too 
lax. It was too 
much what they 
[the students] 
wanted to do 

PST got too lax 
doing what 
students 
wanted instead 
of focusing on 
lessons/goals 

Negative experience: PST 
too lax on 
behavior/focusing on 
student wants instead of 
learning goals 

B2c 
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instead of 
focusing on …, 
my lesson plans 
and …, my goals 
for them. ...I was 
like, ‘Ah, this 
isn’t what it’s 
supposed to be 
like.’  
...I was really 
glad I did is that I 
got as involved 
as I could. …, 
My first day I 
didn’t because I 
was so scared 
and nervous. And 
then the next day 
[cooperating 
teacher] said, 
‘you didn’t eat in 
your little office 
all by yourself 
did you?’ So then 
I went to 
[teacher’s 
lounge] every 
day after that and 
ate with the other 
teachers 

Cooperating 
teacher 
welcomed PST 
when PST felt 
nervous and 
scared/ PST ate 
in teacher’s 
lounge  

Mastery experience: 
Cooperating teacher 
created a welcoming 
environment; encouraged 
PST to eat with the other 
teachers in the teacher’s 
lounge 

A1a 

...I called her 
[one of the only 
girls in the 
weightlifting 
class] Deanna..., 
her real name …, 
I asked, ‘how do 
you pronounce 
it,‘ and I just felt 
like that was 
really important 
to her.  

PST knew her 
students and 
intentionally 
called them by 
their names 
with correct 
pronunciation 

Mastery experience: 
making connections with a 
student, successfully 
calling student by her 
name and pronouncing it 
correctly, meaningful to 
student 

B2b 

...it [students 
leaving PST their 
phone numbers] 
was cute. …, that 

PST found it 
important to 
“draw the line” 
with students 

PST age and students 
considering PST a peer--- 
students would leave their 
phone numbers and try to 

C6b 
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was interesting..., 
making sure to 
draw the line, 
like ‘alright we 
can have fun but 
like hey, don’t 
get weird don’t 
do anything like 
you’re gonna 
regret …, don’t 
move me like the 
one kid did.’ …, 
I was just so 
frustrated. 
Actually that 
whole last week 
was just like, ‘Oh 
my gosh, you 
guys aren’t 
gonna let me 
leave without 
like showing me 
every last 
thing...” 

who made 
advances 

cross the line; PST said it 
was something she had to 
do “draw the line.”  

...it was a great 
time I enjoyed 
my students it 
was hard to leave 
‘em 

PST found it 
hard to leave 
the students at 
the end of 
student 
teaching 

Affect= positive, great 
time, enjoyed the students, 
hard to leave them 

C1a 

Au5X8 “Autumn” 
Key Words: felt, class, lesson plans, students, teacher, kids, week, girls, teaching, semester, 
day, create, cooperating teacher, PE called, freshman, classroom management, play, hard 
 
Verbatim 
Quotes from   
Au5X8 
“Autumn” 

In-Vivo Code   Preliminary Meaning 
Units/Preliminary 
Sources   

Source Code 
 

The teacher 
[cooperating 
teacher in 
student teaching 
placement] told 
me that this was 
…, the absolute 
worst class…he 

Cooperating 
teacher told 
PST this is the 
absolute worst 
class 

Negative verbal 
persuasion from 
cooperating teacher: 
warning PST about a 
class's behavior before 
PST had met them 
Affect: negative, really 
worried 

A1f 
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was sorry he had 
to give it to me. I 
came into that 
class with …, 
super low 
expectations, I 
was really 
worried they 
were just going 
to be really 
troublesome and 
I wasn’t going to 
be able to help 
them at all.  
…teachers 
[cooperating 
teachers in the 
student teaching 
placement] 
usually left me 
alone in PE and 
health, like the 
whole time 
pretty much. 

Cooperating 
teachers left 
PST alone the 
whole time 

Mastery experience- PST 
was left alone with the 
student the whole time 
Students 
behavior/reaction to PST 
was positive 

B1b 

…they [the 
students] really 
liked when we 
did hands on 
activities 

Students liked 
PST’s activities 

Mastery Experience: 
Source—student 
reactions, they liked the 
hands-on activities 

B3a 

...they [the 
students] really 
liked activities 
like that. 

Students liked 
PST’s activities 

Mastery experience: 
students like the activities, 
student engagement 

B3a 

And I was 
definitely more 
laid back than I 
thought I was or I 
thought I was 
going to be. 
Students said 
they were really 
comfortable with 
me... 

Students were 
comfortable 
with PST 

Mastery experience: 
students responses to the 
PST, comfortable 

B3a 
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So we did cool 
things. 

PST did cool 
things 

Affect: positive, cool 
things happened when 
the PST was in charge of 
teaching 

B3a 

I had junior high 
girls and they 
were just 
terrifying..., 
skimpy things all 
the time. They 
were very mean 
to each other..., 
‘how the heck 
am I going to get 
through to 
them?’ 

PST wondered 
how she would 
get through to 
the girls 

B3b)NME -maladaptive 
student behavior while 
PST teaching-- female 
students fighting/vaping in 
the locker room while PST 
was student teaching 
quote from Autumn, “I 
had junior high girls and 
they were just terrifying..., 
skimpy things all the time. 
They were very mean to 
each other..., ‘how the 
heck am I going to get 
through to them?’” 
 

B3b 

I liked the high 
school classes 
more just 
because..., 
having all those 
girls together 
was just, it was 
hard. 

Having junior 
high girls 
together was 
hard 

Mastery experience: 
negative experience, 
difficult to have junior 
high girls all together in 
one class 

B1f 

...the first week I 
was there, they 
had to send a girl 
out to the other 
class because 
there was a fight 
in the locker 
room...always 
like fights..., 
vaping..., I was 
just like, ‘this is 
crazy.’ 

Girls fought in 
the locker 
room/it was 
crazy 

Mastery experience: 
Negative experience, 
female students 
fighting/vaping in the 
locker room while PST was 
student teaching 

B3b 

And it [the way 
students would 
switch friends] 
was just very 

Female 
students 
switched 
friends 

Students were involved in 
social drama, switching 
friends, fighting, etc.  

B3b 
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dramatic but 
very interesting 

frequently/ver
y dramatic 

It was me, 
[another student 
teacher], my 
cooperating 
teacher, his 
cooperating 
teacher, and two 
other guy 
teachers. So I 
was just in there 
listening to like, 
how the school 
works, how it 
functions, 
what..., 
everyone’s role 
is. And I really 
liked doing that 
just because I 
feel like I learned 
a lot how a 
school works.  

Listening to 
other teachers 
in the teachers’ 
lounge 

Vicarious Experience: 
listening to other teachers 
in the lounge;  
Verbal persuasion: other 
teachers talking about the 
school and its functions in 
the teachers’ lounge 

D2a 

...I really tried to 
get through to 
him. And 
sometimes it 
helped. 
Sometimes it 
didn’t. …, he just 
hated so much. 

PST had 
trouble getting 
through to a 
student 

Negative mastery 
experience: student did 
not respond well, couldn’t 
get through to that 
student, he was angry 

B2c 

They [students] 
were very 
respectful 
whenever 
[cooperating 
teacher for PE] 
was around, but 
once 
[cooperating 
teacher for PE] 
left it was really 
hard for them to 

Cooperating 
teacher would 
intervene for 
student 
behavior 
PST age – 
students did 
not take PST 
seriously 

Negative mastery 
experience: student 
behavior/lack of 
compliance/lack of 
respect toward PST 
Amount of cooperating 
teacher being involved in 
classroom management 
PST could have been an 
issue, the students did not 
take her seriously 

B2c 
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…, take me 
seriously. 
And one time 
when my 
[university] 
supervisor was 
there, we were 
playing 
volleyball. They 
[the students] 
were doing 
pretty good. I 
was pretty 
impressed, 
especially since 
my supervisor 
was there. And I 
stormed the 
court. I was like 
calling their 
names as like, 
‘where are you 
going? What are 
you doing?’ I 
chased them 
across the gym, 
and the gym 
doors are right 
next to the 
cafeteria where 
their girlfriends 
are and two guys 
are around their 
girlfriends. And 
it’s interesting, 
…, there’s a lot of 
kids that were 
just kind of 
troublesome and 
they all had a 
language 
problem..., 
terrible once 
[cooperating 

Male students 
had 
troublesome 
behavior and a 
language 
problem for 
PST when 
cooperating 
teacher wasn’t 
around 

Negative mastery 
experience: student 
behavior/lack of 
compliance/lack of 
respect toward PST 
 

B2c 
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teacher for PE] 
wasn’t around.  
Luckily after that 
class, I had my 
favorite class...I 
felt pretty good 
about. It was just 
like five 
upperclassmen 
lifetime fitness 
guys..., they 
were good sports 
throughout 
everything. And 
they were who I 
did my edTPA 
with, just 
because I was at 
the beginning, 
and those were 
the people I felt 
like...we had a 
good 
relationship. 
 

PST said 
students who 
were good 
sports and she 
felt good about 
teaching she 
had a good 
relationship 
with 

Mastery experience: 
student compliance to PST 
“good sports” had a good 
relationship with these 
students 

B2a 

And I feel like we 
[PST and 
students in the 
class] really 
...created that 
meaningful 
relationship 
when we were 
able to actually 
have fun.  

PST felt good 
relationship 
was equivalent 
with when they 
had fun 
together 

Affect: having fun with 
students felt like a good 
relationship 

B2a 

I always felt so 
tired by this 
period [last 
period] 
 

PST always 
tired by last 
period 

Affect: tired C2b 

...adjusting from 
a college 
schedule to a 
high school 

PST had felt 
tired adjusting 
to the high 

Affect: tired physically C2b 
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schedule again..., 
kind of like, wow, 
back into it.  

school 
schedule 

...some of them 
would get very 
aggressive in 
games, …, start 
throwing kicks at 
the shins and it 
was pretty bad. I 
almost cried 
many times after 
the freshman 
boys, but I 
usually made it 
without because 
I had …, the 
mature classmen 
coming in next 
and …, they 
would like 
brighten my day 
up. 

Immature 
student 
behavior made 
the PST almost 
cry but mature 
students 
brightened the 
PST’s day 

Mastery experience: 
Negative experience—
source= student behavior, 
violent behavior toward 
one another, failure to 
comply with PST’s 
directives, immature 
students 
Affect: sadness, almost 
crying 
 
Affect: positive, uplifting 
source= upperclassmen 
who complied with and 
were helpful to the PST 

C2b 

...my thoughts 
my feelings of 
like my self 
efficacy going in 
it and like going 
through it 
because like, 
even though 
some of the 
classes were like 
really 
troublesome, I 
still believe they 
could be 
better...I 
believed in all my 
students, but 
goodness 
gracious did they 
make me work 
for it sometimes! 

PST believed in 
all of her 
students but 
they made her 
work for it 

Positive outlook, belief in 
all students’ abilities 
Mindset= students can be 
better, they can improve 
and all students can learn 
 

C2c 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 322 
 

   
 

...I didn’t feel like 
I had enough 
support in 
classroom 
management 
specifically..., I’m 
pretty naïve to 
think kids are 
good and that 
they’re going to 
follow the rules. 

PST didn’t have 
support in 
classroom 
management 

Negative mastery 
experience: level of 
support offered by the 
cooperating teachers was 
lacking in classroom 
management; PST felt like 
she was naïve in her 
beliefs going in regarding 
student behavior 
expectations 

B1c 

...I got left alone 
like quite a 
bit...they 
[cooperating 
teachers] usually 
weren’t in there. 
So if I felt like I 
was really having 
a problem with 
students, I asked 
them [the 
cooperating 
teachers] …, 
what they 
thought or what 
they would do. 

PST was left 
alone a lot and 
asked 
cooperating 
teachers when 
she needed 
advice about 
classroom 
management 

Negative mastery 
experience: PST had to 
seek the information 
about how to manage 
students from the 
cooperating teachers; lack 
of gradual release; lack of 
scaffolded guidance 
during the student 
teaching process 

B1c 

...they 
[cooperating 
teachers] would 
give me 
feedback..., I felt 
like they just kind 
of let me figure it 
out by myself 
and try to go 
through the 
trenches …, like I 
had learned 
something 
instead of just 
asking for help all 
the time. 

Cooperating 
teachers left 
PST to figure it 
out/go through 
the trenches 
instead of 
asking for help 
all the time 

Negative mastery 
experience: Style of 
cooperating 
teachers/gradual release 
model—lacking, 
sink/swim, in the 
trenches; PST had to 
figure it out, seeking help 
frowned upon 

B1d 
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I wish they 
[cooperating 
teachers] had 
given me more 
instruction on 
classroom 
management..., 
showing me a 
couple more 
examples of 
what that would 
have looked like 
…, I definitely 
wish I had more 
help with 
classroom 
management..., 
feedback, 
because I don’t 
feel like I got a 
lot of feedback 
from them. … 
most of my 
feedback came 
from my 
[university] 
supervisor. 

PST would 
have liked 
more 
instruction and 
feedback from 
cooperating 
teachers on 
classroom 
management 

Negative Mastery 
Experience: Style of 
cooperating 
teachers/gradual release 
model—lacking feedback, 
lacking modeling/vicarious 
learning 

B1d 

I learned a lot 
from just her 
[university 
supervisor] little 
comments on my 
lesson plans...any 
input she 
[university 
supervisor] gave 
me while she 
was there, 
because she’d 
give me like the 
actual immediate 
feedback of what 
I could do better 
…, the next class 

University 
supervisor 
provided PST 
with 
immediate 
feedback for 
the next lesson 

Verbal Persuasion: PST 
received immediate 
feedback from university 
supervisor on lesson plans 
and during her visits to 
observe 
Affect: positive, helpful 

A4a 
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when I did that 
lesson and stuff 
...they [the 
students] 
respected me 
when I was there 
eventually, not 
immediately 
because I mean, I 
really did look 
about their [the 
students’] age. 

PST felt like 
looking similar 
to her 
students’ ages 
made them 
reluctant to 
respect her 

PST’s age in relation to her 
students’ ages- seen as a 
negative barrier to having 
students comply/respect 
her as a teacher 

C6a 

...those first 
couple weeks, it 
would have been 
more helpful to 
have some 
immediate 
feedback just 
because..., I 
needed to learn 
and then..., make 
some of my own 
mistakes and like 
figure it out …, 
but, …, especially 
with classroom 
management, 
that’s hard.  

PST wanted 
more feedback 
in the first 
couple weeks- 
especially for 
classroom 
management 

Negative Mastery 
Experience: Style of 
cooperating 
teachers/gradual release 
model—lacking feedback, 
lacking modeling/vicarious 
learning 
 

 

 
*PST referring to 
Artifact #1- the 
lesson plan for PE 
...so this is one of 
my first lesson 
plans...she 
[freshman 
female student] 
absolutely 
refused to swing 
the bat. …, I 
really tried to get 
to know her and 

PST knew the 
students: 
students talked 
to the PST 

Mastery Experience: 
Student behavior, 
students talked to the 
PST, interacted with PST 

A1d 
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she like talked to 
me a lot  
...so I felt really 
confident in 
making really 
good lesson 
plans. …, the 
thing I struggled 
with most was 
implementing my 
really cool lesson 
plans into actual, 
like, action..., 
they just want to 
get straight to 
the game. 

PST struggled 
to take lesson 
plans into 
action 

Negative Mastery 
experience: Student 
reaction to PST teaching, 
students were reluctant to 
learn skills, they wanted 
to play the game, not 
learn the skills 

B3c 

...it was a little 
bit more difficult 
for me to 
actually like, say, 
‘okay we’re going 
to do this,’ 
especially after..., 
I heard all the 
moans and 
groans of like, 
why like..., no 
matter what I 
told them, we 
were going to do, 
half of them 
would hate it.  

Difficult for PST 
to implement 
lesson plans 
when students 
complained 

Negative Mastery 
experience: Student 
reaction to PST teaching, 
students were reluctant to 
learn skills, they wanted 
to play the game, not 
learn the skills 
 

B3c 

Then one day I 
just felt my face 
like drop in line 
balance it like I 
had it. I had my 
like, we’re doing 
this. Thanks for 
the comments, 
but that’s too 
bad. Alright guys, 
I spent a lot of 
time creating 

PST took a new 
approach to 
behavior 
verbally and 
with a face 
drop 

Mastery Experience: PST 
used a more stern 
approach verbally and 
with nonverbal behavior 
with students to get 
compliance with students 
participating in her lesson 
plan implementation 
(learning skills, doing 
warm-ups without 
complaining). 

C3c 
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these lesson 
plans..., we’re 
gonna, you’re 
gonna listen, 
you’re gonna 
enjoy it. And 
we’re gonna 
learn something. 
So yeah, I got a 
little better 
throughout the 
semester, but I’m 
excited to have a 
fresh start..., and 
just like …, set 
my expectations 
set my standards 
right away 
instead of like 
trying to go from 
what they 
already know...., 
it was confusing.  
*2nd Artifact, 
Evaluation using 
the Danielson 
rubric 
I was always 
really impressed 
with ..., her 
[university 
supervisor] 
comments. She 
wrote a lot, a lot 
more than ..., my 
cooperating 
teachers...she …, 
saw my lesson 
plans, … she was 
always …, 
point[ing] out 
the good parts. 

University 
supervisor left 
comments and 
highlighted the 
good parts of 
PST’s plans 

Verbal Persuasion: 
University supervisor 
provided written feedback 
on lesson plans and verbal 
feedback; gave positive 
comments about the 
“good parts” 

A4b 

I was always 
really nervous 

PST was 
excited and 

Verbal persuasion: 
University supervisor 

A4b 
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because we had 
to meet like 
seven am on 
whatever day 
she [university 
supervisor] 
would come in 
and give these 
[evaluations] but 
…, once I saw her 
comments and 
her ratings, I was 
really excited and 
impressed that 
…, she noticed 
these parts of 
what I had done.  

impressed 
university 
supervisor 
noticed her 
lesson plans 

provided written feedback 
on lesson plans and verbal 
feedback on what she had 
one 

...sometimes I 
felt like, like 
when I wrote my 
lesson plans, I 
don’t even know 
if my …, 
[cooperating] 
teachers actually 
read them. …, I 
don’t know if 
anyone actually 
read them 
except my 
[university] 
supervisor. 

PST didn’t 
think her 
cooperating 
teachers ever 
read her lesson 
plans 

Verbal Persuasion: 
Negative or not-existent 
from cooperating 
teachers; no feedback 
about lesson plans, they 
did not know what she 
had planned, had to ask 
her 

A1d 

...it just really felt 
nice to be …, 
recognized and 
noticed for …, all 
the things …, [I] 
did. …, she would 
help me. …, she 
would tell me 
what she saw 
when she was 
there that …, can 
be fixed 

University 
supervisor 
noticed what 
PST did and 
told her what 
could be fixed 

Verbal Persuasion: 
Positive feedback form 
university supervisor on 
lesson planning and 
implementation, verbal 
comments and written 
comments, about what 
could be fixed 

A4a 
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[students] were 
not hesitant to 
approach her 
[university 
supervisor] with 
questions or 
concerns. ...some 
my …, students 
that really 
weren’t athletic, 
…, it created 
really good …, 
conversations 
with them. So 
then they …, felt 
more 
comfortable 
being there.  

PST observed 
that students 
could approach 
the university 
supervisor with 
questions/conc
erns 

Vicarious 
learning/observations: 
PST saw the university 
supervisor as 
approachable when 
students were able to 
approach the university 
supervisor 

D1b 

...we have to …, 
get on with class, 
that was really 
hard just because 
…, I wanted to 
give them my full 
attention. …, my 
empathy or 
whatever. …, at 
the same time, I 
had …, five other 
kids coming up 
to me saying, 
‘What are we 
doing today? Can 
we start running 
it?’ …, I had to 
talk to my 
cooperating 
teachers, …, 
they’re really 
helpful with this. 
…, I was glad that 
they [the 
students] felt 
comfortable 

PST was glad 
students felt 
comfortable 
talking to her 
but found it 
difficult to 
balance 
listening to 
student’s 
problems with 
leading class 

Mastery experience: 
Guidance from 
cooperating teachers 
helped to scaffold the PST 
through this problem; 
Cooperating teachers 
provided some insight, 
“really helpful” about how 
to balance listening to 
student’s problems and 
leading the whole class 

A2b 
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around me …, 
just caught in a 
trap of …, how 
much …, 
attention can I 
give this while 
also …, 
continuing on 
the class so that 
like not 
everyone’s 
standing around, 
while I’m talking 
to a student 
trying to be 
awkward.  
*PST discussing 
managing the 
emotional needs 
of students 
during student 
teaching 
I went in there 
thinking I 
wouldn’t really 
have to deal with 
much..., But then 
once a student 
opened up and 
talked to me, I 
just felt like I 
really like knew 
how to 
communicate 
with the 
students..., I 
don’t feel like 
many people 
took the time of 
day to actually 
listen to them 
[the students]. … 
And so I felt 
really good about 

PST believed 
she could 
communicate 
and listen to 
students well; 
PST got a lot of 
practice with 
this skill and 
used to only 
think about 
these moments 

Mastery experience: PST 
was able to practice the 
skills of listening and 
communicating with real 
students in authentic 
environments/moments 
during student teaching;  
Affect: positive “felt really 
good about that.”  

B2b 
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that. Examples: 
(...she just came 
up to me 
shaking..., I 
talked to her and 
it was …, just 
such like a sad 
but like sweet 
conversation …, 
she was just like 
so concerned 
that because she 
had an IEP …, 
that makes you 
stupid. …, we just 
talked about 
that. …, I 
comforted her. 
‘No that’s not 
what that means 
at all. …, some 
people just learn 
differently and 
you need 
different 
supports and 
we’re going to 
give you 
whatever 
supports you 
need.’ …, she just 
feels like the 
world hated her 
…, ‘we’re here to 
support you.’) I 
felt like I 
definitely got to 
practice my skill 
a lot more like it 
was always just 
in my head 
before …, I never 
really had to talk 
to students that 
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are really going 
through 
something. But I 
definitely got a 
lot of practice 
and …, listing to 
them and making 
them feel heard. 
…, making sure 
they’re getting 
the right 
resources. 
*PST response to 
the TSE line-
graph activity 
...my [classroom 
management] 
self-efficacy 
definitely 
changed the 
most …, I went in 
thinking I was 
awesome. …, I 
came in thinking 
I had all these 
principles …, I 
would have my 
back to the wall 
and my eyes on 
the students …, I 
was confident 
that I had the 
knowledge that I 
needed, …, 
actually putting it 
into practice was 
just, that’s when 
I hit the rock 
bottom …,it was 
really hard to …, 
but also …, be 
caring, I started 
talking to them 
more. I started 

PST went into 
student 
teaching 
thinking she’d 
be awesome at 
classroom 
management/c
onfident--then 
hit rock 
bottom. 

Negative mastery 
experience: hit rock 
bottom, students’ 
behaviors were not as 
easy as she anticipated 

C3a 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 332 
 

   
 

like asking my 
cooperating 
teachers, what 
do I do in this 
situation?  
 
I started talking 
to them more. I 
started …, asking 
my cooperating 
teachers …, what 
do I do in this 
situation?  

Started asking 
cooperating 
teachers for 
help/advice 

Cooperating teachers 
offered advice on 
classroom management 
when PST asked 

A2b 

I feel like April …, 
I felt like I got a 
little too lax. It 
was too much 
what they [the 
students] wanted 
to do instead of 
focusing on …, 
my lesson plans 
and …, my goals 
for them. ...I was 
like, ‘Ah, this isn’t 
what it’s 
supposed to be 
like.’  

PST got too lax 
doing what 
students 
wanted instead 
of focusing on 
lessons/goals 

Negative experience: PST 
too lax on 
behavior/focusing on 
student wants instead of 
learning goals 

B2c 

...I was really 
glad I did is that I 
got as involved 
as I could. …, My 
first day I didn’t 
because I was so 
scared and 
nervous. And 
then the next 
day [cooperating 
teacher] said, 
‘you didn’t eat in 
your little office 
all by yourself did 
you?’ So then I 
went to 

Cooperating 
teacher 
welcomed PST 
when PST felt 
nervous and 
scared/ PST ate 
in teacher’s 
lounge  

Mastery experience: 
Cooperating teacher 
created a welcoming 
environment; encouraged 
PST to eat with the other 
teachers in the teacher’s 
lounge 

A1a 
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[teacher’s 
lounge] every 
day after that 
and ate with the 
other teachers 
...I called her 
[one of the only 
girls in the 
weightlifting 
class] Deanna..., 
her real name …, 
I asked, ‘how do 
you pronounce 
it,‘ and I just felt 
like that was 
really important 
to her.  

PST knew her 
students and 
intentionally 
called them by 
their names 
with correct 
pronunciation 

Mastery experience: 
making connections with a 
student, successfully 
calling student by her 
name and pronouncing it 
correctly, meaningful to 
student 

B2b 

...it [students 
leaving PST their 
phone numbers] 
was cute. …, that 
was 
interesting..., 
making sure to 
draw the line, 
like ‘alright we 
can have fun but 
like hey, don’t 
get weird don’t 
do anything like 
you’re gonna 
regret …, don’t 
move me like the 
one kid did.’ …, I 
was just so 
frustrated. 
Actually that 
whole last week 
was just like, ‘Oh 
my gosh, you 
guys aren’t 
gonna let me 
leave without 
like showing me 

PST found it 
important to 
“draw the line” 
with students 
who made 
advances 

PST age and students 
considering PST a peer--- 
students would leave their 
phone numbers and try to 
cross the line; PST said it 
was something she had to 
do “draw the line.”  

C6b 
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every last 
thing...” 
...it was a great 
time I enjoyed 
my students it 
was hard to leave 
‘em 

PST found it 
hard to leave 
the students at 
the end of 
student 
teaching 

Affect= positive, great 
time, enjoyed the 
students, hard to leave 
them 

C1a 

In Vivo Coding Table er5X5 “Adam” 
Key Words: students, teacher teaching, lesson, feel, cooperating 
teacher, middle school, classroom, class, day, kids, high school, 
semester, question, knew, people, talk, self-efficacy, placement 

 

Verbatim Quotes 
from er5X5 “Adam” 
 

In Vivo Codes  Preliminary Meaning 
Units/Preliminary 
Sources 

Source Code 

I came in my first 
placement, had very 
little experience 
working with 
students. …, my 
experience was very 
rushed …, I would 
prefer more time to 
get to know students 
…, so I had to make a 
new unit including 
lessons plans, 
worksheets, 
everything in about a 
week …, it was very 
rushed …, trying to 
pump it out as 
quickly as I could  

Covid made it very 
rushed; had to pump 
it out as quickly as I 
could 

Affect: rushed, 
quickly 
Negative experience: 
switched subject in 
the placement and 
had to remake all of 
the edTPA unit in a 
week due to people 
being gone due to 
Covid 

C2a 

…the high school 
students I think were 
far easier to teach …, 
have a lot more kind 
of mature 
conversations …we 
talked about mature 
subjects …, I find the 
students are more 
responsive to it. 

PST found more 
mature high school 
students more 
responsive to mature 
subjects/conversatio
ns 

Mastery experience: 
student 
behavior/responses 
to teaching; 
perceived students as 
more mature 
Affect: easier 
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…and they [teachers 
at the two different 
schools] hate each 
other. …, they all 
know each other, the 
same district, and 
they all hate each 
other. So I had fun 
with that.  

[teachers at the two 
different schools] 
hate each other 

Negative experience: 
teachers at the two 
school placements 
hated each other;  
Verbal Persuasion: 
Negative from other 
teachers when eating 
lunch with them; 
talking about the 
other building/school 
 

D2c 

…, I found I felt more 
kind of like not 
necessarily like a 
daycare worker, but 
almost in a lot of 
ways. …, I didn’t 
really feel like I was 
teaching …, 
behavioral watching 

PST felt like a daycare 
worker 

Negative experience: 
PST felt like a daycare 
worker; students 
were cursing and 
would get talked with 
for 10 minutes and 
put back in the 
classroom 

C3a 

He [2nd- placement 
middle school 
cooperating teacher] 
was almost never in 
the classroom …, 
very polar opposite 
experiences.  

Cooperating teacher 
almost never in the 
classroom 

Negative experience: 
PST was left alone 
almost always, 
cooperating teacher 
lacked gradual 
release/guidance 

B1b 

I didn’t feel secure as 
I feel like I kind of 
wanted to …, we had 
a ton of students 
with different 
problems …, mental 
handicaps, …, kind of 
control themselves, 
…, some kids who 
just simply didn’t 
have that, …, and 
want to act out …, 
‘who am I supposed 
to call in case this 
happens?’ I never 
really got an answer. 

PST didn’t feel secure Negative experience: 
PST was left alone 
almost always, 
cooperating teacher 
lacked gradual 
release/guidance 
 
Deficit of 
feedback/guidance/v
erbal 
persuasion/vicarious 
learning 

B1b 
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Because I didn’t 
know who to call, I 
don’t have a lot of 
authority. …, I 
actually had to go 
over and ask other 
teachers for keys, 
which is still very 
demeaning and just 
like childish.  

PST didn’t have 
authority 

Negative experience: 
school environment 
was not welcoming/ 
didn’t make PST feel 
like an authority/ 
didn’t give him 
working badge or 
keys 
Negative experience: 
Cooperating teacher 
was not around and 
did not provide 
guidance 
Affect: demeaning 

C7b 

So when I first came 
in, it [classroom 
management] was 
really good because 
students didn’t know 
who I was. …, 
weren’t sure like 
what I couldn’t do …, 
acted the same as 
they would [with] my 
normal teacher. Then 
it [classroom 
management] went 
down once they [the 
students] realized I 
wasn’t you know, an 
official teacher 

PST’s classroom 
management went 
down when students 
realized he wasn’t an 
official teacher 

Negative experience: 
Student 
behavior/lack of 
compliance to his 
directives 

B2c 

Towards the end it 
started going back up 
as I tried, I like kind 
of figured out like, 
‘Oh if you know, if I 
say that they’ll stop 
this. …, Oh, Mr. 
Culver you know, I 
can call him down 
real quick. …, it 
[classroom 
management] 
started working for 

PST didn’t have any 
help on classroom 
management; said he 
would call the 
principal 

Mastery experience: 
student behavior 
improved when PST 
figured out what to 
say/do to gain their 
compliance 

B2a 
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me …, really long 
time to figure out 
what things I could 
do or say because I 
just didn’t really have 
any help on it.  
I didn’t have a 
working badge like 
for doors, which was 
really irritating. 

PST had no working 
badge 

Negative experience: 
School environment 
not welcoming; 
didn’t make PST feel 
like an authority; no 
working badge. 
Affect: irritating 

C7b 

But what no one ever 
told me was the fact 
that you make him 
set aside for any 
period of time and 
outside the 
classroom in the 
hallway because he’s 
doing this he’ll walk 
off. Yeah. he’ll just 
walk off and 
disappear. So no one 
bothered to tell me 
this. …, So I mean, go 
sit in the hall. And 
two or three minutes 
later, I come out to 
talk to him. …, he’s 
just gone. …, And I 
was like, ‘Oh, is this 
new?’ And my 
current teacher …, 
‘Oh no, that’s the 
thing he does.’ That 
might have been 
good …, we had 
another student …, 
but three of her close 
family members had 
been murdered at 
the start of the year. 

PST needed to know 
student information 
but cooperating 
teacher didn’t 
communicate 

Negative experience: 
PST was missing 
important student 
information; PST put 
a student in the 
hallway and that 
student ran off—
apparently a trend, 
another student had 
experienced multiple 
family deaths and 
PST wasn’t told 
 
Cooperating teacher 
style/mentor style; 
communication 
Affect: Negative, felt 
he was unfair to his 
students 

A1d 
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And no one 
mentioned this to me 
for like a month. 
Until it kind of just 
came up one day. …, 
I just figured , ‘Oh, 
she’s just being 
disruptive, and like, 
Oh, no, no, no. like 
she has like four 
dead family 
members, because 
two others died of 
Covid.’ That’s like, 
that’s the kind of 
information I would 
like to know …, if my 
teacher know that, I 
kind of need to know 
that information. I 
feel like because if 
not, I’m going to be 
unfair. …, they [these 
students] really 
should be heard a lot 
better and should 
check in with me 
every day before 
class 
…he [cooperating 
teacher in 2nd 
placement- middle 
school] had said that 
his student teacher 
was very much the 
same way as this, 
‘Alright, here’s a 
classroom go nuts. 
There are some 
lesson plans 
somewhere up on 
the Google file or 
whatever. Look at 
that. Make up your 

Cooperating teacher 
said this is how it was 
for his own student 
teaching experience 
and did the same 
things; make up your 
own; figure it out 

Negative experience: 
Cooperating teacher 
style, lacking 
guidance/not 
scaffolding or 
providing 
support/materials 

B1d 
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own stuff.’ Kind of 
fall, he figured this is 
sort of how it 
worked.  
…he [a teacher next 
door] had several 
[student teachers] 
and he was a lot 
more helpful on kind 
of telling me what 
kind of stuff I can and 
can’t do …, what I 
should be talking 
about, sharing his 
lessons with me so I 
could see kind of a 
better idea.  

Teacher next door 
was more 
helpful/sharing 

Mastery experience: 
a teacher next door 
to the PST’s 
placement classroom 
offered unexpected 
support; provided 
scaffolding, offered 
lesson plans, talked 
with PST about what 
he could 
say/do/suggestions 
Verbal persuasion 
from the teacher 
next door. 

A5a 

He [1st mentor 
teacher at the high 
school placement] 
felt a lot more like a 
mentor …, still doing 
a Covid issues too, is 
there’s always new 
regulations and 
guidelines …, working 
around that was kind 
of hard …, almost 
always be in there …, 
kind of sat quietly 
and just work on 
stuff …, and then as I 
got more competent 
and we kind of 
figured out more like 
what I was teaching 
…, he was far more 
comfortable just 
leaving and letting 
me do my own thing. 
…, checking in during 
lunch, …, he might …, 
stay for a certain 

Cooperating teacher 
was a mentor; 
eventually 
comfortable leaving 
PST and checking in 
during lunch 

Mastery experience: 
Cooperating teacher 
Gradual Release; 
provided support 
even through 
difficulties of Covid, 
gradually left PST 
alone and would 
check-in with him, 
stayed for lessons he 
found interesting 

A1b 
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lesson or two that he 
thought was super 
fun 
[1st cooperating 
teacher at the high 
school placement] 
liked to sit through 
…, because I came 
with this game …, he 
was a lot better 
about telling me …, 
look out for that 
particular student …, 
but we had a lot less 
at the high school …, 
probably just I think 
is it kids are more 
mature …, There’s a 
lot more maturity 
going on there and a 
lot more self control. 
I think a good thing 
he did was and this is 
like this is a little bit 
difficult, but if 
needed, he was more 
honest. I think if I’d 
made a mistake. 

Cooperating teacher 
was more honest 

Mastery experience: 
Style of the 
cooperating 
teacher’s 
communication; 
more honest; 
feedback; gave PST 
information he 
needed 

A1b 

*Artifact #1 from 1st 
placement- high 
school-teaching a 
lesson PST had 
planned-went too 
fast 
…I was planning for 
this to be held a 45 
minute presentation 
… so they have 
another hour and 20 
minutes of just 
nothing to do … 
[cooperating teacher 
said,] ‘so you realize 
…, that’s too short 

Cooperating teacher 
allowed PST to make 
a mistake- thrown in 
the deep end kind of 
lesson 

Negative experience: 
PST taught a lesson 
that went too fast, 
pacing was off, 
experienced a failure 
in front of students 
Cooperating teacher 
knew that the lesson 
was too short and 
allowed the PST to 
experience this. 
Affect: PST 
embarrassed 

A1b 
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right?’ …, he told me 
…, ‘everyone has to 
have that lesson at 
some point. …, like a 
thrown in the deep 
end kind of lesson. 
it’s a good one to 
have.’  
…you get to make 
mistakes to get 
better at stuff …, like 
weightlifting where 
you never gonna get 
the heaviest thing 
first …, you get built 
up to it …, after that 
you go even heavier 
but it’s gonna suck at 
first because you’re 
not going to do it, it’s 
gonna be frustrating 
…., once you finally 
figure out how to 
you can kind of see 
…, I extended it a lot 
…, went a lot more in 
depth, I made an 
activity with it, I 
learned I needed 
something else than 
just slides … and this 
went a lot smoother 
…, I realized I can’t 
just power through it 
…, be more in depth 
take your time, be 
confident in what 
you’re talking about, 
that kind of thing, …, 
it was a hard lesson 
to learn but it’s a 
good one to learn 

You make mistakes 
to get better 

Negative experience 
turned into mastery 
experience: PST grew 
from the mistake of 
teaching too fast, 
changed his plan and 
added more to it; 
taught much more 
successfully next 
time 
Affect: Growth 
mindset; analogy to 
weightlifting 

A1b 
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He [1st placement 
cooperating teacher-
high school] helped 
me a lot and 
translate what I need 
to talk about. Any 
kind of activities or 
like 
recommendations he 
thought would be 
good to include …., 
my next stuff looks a 
lot better, a lot 
cleaner …, like these 
little areas where we 
stopped and talked 
about questions …, 
open ended …, he 
recommended  

Cooperating teacher 
supported PST in 
restructuring lessons 

Mastery experience: 
PST restructured 
lesson plans and had 
more success with 
pacing; Cooperating 
teacher supported 
PST in restructuring 
the plans 

A1b 

And that is a good 
thing to kind of 
realize because I 
already know the 
content I sometimes 
forget I’m definitely 
one of those people 
that will just go on 
like a tangent and 
just assume 
everyone’s aware of 
the previous 
knowledge …, just 
totally blank on the 
fact that like, not 
everyone is a giant 
nerd who sits around 
reading all day …, 
does things outside, 
…, so that’s 
something I forget 
and he [cooperating 
teacher] kind of 
helped me like pull 
away from that.  

PST knew content 
forgot schema 
building for students 

Cooperating teacher 
helped PST develop 
PCK—how to build 
the schema for 
students around the 
topic he was 
teaching; PST knew 
the content well and 
sometimes forgot 
that students didn’t 
have background 
knowledge 

A1b 
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He [1st placement 
cooperating teacher-
high school] would 
often if he was sitting 
back there …, just 
grade stuff …, we 
kind of co-teach 
occasionally …, he’s 
pretty fun and 
energetic …. there 
was a few times he 
would kind of 
interrupt me …, he 
called them doing it, 
why don’t you pay 
attention …, he 
would go sit in the 
teachers lounge and 
work on stuff .., he 
would go out when 
my observer came by 
he would leave the 
room if she was 
there because he 
didn’t want him to 
like influence the 
observation notes or 
anything. 

Cooperating teacher 
would sit back there 
or interrupt PST to 
address students 

Mastery experience: 
Style of cooperating 
teacher/ gradual 
release of control/ 
left PST alone 
eventually, would co-
teach sometimes; 
early on in the 
experience, the 
cooperating teacher 
would intervene on 
student behavior 
 
Affect: PST felt like 
he didn’t really need 
the cooperating 
teacher’s presence 
eventually because 
the seniors would 
really listen well 

B1g 

*certain times of day 
better or worse? 
I really had one that 
was bad …, rich kids 
era type …, some 
attitude but nothing 
serious …, the middle 
school I had days I 
just dreaded …, just 
hated some of those 
days …, I don’t know 
why but they seem 
to put all the kids 
who have problems 
together and like the 
same classes. …, they 

PST dreaded some 
days 

Negative experience: 
students’ behavior 
issues, students with 
problems all in one 
class;  
Affect: dread, 
exhaustion 

B1f 
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would just butt 
heads the entire time 
…, it was just as 
exhausting. 
From those days [at 
the middle school 
placement], I was 
passed out on my 
futon, like as tired …, 
I could just feel no 
one in there cares …, 
and that was 
incredibly frustrating.  

Felt no one cares Negative experience: 
student behavior, 
teaching the same 
lesson and getting 
nothing done 
Affect: tired, feeling 
that none of the 
students/teachers 
cared 

C2b 

I just dreaded the 
middle school. I don’t 
think they’re 
necessarily bad kids 
or anything. They …, 
don’t even really 
realize that they’re 
causing disruptions. 
Maybe they weren’t 
really being 
malicious. It was just 
[they] didn’t feel the 
need to act 
appropriately. 

Students didn’t want 
to act appropriately 

Negative experience: 
student behavior, 
disruptions  
Affect: dread, not 
malicious 
kids/unknowing 
about their disruptive 
behavior/actions 

C1c 

...it’s hard being like 
13 and sitting in a 
classroom all day 
right? From start to 
finish in the morning, 
you’re tired, lunch, 
you’re hungry and 
later in the day you 
just want to go 
home.  

Hard being 13 Affect: PST 
empathized with 
middle school 
students’ 
perspectives; they 
don’t want to be 
there/tired/hungry/
want to go home 

C1c 

I would just have the 
acting up and no 
engagement [in 
classes PST dreaded]. 
…, they told me 
you’re doing a good 
job …, none of us can 

None of us can figure 
out these kids 

Verbal persuasion: 
negative from other 
teachers; the kids 
just don’t care, we 
can’t figure out how 
to reach them 
Affect: frustrating 

A5c 
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figure out how to 
reach some of these 
kids, because they 
just don’t care. And 
that was really 
frustrating. 
I think some kids 
were just kind of 
used to getting what 
they wanted either 
at home or from 
previous teachers. …, 
I kind of argued a lot. 
…, if I can get 
engagement …, I feel 
like I’m doing my job 
right.  

Engagement means 
I’m doing my job 
right 

Mastery experience: 
student engagement 
source of PST self-
efficacy; if students 
would argue/be 
engaged, then he felt 
like he was doing 
well 

B3c 

I kind of talk a lot 
until I get to my point 
because I'm just not 
very smart. 

I’m not very smart Affect: low self-
esteem; not very 
smart 
Source: amount of 
talking PST does 
before making a 
point 

 

That's [student 
engagement] the 
best thing for me …, 
if I can get students 
paying attention..., 
hear like history 
jokes from some of 
my students, stuff 
like that, I’d actually 
find that like pretty 
solid. I feel really 
good about that.  

Students paying 
attention feels really 
good 

Mastery experience: 
student behavior- 
engagement, if 
students “pay 
attention” are able to 
make jokes about 
history, PST feels like 
they are engaged in 
his teaching 
Affect positive, feels 
good 

B3a 

Artifact #2- second 
placement- middle 
school 
presentation/lesson 
I got some pretty 
interesting answers. 
…, I expanded a lot 
more …, just talk 

Covid limited PST; 
PST expanded 
lessons- able to talk 
more 

Mastery experience: 
PST was able to 
improve in the area 
of 
presenting/delivering 
his lesson content in 
the second 
placement; although 

E2 
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about stuff …, I was 
kind of I was very 
unfortunately limited 
to a lot of 
presentations, 
whether because of 
Covid violations or 
school policies. …, 
those notes in my 
edTPA …, I was very, I 
felt very limited I 
guess you could say I 
was kinda 
disappointed in some 
ways, but not 
terribly.  

still mentioned 
difficulties due to 
Covid 
Affect: disappointed 

It [instructional 
strategies self 
efficacy] got a lot 
better. I grew up very 
shy. …, quiet kid who 
really never said 
anything in class, had 
like no friends..., 
standing up at a 
classroom first and 
speaking for a long 
time was definitely 
awkward at first. …, I 
was definitely a lot 
more awkward..., fly 
through 
information... one of 
the things I didn’t 
ever actually get 
advice on, but I had 
to figure out on my 
own was I needed to 
look up more 
background 
information and 
memorize that, then 
what’s been the 
slide. …, that’s 

PST used to be 
awkward in front of 
class 

Mastery experience: 
PST improved 
instructional 
strategies, figured 
out on his own to 
look up more 
background 
information and 
memorize it and 
develop questions for 
the students 

B1d 
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helped me develop 
my questions a lot.  
*Instructional 
Strategies TSE Line-
graph 
I was confident-ish 
…, at least covering 
the material, I don’t 
know how engaging 
it would be or how 
well I can manage 
students. So, I’m 
sharing my first 
lesson and then it 
[my self-efficacy] 
dips some because 
…, my first lesson 
was bad. I’m not 
going to pretend it 
wasn’t.  

PST’s TSE for 
instructional 
strategies dropped 
after first lesson 

Negative mastery 
experience: first 
lesson went badly, 
too fast, this made 
PST feel like he was 
less able to teach 
well 

B1c 

I thought back …, 
how the students 
reacted and so when 
I was teaching, um 
kind of bored …, we 
rushed and they 
looked at their 
phones for an hour 
and 20 minutes. …, 
then I started 
building myself back 
up …, this is about 
where I was when I 
left the high school. 
So I get to the middle 
school era kind of go 
right in here …, so I 
hit this peak  

Students reacted 
bored 

Student responses to 
PST teaching- bored, 
looking at their 
phones 
Affect: lowered self 
efficacy toward 
instructional 
strategies 
 
PST reflected and 
built self back up 
again (reconfigured 
plans and had some 
successful teaching 
instances) 

B3c 

and the next week I 
go over to the middle 
school …, the first 
day or two I’m doing 
my stuff..., they [the 
students] don’t know 

Nicer teacher or 
strict teacher 

Master experience: 
PST used student 
behavior as a source 
of information to 
determine how he 
should approach 

B3b 
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if I can get them in 
trouble all that …, 
then it [my TSE] 
started dipping. …, 
pretty bad about 
right here …, about 
the middle of the 
quarter …, that 
would have been like 
April …, like early 
April and a big part 
of this came from me 
trying to decide how 
I wanted to teach 
them [the students] 
because some 
periods were great 
and I could do 
whatever I wanted 
…, and then some I 
couldn’t even walk 
out of the room for 
five seconds before I 
hear screaming and 
people were like 
smashing a gallon 
sized water bottle on 
the floor. That 
happened, I had to 
mop it for my lunch 
period. …, [had to 
decide if] I wanted to 
be the kind of nicer 
teacher, or the more 
strict teacher and all 
that. So for that 
particular group, [I 
had] …, to go more 
strict. 

classroom 
management; at first 
it was not going well 
(ex. Smashing water 
bottles on the floor), 
then he decided to 
be more strict. 

...they [the middle 
school students] 
were incredibly 
disruptive. …, I 
figured out how to 

Figured out how to 
be strict/mean 

Master experience: 
PST used student 
behavior as a source 
of information to 
determine how he 

B2a 
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be strict and kind of 
when I needed to …, 
be mean sometimes, 
…, that really helped 
me kind of improve. 

should approach 
classroom 
management; at first 
it was not going well 
(ex. Smashing water 
bottles on the floor), 
then he decided to 
be more strict. 
 

*about edTPA 
...it [edTPA] takes a 
certain human 
aspect out of your 
lessons. …, kind of 
took out the paint..., 
the human aspect of 
it. …, I don’t know if I 
could have passed to 
be honest if it wasn’t 
for [EPP] teachers or 
professors looking at 
it. …, I wish there 
was like an example 
of an edTPA out 
there somewhere for 
history that I can 
actually go find and 
look at and see how 
they organized it and 
not copy them or 
anything …, just so I 
had a picture of what 
it should look like …, 
it’s kind of like trying 
to paint a painting 
but like someone’s 
describing the scene 
to you rather than 
you look at a picture 
and paint it. 

EdTPA takes human 
aspect out of lessons 

Negative experience: 
edTPA was difficult, 
confusing, not easy 
to organize, no 
mentor text/example 
provided 
Affect: could not 
have passed if being 
scored by actual 
edTPA panel 

E1 

...she [university 
supervisor] did a 
really good job. …, 
she understood the 

University supervisor 
understood realistic 
constraints 

Mastery experience: 
university supervisor 
provided support; 
understanding 

A4b 
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deal but she also 
understood …, 
realistic constraints 
and everything 

Verbal persuasion 
from university 
supervisor/empathy/
understanding- 
realistic 

He [1st placement 
cooperating teacher- 
high school] gave me 
praise for stuff I 
usually did..., he 
talked about often 
study …, he would 
record later I had 
much better time 
with discipline much 
better time 
management. Time 
management was a 
big one and he said I 
improved a lot. You 
just got to figure it 
out yourself, it’s an 
internal clock kind of 
thing. …, he had 
criticism, which I 
think was totally 
fair..., none of it was 
ever just like critical 
to be critical. I did 
always have a 
constructive sense to 
it, which I liked. I’m 
perfectly fine with 
that.  

cooperating teacher 
gave praise and fair 
criticism 

Verbal persuasion: 
feedback from 
cooperating teacher/ 
evaluations were fair, 
constructive, PST 
received praise and 
was told when he 
was improving 

A1b 

I don’t really know 
what he [2nd 
placement 
cooperating teacher- 
middle school] put to 
be honest. …, he 
wasn’t there much so 
I feel like he was a lot 
more middle ground 
with me probably. I 

personally just 
disagreed with 
cooperating teacher 

Negative verbal 
persuasion: 
evaluations- 
cooperating teacher 
critiqued PST based 
on teaching style that 
differed from his 
style 

A1d 
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don’t think he had as 
many examples of 
praise or concern. …, 
he didn’t like, was 
more stuff that I 
think we personally 
just disagreed on..., 
his teaching style is a 
lot more kind of 
hands off, where you 
just give them the 
textbook and 
worksheets and I 
really don’t like doing 
that at all. …, I hate 
that. …, I was more 
hands on. …, and 
sometimes you 
critique that.  
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I got good feedback 
from students..., said 
they when he [the 
actual teacher] was 
there, they much 
prefer if I was talking 
or speaking and 
presenting …, they 
said that was lot 
more fun for them 
personally and they 
felt a lot more 
engaged..., they kind 
of like it when 
someone actually 
went up there and 
talked and we can 
bounce questions off 
of it. So that made 
me feel really nice at 
the high school I just 
didn’t get that 
because me and my 
teacher had already 
kind of similar styles.  

Good feedback from 
students- prefer if 
PST was teaching 

Verbal persuasion- 
from students, liked 
PST teaching better 
than actual teacher; 
felt engaged, said it 
was more fun 
Affect: felt really nice 

A3a 

...favoritism towards 
some of the primary 
students...that’s the 
thing I noticed before 
student teaching, 
that junior year was 
there’s like this weird 
divide between the 
two groups and how 
they’re treated. …, it 
did make a lot of 
secondary people 
feel kind of salty and 
very kind of you 
know, thrown out. …, 
we lost a lot of 
secondary people.  

Divide between two 
groups [secondary 
and elementary 
education majors] 

Affect: salty, thrown 
out, treated unfairly 
 
Negative experience 
starting junior year in 
EPP- felt secondary 
education majors 
were less favored 
than elementary 
education majors; 
not given as much 
information 

E3 
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...can I even take a 
medical day..., I 
would probably not 
have gotten mad if 
someone just 
mentioned that to 
me..., ‘am I just 
gonna get kicked out 
because of bad 
weather?’..., ‘Like, 
how am I supposed 
to like crash my car?’ 
because no one 
bother to mention 
oh you just add it in.  

EPP communication 
failure/medical days 

Negative experience: 
EPP lacked clear 
communication with 
the PST about 
weather-related days 
and medical excused 
days during student 
teaching;  
Affect: mad; PST felt 
worried about 
getting kicked 
out/failing student 
teaching/crashing his 
car/reinjuring his 
knee 

E3 

er6X2“Mark” 
Key words: labs, cooperating teacher, day, teaching, teacher, 
chemistry, week, teach, self efficacy, students, class, walk, 
lesson plan, planned, kids, classroom, problems, thought, sit, 
semester  

 

Verbatim Quotes 
from  
Er6X2 “Mark”  

In-Vivo Code  Preliminary Meaning 
Units/Preliminary 
Sources  

Source Codes 

I had five like, 
kids who weren't 
even in my class 
asked me how I 
could clap one 
handed with 
both hands. So 
that that was 
that was a good 
first day 

Kids asked PST 
questions, 
showed 
interest 

Master experience: 
student engagement 
Verbal persuasion: 
students offered verbal 
praise 
 

A3a 

    
    
I think one 
example I always 
use to get kids to 
realize how 
important it is, is 
that it's used in 
nursing....that 
always just 
shocked them. But 

the kids always 
liked PST after 
PST used an 
authentic 
example—
showed utility 
for what they 
were learning 

Mastery experience: 
student reactions to PST 
instructional methods-
appealing to utility 

B3a 
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then from then on. 
I mean, the kids 
always liked me... 
 
My teacher, he 
gave me full 
control. And that 
was amazing. 
 

Cooperating 
teacher gave 
PST full control 

Verbal 
Persuasion/Mastery 
Experience: Cooperating 
teacher gave PST 
ownership of the 
decisions; release model 

C4d 

And then after 
two, three days, 
he would sit in our 
little stockroom in 
the middle of our 
rooms. So he just 
sit back there and 
like be by himself. 
And he would, but 
he walked up to 
me after the first 
two days. And he 
goes ‘You have you 
have what it takes. 
So I'm going to 
leave you be,’ and 
he just left the 
door open in case 
something actually 
went wrong. 

You have what 
it takes so I’m 
going to leave 
you be (from 
cooperating 
teacher) 

Verbal Persuasion: 
Cooperating teacher 
offered positive verbal 
persuasion 
 
Nonverbal actions: 
cooperating teacher 
positioned himself outside 
of the actual classroom 
showing trust in the PST 

C4d 

But yeah, it was a 
great experience. I 
loved it. 

 

PST loved 
it/great 
experience 

Affect: positive, loved it C4d 

Um, honestly, 
towards the end, I 
was getting tired 
of it. But I think it's 
because it sounds 
selfish, but I was 
doing it every day 
and not getting 
paid. 

PST got tired of 
clinical 
experience/not 
getting paid 

Affect: resentment, 
selfish/frustrated, tired of 
it 

C2d 

But I got tired of 
feeling like I was 
doing it. And not 

PST felt no 
reward for 

Affect: tired of it, no 
reward 

C2d 
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getting like a lot of 
reward for it. 

student 
teaching/tired 
of doing it 

So I was like, I'm 
set. I have a job 
lined up. So I just 
wanted to get 
done and get the 
degree. But I 
mean, I still 
enjoyed it. But I, I 
definitely was 
feeling like, Oh, my 
gosh, I want it to 
be over. Part of 
that might have 
been because I 
was in one place, 
but the whole 
time, too. 

Job in 
place/want 
student 
teaching to be 
over 

Motivation decreased for 
PST when PST obtained a 
real teaching position 

C2d 

But she [a student] 
was struggling 
with this concept. 
And I could tell she 
wasn't working to 
understand it. But 
then when I said 
that [made an 
authentic 
connection], she 
started trying 
harder, and …[the 
student] got it, ... 
by the end of the 
year. 

Struggling 
student 
understood 
concept and 
tried harder 

Mastery experience: 
student response to PST 
teaching/instructional 
methods 

B3a 

I mean, I don't like 
to brag I …[am a] 
decently confident 
person myself, l... 
wasn't worried 
about it. And I 
knew I knew the 
content and I 
know how to talk 
to people. 

PST was 
confident/kne
w the 
content/knew 
how to talk to 
people 

Positive self-concept 
Prior experiences/mastery 
experiences engaging in 
communication 

C3b 
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One time we were 
doing a lab and 
something cool 
happened and one 
of the girls [a 
female student], 
she was a junior, 
she ... told me 
…'Yeah, that's 
dope.’ And I was 
like, ‘Yeah, it is.’ 
And she goes, 
‘Wait, you know 
what that means?’ 
And I was like, ‘I'm 
22. I'm not that 
old.’ 

PST shared 
common lingo 
with students 

Mastery Experience: 
positive experience 
interacting with students 
Verbal Persuasion: from 
students, positive 
feedback verbally that PST 
understood their lingo 
 
PST saw age as an 
advantage in building 
rapport with the high 
school students. 

A3a 

I feel like it's 
[teaching] easier 
just because I'm 
closer to their age. 
I still remember 
what it was like 
when I was in high 
school. 
 

PST viewed 
teaching high 
school as 
easier due to 
his age being 
close to 
students’ ages 

Mastery Experience: 
positive experience 
interacting with students 
Verbal Persuasion: from 
students, positive 
feedback verbally that PST 
understood their lingo 
 
PST saw age as an 
advantage in building 
rapport with the high 
school students. 

C6c 

I got thrown off. 
Like, I was not 
expecting it 
[teaching a lesson 
without the 
appropriate 
background 
knowledge for 
students] 
whatsoever to 
happen. 

PST got thrown 
off when 
students were 
not 
academically at 
the level PST 
anticipated 

Mastery Experience: 
Negative experience, PST 
did not access prior 
knowledge, did not 
pretest to determine 
students’ readiness for 
instruction 

B3d 

I was like, ‘Oh my 
gosh,’ ... it ... just 
floored [me] at 
how I became a 
math teacher. And 
so like, ... that 
lesson plan always 
sticks out in my 
head. I don't 

Failed lesson 
plan always 
sticks out in the 
PST’s 
head/students 
were not ready 
for the 

Mastery Experience: 
Negative experience, PST 
did not access prior 
knowledge, did not 
pretest to determine 
students’ readiness for 
instruction 

B3d 
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forget it. Because 
that was when I 
learned these guys 
don't know as 
much as I think 
they do know, or 
they don't 
remember it as 
much. 

instructional 
level 

 

I always like to 
keep that lesson 
plan in mind 
because it reminds 
me they don't 
always know as 
much as I think 
they know. And 
then I need to find 
a way to do it. And 
then it reminds me 
that I also know 
how to cooperate 
with other 
teachers who have 
taught them 
before. 
 

PST remembers 
the failed lesson 
to remember to 
assess readiness 
and cooperate 
with other 
teachers 

Mastery Experience: 
Negative experience, PST 
did not access prior 
knowledge, did not 
pretest to determine 
students’ readiness for 
instruction 
 

B3d 

I was caught off 
guard for sure 

PST caught off 
guard 

Mastery Experience: 
Negative experience, PST 
did not access prior 
knowledge, did not 
pretest to determine 
students’ readiness for 
instruction 
 

B3d 

And then I got to 
the point where 
the examples took 
the rest of the 
class, they [the 
students] still 
didn't get was 
going on. I didn't 
feel like my 
teaching was bad. I 
just felt like I 
needed to find a 
way to explain it 
better to them. 

PST felt like 
PST’s teaching 
wasn’t 
bad/needed 
better way to 
explain material 
to students 

Mastery Experience: 
Negative experience, PST 
did not access prior 
knowledge, did not 
pretest to determine 
students’ readiness for 
instruction 
 
PST used this reaction as 
informing his instruction. 
PST did not internalize the 
students’ academic 

B3d 
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performance to his 
teaching approach 

*PST commenting 
about his resilience 
and high level of 
TSE throughout 
student teaching 
I pretty much 
always felt that 
way. 

PST always felt 
strong TSE 
during student 
teaching 

Affect: Positive, confident  

There was only 
one time that I felt 
like I felt dumb. So 
I was trying to 
teach them how to 
calculate solubility. 
And a lot of people 
don't understand 
it. Because unless 
you like, directly 
read the word 
problem and like 
figure it out. 
There's not always 
a concrete way to 
do every single 
problem. You have 
to like, put it 
together and solve 
it like puzzle. And I 
tried to create a 
concrete way. And 
I did five or six 
problems with the 
concrete way that 
I made. And I was 
like, this works. It 
makes sense. And 
then I had one of 
my example 
problems up on 
the board, and one 
of the students 
raised his hand he 
goes, ‘That doesn't 
make sense. 
Because solubility, 
you added more 
water. Yet, like ...it 
was supposed to 
be more dilute.’ 

PST felt dumb 
when example 
problem was 
incorrect and a 
student noticed 

Mastery Experience: 
Negative experience- PST 
provided an incorrect 
concrete example for 
solubility and a student 
corrected the PST in front 
of the class.  
Verbal Persuasion- 
negative from student 
correcting PST 
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This kid has the 
highest grade in 
the class. I was 
like, maybe I 
should look at it 
again. I looked at it 
again, I looked at 
him. And I was 
like, you're right, 
this doesn't make 
any sense. So ... I 
think we had five 
minutes left the 
class, and I was 
like, ‘All right, 
we're just gonna 
sit down.’ And my 
prep period was 
the next period. So 
I just sat down, I 
was like, trying to 
figure out my 
concrete way the 
whole time. I get 
so mad at myself 
because I messed 
it up. But then the 
next day, I just 
restarted ...how it 
is taught, and then 
it was fine. Didn't 
like kill my 
confidence. But I 
was like, I was so 
proud of myself 
for making this 
concrete way. And 
then it just didn't 
work at all. 
 

PST making a 
mistake in front 
of students/ PST 
admitted the 
error/ didn’t kill 
PST’s confidence 

Mastery Experience: 
Negative experience- PST 
provided an incorrect 
concrete example for 
solubility and a student 
corrected the PST in front 
of the class. 
 
Resilience- PST 
commented this did not 
kill his confidence, he 
immediately began 
working on the solution 
again  

B3d 

He [Cooperating 
teacher] definitely 
heard it [PST 
making the error 
in front of the 
students]. He's 
[Cooperating 
teacher] like, ...'I 
was hearing your 
talk and just kind 
of let you keep 
going, though,..., 
because I didn't 

Cooperating 
teacher heard 
PST’s error and 
said he didn’t 
know if it would 
work either 

Verbal Persuasion: 
Cooperating teacher 
provided verbal support 
to PST  
 

A1b 
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know if it worked 
either.’ And then 
he walked in and 
he goes, ‘Well 
works like 85% of 
the time. like just 
not every time as 
well.’ 
I had days like that 
with my chemistry 
professors too. 
There was literally 
one day we were 
like three 
notebook pages 
worth of the notes 
and the next day 
she [the chemistry 
professor] walked 
in [and said] ‘I did 
it backwards, tear 
out every page. 
We’re redoing it. 
Okay?'  So, I mean, 
everyone makes 
mistakes. Doesn't, 
doesn't hang on 
me it's something I 
remember. But it's 
not something 
that I let like, drag 
me down. 
 

Mistakes don’t 
hang on the PST 
since prior 
teachers made 
mistakes too 

Vicarious experience: 
prior teacher made a 
mistake in teaching for 
three days and admitted 
the error, PST recalled this 
event and how to handle 
it when he made a 
mistake teaching his 
students 
 
Growth mindset- learning 
from failures 
 
Past teachers modeled 
how to respond to failure 

D2d 

So I ended up 
teaching physics 
about halfway 
through the 
semester, because 
I waited to take 
that one over 
...Not that I wasn't 
as confident ... I 
didn't want to take 
on too much at 
one time. Because 
lesson planning for 
two different 
classes [was] a lot 
more than one. So 
I got used to doing 
one for a while. 
And then I was 

PST took on 
another subject 
when PST felt 
ready to lesson 
plan for more 
subjects 

Affect: Positive, felt ready 
to accomplish planning for 
more 
 
Mastery Experience: PST 
had planned well for one 
subject and was ready to 
take on more 
responsibility/ release 
model 
 
Style of cooperating 
teacher/ release model 
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like, ‘Okay, I'll take 
on physics too.’ 
So I took it over. 
And I started 
writing my own 
labs. And I never, 
like considered it 
with chemistry, 
really. But I had 
virtual students 
and in person 
students at the 
same time. And it 
just made me 
realize how much 
of a knowledge 
gap there is, and 
the fact that the 
virtual students 
can't do the lab. 
Yeah. And then so 
I found and I was 
like looking online 
looking online, 
because my 
cooperating 
teacher just said 
he didn't want to 
deal with it. This 
was the one 
instance I didn't 
agree with him on 
it. He didn't want 
to deal with it as 
to how much more 
work it took for 
him to make an 
online lab or an 
online version. 
That is what a lot 
of people like to 
do. Is it just video 
themselves doing 
the lab, and then 
have them fill out 
the lab handouts 

Cooperating 
teacher didn’t 
want to deal 
with teaching 
lab online but 
PST took it on 

Mastery Experience: PST 
accomplished teaching 
physics lab online – felt 
this was something the 
cooperating teacher 
wouldn’t or couldn’t do 

 

*Referring to 
Artifact#2- 
approximately one 
month before the 
end of student 
teaching 

PST found out 
how to do 
something 
cooperating 
teacher couldn’t 
do- I know this! 

Mastery experience: 
teaching labs online, 
finding an online resource, 
successfully teaching in-
person and virtual 
students 

B3a 
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...he [cooperating 
teacher] didn't 
want to do that 
extra work. I did it 
for a little while. 
And then I realized 
that it is a lot [of] 
extra work..so I 
finally found this 
website called fat. 
And it had so many 
labs simulators on 
it. And I was so I 
just made lab 
handouts from 
that. And I think 
what got me to 
open my eyes of 
that is I've already 
less than planned 
for a lot of this 
semester, like labs, 
everything else. 
And I'm using the 
virtual labs in my 
lectures. a 
different form of 
like something for 
them to see. And 
so I mean, all the 
reason I have that 
as an artifact is 
because I was like, 
‘Wow, I know this, 
I found it with like, 
a month left with 
my placement.’ 
I was like, ‘Oh, 
wow, this is cool.’ 
It didn't take me 
that long. ... just 
always makes me 
think that there's 
another way 
around something 
that I think is 
hard..., because …, 
I didn't want to 
put in the time to 
record the lab and 
adding to the lab 
handout. But at 
the same time, 

PST thought it 
may take longer 
but I can reuse 
this for years 

Utility: PST was motivated 
by the utility of the 
task/materials for his 
future career 
 
Mastery Experience: 
teaching labs online, 
finding an online resource, 
successfully teaching in-
person and virtual 
students 

B3a 
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honestly, it …, 
ended up taking 
more of my time, 
because I had to 
write a different 
lab handout for 
the virtual one. 
But then I told 
myself, I was like 
once I do this once 
I can reuse this for 
years. 
 
*PST is referring to 
his line-graph of 
TSE for lesson 
planning 
So pretty much 
what happened 
was, I got so used 
to how [PST’s EPP] 
does lesson 
plan[ning] just 
long, really long, 
drawn out 
everything else. 
And I hated it. And 
then I made my 
edTPA lesson 
plans, and I just 
completely 
changed them. 
Like, we had to 
write them in 
November. And 
then we turned 
those in. And then 
when I got my 
placement, I just 
threw them away 
completely, 
changed it 
shortened [them], 
made them less 
detailed 
everything else. 
And I was like, 
Okay, here we go. 
It's fine. And 
honestly, I still 
think that I 
changed them as I 
was teaching them 

PST got in a rut 
with lesson 
planning when 
university 
supervisor 
stopped having 
him turn in 
formal lesson 
plans 

PST used self-reflection to 
realize his performance in 
lesson planning had 
leveled/waned.  

E1, A4c 
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pretty much. But 
that plateau was 
because my 
supervisor told me 
that as long as my 
cooperating 
teacher thought 
that it was fine. 
And I was doing 
fine. I didn't have 
to write out lesson 
plans at all. So I 
never wrote out 
lesson plans. I just 
plateaued because 
I was like I'm just 
doing. And I got in 
a rut. I was just 
doing like the 
same thing over 
and over and over 
again. And I 
realized I was 
getting a ride. I 
was like doing 
PowerPoints and 
stuff. And I was 
like, ‘Man, I 
haven't done a lab 
in a while,...what 
am I doing?’ I 
stopped ... and we 
started going up 
again, this is when 
I changed how I do 
my lesson plan. I 
used to like just 
...like that plateau, 
I didn't write 
anything out. I …, 
went like I knew 
what I was going 
to talk about..., I 
made the 
PowerPoint about 
it at most. And I 
would just wing it. 
Like, and I'd make 
that PowerPoint. 
And I'd have a 
week like Todd 
was gonna use it. 
And I would walk 
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in that morning be 
like, ‘Hmm, well, 
this is what I think 
I want to do.’  ... I 
wasn't planning, I 
was just kind of 
like, ’Okay, I can 
do it.’ And it was 
going okay, and ..., 
the students were 
doing fine, I was 
just doing a lot of 
the same stuff 
over and over 
again. And I can 
see myself doing 
it. And it was like 
that plateau is 
probably like a 
week and a half 
until I realized that 
I needed to do 
something else. So 
then the rise 
again, was what I 
do now? 
So I take a Google 
Sheets, like Excel, 
whatever. And I'll 
write a relative 
date. So whatever 
date it was that 
year, and I'll write 
whatever the topic 
is in one column. 
And then I put, I 
always start 
everyone in my 
class with a daily 
warm up. And I 
use a Google form 
with a daily warm 
up. So all right, 
that daily warm 
up, and then I'll 
have the hyperlink 
to that daily warm 
up in the Google 
Slides sheet, or the 
Google Sheets 
sheet and it'll be 
right next to it. 
And then the next 

PST rose from 
the lesson plan 
TSE plateau by 
using a method 
of planning he 
had invented 
that worked for 
him- something 
he had used as a 
student in 
college 

PST drew upon prior 
experiences with his own 
learning in college and 
used a method of 
planning that had been 
successful in his own 
experiences to 
successfully rise from the 
lesson planning plateau in 
student teaching 

C2c 
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thing is whatever I 
want to do is 
about a 
PowerPoint or the 
PowerPoint 
labeled with the 
link next to it. And 
then I will 
worksheet then it's 
if it's a Google 
form, it'll be 
labeled with the 
link next to it. If it's 
a doc, there'll be a 
link next to it. I'll 
put a note over 
there saying to 
print it So I just 
have, like I have 
every day 
organized in a 
Google Sheet. Like 
for my next 
chemistry class I'm 
using next year, I 
have every day of 
school planned out 
right now with 
links to everything 
on it, which is 
ambitious, 
because it's gonna 
get changed. But 
like, I have 
worksheets made 
everything. It's just 
all on one 
slideshow, or one 
Excel Google Sheet 
document. And 
that's why I would 
consider my rise 
because I love it 
like a lot of people 
I show them it like, 
I think I showed 
the principal at 
[student teaching 
placement] and he 
kind of questioned 
that as being a 
lesson plan. And I 
was like, ‘But it's 
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what works for 
me.’ ... it's not a 
formal lesson plan, 
like I could turn in 
and get checked 
out by 
administration, 
because they 
would look at me 
like ‘I don't 
understand this.’ 
But I've been 
doing Excel files, 
everything else in 
labs and 
throughout college 
the whole time. So 
I'm more familiar 
with it. And it just, 
I found a way to 
where it works for 
me. So that's what 
I consider getting 
out of the plateau 
was. 
I even had a lab 
accident too. But it 
wasn't my fault. 
That was my that 
was my 
cooperating 
teacher’s fault. I 
wrote my own lab, 
and we're like, 
boiling, boiling 
ethylene alcohol, 
so it's like almost 
pure alcohol. 
Okay, really 
flammable. And 
usually, there's a 
golden rule of 
chemistry that 
says don't have an 
open flame near 
something really 
flammable... Well, 
my teacher walked 
in and …, he didn't 
like hear pay 
attention, 
anything. And he's 
like ‘I did at 23 

Cooperating 
teacher caused a 
lab fire while 
PST was 
teaching/ it 
wasn’t my 
fault/it was my 
cooperating 
teacher’s fault 

Mastery Experience: 
cooperating teacher made 
a mistake and PST 
handled the correction of 
the mistake (lab fire) 

D2d 
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years. I know what 
I'm doing.’ And he 
walks up and he 
turns the Bunsen 
burners high. 
And then it boiled 
over, and then it 
caught on fire. And 
then it's spread all 
over the table. And 
like me and him 
didn't freak out 
because we knew 
what was 
happening. It's an 
alcohol fire on a 
fire resistant table 
and once the 
alcohol burns out, 
it's gonna go out. 

PST didn’t freak 
out 

Mastery Experience: lab 
fire happened, and PST 
calmly handled the 
problem 

 

I just like calmly 
walked back to the 
stockroom and 
grabbed a piece of 
glass and put it 
over the fire and it 
went out. The rest 
of the day the 
principal came in 
and he goes, ‘So 
what happened?’ 
And he [the 
cooperating 
teacher], was like, 
‘Oh, yeah, I didn't 
do it.’ But it wasn't 
an issue as far as it 
wasn't my fault. 
[the cooperating 
teacher said], ‘I 
have been 
teaching 23 years, 
I make mistakes 
too.’ 

Cooperating 
teacher 
admitted he 
makes mistakes 
even after 23 
years 

Verbal Persuasion: 
supportive words from 
cooperating teacher 
 
Vicarious experience: PST 
observed cooperating 
teacher causing a lab 
fire/accident and 
admitting that he still 
makes mistakes 

D2d, A1b 

*PST response to: 
What was it like 
getting assessed 
by this cooperating 
teacher and by the 
university 
supervisor? 
...they 
[cooperating 

Cooperating 
teacher said 
rubrics are just a 
hoop to jump 
through/ you are 
getting an A 

Cooperating teacher’s 
mentoring style: setting 
expectations for 
assessment/ frontloading 
expectations for 
assessment and feedback 

A1b 
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teacher and 
university 
supervisor] were 
both relaxed about 
it pretty much. He 
[cooperating 
teacher] would 
just tell me …, I 
hate the rubrics..., 
He said the rubrics 
are a hoop to jump 
through and he 
looks to me he 
goes, ‘You're not 
going to get 
perfect fives.’ He's 
like, ‘Perfect fives 
are unrealistic. 
And if you are 
doing that you 
should be a 
doctorate in 
education.’ I was 
like, okay, that's 
fair. He goes, ‘I'm 
going to give you 
an A, ..., unless you 
royally mess up 
you're gonna get 
an A.’   
And then same 
thing with my 
[university] 
supervisor, she 
would just come in 
and ..., sit in the 
back and ..., I 
taught seven 
different class 
periods, she came 
in seven times, 
one for each class 
period. And each 
time, I would just 
introduce her and 
tell the class who 
she was. And like, 
all the students 
took it more 
seriously than I 
did. 

University 
supervisor sat in 
back of each 
class and was 
introduced to 
students 

Style of university 
supervisor’s approach to 
observation 

B3a 

I would say this, I 
was like, ‘She 

Students 
participated 

Students provided 
support by engaging more 

B3a 
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[university 
supervisor] gets to 
help determine if I 
graduate or not.’ 
..., the kids liked 
me, so they would 
like, ..., I'd get the 
most participation 
throughout the 
lecture, ever, out 
of anything. They'd 
be raising their 
hand, different 
kids’ hands would 
be raised, and 
they'd be way off 
on their answer to 
get away areas. 
And I just got a 
kick out of it. And 
I'd be laughing the 
whole time. 

more when 
university 
supervisor came 

when university 
supervisor was present so 
PST would get a good 
grade/graduate 
 
Affect: positive, laughing 

... my [university] 
supervisor was 
great. She was 
very relaxed, and 
she pretty much 
told me the same 
thing. She goes, ..., 
‘I can tell that you 
have rapport, I can 
tell that you know 
the content, and I 
know what you're 
doing. Like, 
because I can tell 
you have what it 
takes.’ 

University 
supervisor said 
you know the 
content, you 
have what it 
takes 

Verbal Persuasion: 
University Supervisor 
provided verbal support 
to PST- feedback 

A4b 

and she'd 
[university 
supervisor] send 
me …, her emails, 
..., of what she'd 
write out in her 
notes that she’d  
take ... I think 
every time I did 
something 
different, she'd 
marked down the 
time and like, say 
what I did. And 
then at the end, 

University 
supervisor sent 
emails and gave 
feedback 

Verbal Persuasion: 
University Supervisor 
provided verbal support 
to PST- feedback 

A4a 
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she'd be like, 
‘Great job, I really 
enjoyed seeing 
you do this,’ or 
whatever else. 
she [university 
supervisor] would 
always text me 
like, the day 
before she'd come 
in or whatever it 
has been this day, 
it was okay. Like, 
these are days, like 
I didn't have a 
whole lot planned. 
So she'd make 
sure that she was 
always at a day 
that I had 
something 
planned. 

University 
supervisor 
forewarned PST 
before coming 
to observe 

Mastery Experience: PST 
was given notice of the 
day the university 
supervisor would be in the 
classroom to observe 
 
Mentoring style of the 
university supervisor 

A4a 

The only thing that 
I did get a lot of 
constructive 
feedback on was 
my pacing. And 
that was from my 
cooperating 
teacher. But part 
of it was that he 
said, ..., it was part 
of the hoops to 
jump through 
because he had to 
fill out the rubric 
and he had to put 
something was 
wrong. But I mean, 
but at the same 
time, I started out 
and I was trying to 
go too fast.  

Cooperating 
teacher gave 
constructive 
feedback about 
pacing but also 
said it was part 
of the hoops to 
jump through 

Mentoring style of the 
Cooperating teacher 
 
Goffman-faces, feedback? 
 
 

A1b 

I had to reteach 
myself some of 
that stuff because I 
was doing it in like 
hidden and more 
advanced stuff. 
Like my senior 
year, like when I 
was doing like 
research on my 

PST had to learn 
best pedagogy 
for this topic and 
the students 

Mastery Experience- 
negative experience with 
pacing, realized he 
needed to show more of 
the work and slow 
down...had to rethink his 
approach to teaching the 
material 
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own everything 
else. Like, it was 
just stuff that 
came naturally to 
me now, because 
I've done it for so 
long. But to try to 
teach it to 
someone else, I 
almost had to like 
reteach myself 
how to do it. 
 
I was nervous, 
with field 
experiences at 
first. So my first 
field experience 
because I, my 
freshman year, I 
didn't know I want 
to be an education 
major yet. I didn't 
determinantal 
second semester 
of my freshman 
year, so I do like 20 
hours of field 
experiences, I was 
in two 
introductory 
classes at the 
same time. So I did 
20 hours in the 
same classroom, 
and I was nervous 
by going in there. 
And that's the 
point when you 
just sit back and 
do nothing. So like, 
the first couple of 
times, I was 
nervous about 
going there. 

PST recalled 
being nervous in 
freshman clinical 
experiences and 
would just 
observe 

Mastery experience: 
negative experience just 
observing in practicums 
and not doing anything 
else 
 
Affect: Nervous, unsure of 
major 

 

 I got bored with it 
[just observing in 
freshman clinical 
experience]. I 
remember this 
now a lot more 
because I'm 
thinking about it. 

PST took over 
his practicum 
clinical 
experience by 
teaching when 
there was a sub 

Mastery Experience: 
Positive, early mastery 
experience during clinical 
practicum experience; PST 
taught the students how 
to do AP problems when 
the sub was unable to do 

B3a 
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So my teacher that 
I was observing 
was a chaperone, 
when they went to 
a, I think they 
went to Disney 
World for a trip for 
some club. And 
she was a 
chaperone, she 
was gone for a 
whole week. And 
..., I was going 20 
hours. And so I'm 
going three times 
a week for two 
hours each time I 
go. So like I was 
just in there with a 
sub. ..., two of the 
courses that I was 
sitting in were AP 
courses. And so all 
she [the sub] did 
was just give them 
practice AP tests. 
And like those 
tests are hard, 
they have no idea 
what they're 
doing. Like they're, 
they're hard for 
me. So the sub 
was just like, ‘I 
don't know what 
to do.’ And like the 
kids that actually 
want to do well on 
the AP test are 
frustrated. So I 
was just sitting 
back there, they're 
literally just 
working on a 
packet. And I just 
see them getting 
frustrated. I just 
like, I don't know 
what made me do 
it. But I had the 
confidence to just 
stand up and they 
barely knew who I 

this; students responded 
with confidence 
 
Students’ responses to the 
PST’s teaching methods 
were positive 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 374 
 

   
 

was back there. 
And a 19 year old 
kid pretty much 
their age …, 
seniors. So they're 
all 17, 18. And I 
said ‘You guys 
want me to do 
problems in the 
board?’ ‘Sure.’ So I 
just went through 
the packet, I went 
through the whole 
120 question 
packet throughout 
that week, the 
problems on the 
board. And they 
felt so much more 
confident. And I 
mean, I was that 
was it that was 
like, ‘Okay, I can 
do it.’ Like it might 
have been my 
personality that 
finally made me be 
like, ‘Okay, I can 
help them.’ 
then at the [clinical 
placement] it 
became a 
problem, ..., I felt 
awkward for my 
placement the rest 
of that year. 
Because when the 
teacher came 
back, I don't know 
if they [the 
students] thought I 
was a better 
teacher than her 
[the regular 
teacher] for that 
one week doing 
problems on the 
board. But they 
would ask me 
questions instead 
of asking her 
questions. And I 
was like, now this 

PST felt 
awkward in 
practicum 
clinical 
placement when 
students came 
to him instead of 
their real 
teacher 

Affect: Negative, awkward 
 
Mastery Experience: 
Positive experience 
teaching students 
successfully early in PST’s 
teacher education 
training.  

C4a 
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is awkward 
because I feel like 
I'm intruding on 
your classroom. 
*PST discussing 
how Covid-19 
pandemic affected 
his student 
teaching 
It was weird with 
COVID. They made 
it weird, but I 
mean, it was, it 
was doable. And 
we did, we did the 
best that we could 
with it. and 
[clinical placement 
school] was 
supportive of it. I 
mean, the only 
thing that was 
somewhat weird is 
that one day that 
kid's going to be 
gone for two 
weeks. And well, it 
could be seven 
days could be 10 
days, could be two 
weeks..., I think I 
liked it more 
because of COVID, 
honestly, because 
it helped me to be 
more flexible than 
anything else. 
Because there 
would be days 
when I would just 
walk in and my 
class of 22, they'd 
half of them and 
be gone. Like, and 
that happened at 
one point, I [had a] 
Class of 22, And 
one day I walked 
in, I had a big ... 
contact trace from 
my class. I almost 
got contact traced. 
But honestly, 

It was weird 
with 
Covid/Contact 
tracing/ Flexible 

Mastery Experience: PST 
found he was able to be 
flexible and teach amidst 
the changing numbers of 
students and situations 
during the pandemic and 
contact tracing 

E2 
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because the NCAA 
forced us to get 
with track, I got 
COVID tested 
three times a 
week. Like I 
literally the three 
times a week, we 
did the rapid test 
constantly. So that 
was the only thing 
that kept me from 
getting contact 
race because I 
could walk into 
Windows office 
and be like, here's 
my negative test. 
So I was like, if the 
NCAA is letting me 
run and do track 
meets with 300 
people, I think I 
can teach at a 
school that has 
400 total. 
*PST discussing 
eating lunch in the 
teachers’ lounge 
it [eating lunch in 
the teachers’ 
lounge around 
other teachers] 
was, it was always 
nice. We sat there 
every day, we 
would hear I 
would hear stuff 
about students 
that I wasn't 
always sure about. 
And then like, I 
would hear, like, 
the thing that was 
weird was like 
other teachers 
would walk up and 
tell me like how, 
like the students 
would talk about 
me outside of my 
classroom. But 
like, it was always 

Other teachers 
in the building 
were always 
nice and told 
PST other 
students said 
good things 
about the PST 

Verbal Persuasion positive 
comments from other 
teachers in the building; 
sharing that students 
were commenting 
positively about the PST 

A5a 
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in a positive 
manner. the math 
teacher, S., he 
would walk up to 
me, and you'd be 
like, yeah, they 
were talking about 
you again today. 
And they said you 
did something 
funny..., they [the 
students] seem to 
like you a lot, ..., 
So … that was 
always nice. But 
like now, those 
guys were always. 
They were nice. 
So when I got my 
job, he [another 
teacher in the 
building] asked me 
how much I was 
making. And I 
knew why he was 
asking me because 
he was like, I saw 
him. Like, talking 
to the principal..., 
He went to the 
school board 
about it. And the 
school board 
agreed that he 
needed a raise and 
everything else. 
And then the 
problem was the 
superintendent 
left like right 
before our 
placement started. 
So they had an 
interim. So I got to 
learn how to enter 
of superintendents 
work. I didn't know 
that there's just 
like a database of 
retired 
superintendents. 
And when one 
leaves in the 

Another teacher 
shared his 
dismay about his 
salary compared 
to the PST’s 
beginning 
salary/ PST 
learned about 
school politics 
sitting in the 
teachers’ lounge 

Affect: Negative, 
disappointed in the 
politics behind school 
decisions/salaries/compet
itions 
 
 

A5c 
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middle of the year, 
they just pull him 
and they come in 
just to push paper 
the whole time, 
then they get paid. 
Because you can't 
have a day of 
school without a 
superintendent. I 
didn't know that 
either. So I learned 
like all this stuff, 
like background 
stuff and 
everything. But 
when he found out 
my starting salary, 
it was more than 
his he got a little 
upset as a starting 
teacher, but then 
he's like, well, you 
also are a high 
needs ...teacher. 
it's just, I got 
eating lunch with 
them, I learned 
more of the 
politics behind it, 
and that I hate 
that politics is 
involved in 
everything. And it 
makes me upset. 
There's politics 
and sports, there's 
politics, like, I was 
on a high school 
robotics team. And 
there was politics 
with that because 
we're a small 
school. And like 
these bigger 
schools would get 
companies like, 
they'd have Rolls 
Royce, one of the 
best engineering 
companies in the 
world in the state 
of Indiana, 
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especially their 
mentors, like they 
had mentors who 
worked for Rolls 
Royce. And I was 
like, yeah, the kids 
definitely built 
that. I'm sure they 
did, you know? 
Are you with us? 
And if like, they'd 
have a bad match 
or something like 
they would blame 
everyone but 
themselves, 
because Rolls 
Royce, like their 
founders would 
show up and be 
like, why are we 
giving you guys 
money for this 
program? So like, I 
just like, it just 
showed me how 
much politics 
really isn't 
everything. But, 
but it was nice to 
like, sit there and 
just talk to them 
every day about 
that stuff. 
 
    
In Vivo Coding Table er6X6 “Kate” Key Words: teaching, student, cooperating teacher, feel, 
placement, teacher, student teaching experience, classroom management, classroom, self-
efficacy, transcribe, put, reading, left, knew, gen ed, evaluations, wanted, entire semester, talk 
Verbatim Quotes 
from er6X6 “Kate” 

In Vivo Codes Preliminary meaning 
units/Preliminary 
sources 

Source Code 

I really enjoyed my 
student teaching…, 
there were definitely 
challenges. it was 
stressful and 
overwhelming and it 
definitely consumed 
like my entire life 

Consumed my entire 
life 

Negative experience: 
student teaching was 
challenging and 
consumed PST’s life; 
a lot not prepared for 
in special education, 
didn’t highlight 

C3d 
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when I was doing 
teaching…, I did think 
it was beneficial and 
important to do…, I 
feel like it’s 
somewhat prepared 
me for teaching in 
terms of lesson 
planning and 
understanding 
content and making 
those student 
connections…, 
especially going into 
special education 
there’s a lot I don’t 
feel like I was totally 
prepared for…, I feel 
good now after some 
additional trainings 
that have been 
provided to me, but 
during student 
teaching, I just don’t 
think it highlighted 
enough of that 
profession. 

enough of the 
profession 
Affect: challenging, 
consuming; feel good 
now after additional 
training 

I knew what an IEP 
was…, being able to 
read through one 
and understand the 
information, data 
tracking, measuring 
goals, creating IEPs, 
the entire system…, 
just not covered 
enough at [EPP]. 

Skills not covered 
enough 

Negative experience: 
certain skills weren’t 
covered at the EPP 

C3d 

I felt really 
supported. I knew 
that I could always 
reach out and they 
[cooperating 
teachers] would 
answer… so I felt 

Really supported by 
cooperating teachers 

Mastery Experience: 
Cooperating teachers 
were always 
available, offering to 
meet, talk with PST 
about lesson plans, 
answer questions 

A1b 
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really supported…, 
just answering all of 
my questions, always 
being available to 
meet and talk about 
lesson plans, or if I 
was struggling to put 
something on 
Canvas…, my general 
questions, especially 
when it came to fully 
taking over. They 
always made 
themselves available 
for it, offered to 
meet with me…, I 
knew that I was 
supported and that I 
could go to them 
with anything and 
that they would get 
taken care of.  
There was a couple 
times where my 
cooperating teachers 
had their own kind of 
personal 
emergencies and 
things that they 
needed to deal 
with…, a couple of 
days and I kind of 
was left on my 
own…, definitely 
more challenging, 
because I didn’t 
really know what I 
was needing to do. 
But we made it work. 
…, helped me 
become more 
independent because 
I had been super 
dependent on my 

I was left on my own; 
made it work 

Mastery experience: 
left on own when 
cooperating teachers 
had personal 
emergencies, didn’t 
know what to do, 
“made it work” 
Affect: helpful, 
become my own 
person, comfortable 
in that position 

B1a 
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cooperating 
teachers.. I think it 
helped me become 
more of my own 
person in terms of 
being a teacher and 
feeling comfortable 
in that position…, it 
showed me just kind 
of like how a school 
can come together  
If they ever had to 
leave me…, they just 
started kind of 
leaving me…, that 
always made me feel 
uncomfortable 
because I knew it 
wasn’t part of the 
[EPP’s] policy. But…, I 
didn’t really know 
what I was doing. So 
it did make me feel 
uncomfortable. But 
because I had 
experienced from 
that last time, I felt I 
knew I could do it, it 
was just something I 
wasn’t prepared for.  

they just started kind 
of leaving me…, that 
always made me feel 
uncomfortable 
because I knew it 
wasn’t part of the 
[EPP’s] policy 

Mastery experience: 
left alone, able to do 
it successfully  
Affect: negative, 
nervous, against 
policy 

B1i 

Artifact#1 edTPA 
lesson and teaching 
Getting to see 
yourself teach…I 
thought was a 
downside of it…, 
edTPA at the [EPP] 
was that we weren’t 
really like trained in 
the language of it…, 
our usual lesson plan 
format, and what 
we’ve been taught, I 
felt like didn’t 

edTPA language was 
confusing; 
expectations were 
demanding and 
unclear 

Negative experience: 
edTPA was difficult 
because the 
expectations were 
not clear, not trained 
in the same language 
edTPA used for the 
lesson planning, 
confusing 
Affect: would have 
failed if scored by 
edTPA 

E1 
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necessarily translate 
and fit into edTPA…, 
really really 
confused…, it wasn’t 
clear what the 
expectations were…, 
I’m really glad we 
didn’t have to 
formally submit it to 
edTPA because I 
don’t think I would 
have passed…, 
because it was so 
demanding and 
confusing. 
Artifact#2 from 
second placement- 
special education 
small groups 
I got to do a lot of 
really fun stuff that I 
didn’t get to do and a 
whole class setting…, 
got to make better 
relationships with 
the students …, really 
enjoyed my second 
placement because I 
got to know the 
students so well…, 
nice being able to do 
fun things with 
them…, I think that 
[mummifying apples] 
was one of their 
favorite things we 
did…, one of the 
things that stood out 
to me it meant the 
most to me was 
getting to work in 
those small groups 
and getting to know 
the students. 

Getting to know 
students meant the 
most 

Mastery experience: 
teaching in small 
groups, getting to 
know the students—
the students enjoyed 
the PST’s lessons 
Affect: nice, fun, 
meant a lot 

B2b 
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 Would look for 
physical cues…, how 
the students were 
sitting…, were they 
looking at the board? 
or were they talking 
to somebody else 
when I was teaching 
and after teaching I 
would use results 
from formative 
assessment to see to 
check their 
understanding and 
see what they were 
understanding what 
they weren’t to kind 
of get whether 
they’re engaged in 
what I was teaching 
or not…, in Gen ed 
there was a time I 
was reading…, a 
persuasive essay.., I 
was looking at this 
paper reading it and 
look up, it’s just like 
blank faces sitting 
there. And they all 
looked sleepy. And I 
asked, “Are we 
sitting here bored? 
Or are we sitting her 
confused?” and then 
I said, “We’re gonna 
take a quick break, 
and we’re gonna 
move on, we’ll come 
back later.” …, they 
weren’t engaged in 
it. They’re not 
learning, they’re not 
going to remember 
what to do if they’re 

Students weren’t 
engaged they 
weren’t learning 

Negative experience: 
Student behavior- 
looking bored; blank 
faces, not engaged 
 
 

B3c 
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bored…, I had to 
think of a different 
way to teach that. 
*Classroom 
management TSE 
line-graph 
…during the first 
couple weeks…, 
initially…, they had to 
switch it before I 
started student 
teaching so when I 
went in I didn’t know 
the teacher, I didn’t 
know the students 
like some of my 
peers go to know 
theirs before 
starting. So when I 
went into the room I 
didn’t know the flow 
or the structure or 
what the 
management 
strategy was. So I 
wasn’t really 
applying any of that 
or doing any of that, 
until I feel like 
around third, fourth 
week is when I 
started to fully 
understand what the 
procedure in the 
classroom was. And I 
feel like it got 
better…., I do think I 
struggle with 
classroom 
management…, I 
don’t think I really go 
better with it until I 
was in my other 

I struggle with 
classroom 
management 

Negative experience: 
Student behavior-not 
knowing the students 
or the teacher ahead 
of time; not knowing 
the system of 
management;  

C2e 
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[second students 
teaching] placement.  
 
After six weeks is 
when I switched to 
my second 
placement…, learning 
new classroom 
procedures, 
classroom strategies 
and classroom 
management. So I 
put it [line-graph for 
TSE] down because I 
wasn’t really doing 
much then. And I 
wasn’t really able to 
apply any 
management 
strategies at that 
time…, once I started 
taking over more, 
that’s why I showed 
it [TSE line-graph] 
going up because I 
started doing more 
classroom 
management. And 
that’s when I felt like 
I got pretty good 
with it and 
understanding what 
classroom 
management was.  

I started taking over 
more, that’s why I 
showed it [TSE line-
graph] going up 
because I started 
doing more 
classroom 
management 

Mastery experience: 
PST took over more 
of the management 
and had success; 
understood it better 
Affect: good 

B1a 

I feel really good…, I 
feel pretty confident. 
I am nervous just 
because it’s with 
much older students 
who have some quite 
some severe mental 
disabilities. But I am 
really excited and I 
think I can handle it. 

Implementing my 
own strategies 

Positive affect: 
confident about 
classroom 
management; yet 
nervous about the 
students’ ages 
(older); believes she 
can do it, excited 
about it 

C6a 



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 387 
 

   
 

We have great 
protocols in place 
and …, managing a 
classroom…, I’m 
implementing my 
own strategies and 
I’m really excited 
about it.  
I felt like I was fairly 
evaluated. …, I 
always agreed with 
what I …, how I was 
evaluated and what 
the results of that 
was…, I would use 
that to try and see 
where I could 
improve…, I always 
felt pretty confident 
in my abilities and I 
do feel like my 
evaluations showed 
that so I’ve never 
really impacted me in 
a negative way only 
really helped me 
become better. So I 
never got nervous…, 
I always felt pretty 
confident. 

I always agreed with 
how I was evaluated 

Verbal persuasion: 
evaluations provided 
feedback, fair 
evaluations, helped 
PST improve 
 
Affect: fair, 
confident, never 
nervous 

C8a 

I would say 
classroom 
management …, is 
where I feel like I 
really did learn a lot 
and develop…,  

Classroom 
management is 
where I developed 

Mastery experience: 
PST learned a lot and 
grew most in 
classroom 
management 

 

there’s something 
with content, I really 
struggled with that in 
my gen ed placement 
at first…, the way 
that they wanted the 
content taught…,  

Struggled with how 
they taught content 

Negative experience: 
PST did not feel able 
to connect real life 
events with the way 
they wanted to teach 
content in this first 
placement; felt 
unable to do this well 

C2f 
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I felt like in my 
second placement 
for special ed, I was 
really able to draw 
on real life 
experiences and 
historical events and 
tie that into what we 
were doing and what 
we were reading. 
And the kids loved it. 

Tie events to what 
we were reading- 
kids loved it 

Mastery experience: 
student reactions to 
the PST’s 
instructional 
strategies of 
connecting the 
reading to historical 
events and real life 
experiences; kids 
loved it 

B3a 

In vivo Coding Table is4X5 “Beverly” 
Key Words: student, lesson, cooperating teacher, teaching, special ed, 
placement, helped, confident, pretty, talk, knew, cooperating teachers, 
impacted, self-efficacy, feel, day, enjoyed, classroom management, 
book 

 

Verbatim Quotes 
from is4X5 “Beverly” 

In Vivo Codes Preliminary Meaning 
Units/Preliminary 
Sources 

Source Code 

…so I first started in 
second grade…, at 
first it was very 
overwhelming…, 
they had a pretty set 
curriculum…, went 
by the book;…, In 
second grade there 
was a lot of problem 
solving a lot of prep 
work 

Overwhelming set 
curriculum 

Negative experience: 
curriculum was set, 
by the book 
Affect: overwhelming 

C2f 

My cooperating 
teacher was super 
supportive…, just 
constantly there to 
help…, she was a 
huge part of my 
success…, so I really 
enjoyed that 

Cooperating teacher 
was super supportive 

Mastery experience: 
Cooperating teacher 
created a positive 
environment for PST, 
was always there to 
help, supportive 

A1a 

Its [amount of time 
with students in 
special education] a 
really short amount 
of time…, she 
[cooperating 

Super supportive 
cooperating teacher 

Cooperating teacher 
created a positive 
environment for PST, 
let PST dive in, 
explaining all parts of 
the process 

A1a 
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teacher] really 
helped me identify 
what was more 
important in focusing 
on…, we also did a 
lot more 
assessment…, I really 
worked hard on that 
part of it…, my 
cooperating teacher 
was super 
supportive, …, 
explaining all parts of 
the process and 
letting me see in the 
meetings…, I got to 
really dive in  
When I first started 
[in first grade 
placement] I did a lot 
of observation…, 
then I gradually took 
control, especially in 
second grade over 
the more structured 
parts…, and then 
especially after those 
lessons …, we would 
talk about what I did 
well…, what I needed 
to work on…, we did 
a lot of reflection 
together…, as that 
reflection got better 
and she [cooperating 
teacher] saw that I 
was becoming more 
confident, and she 
would kind of give 
me a little more 
freedom and I would 
continue to do more 
and more lessons on 
my own. 

Gradually took 
control 

Mastery experience: 
PST gradually took 
control of the 
classroom; reflected 
with the cooperating 
teacher; style of the 
mentor teacher 

A1b 
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I think for both 
[student teaching 
placements] I came 
in not super 
confident…, I was 
pretty nervous and 
scared. I think with 
lesson planning I was 
more confident 
because I did have a 
lot of resources that 
they had given me 
and communicated a 
lot about.  

More confident with 
a lot of resources and 
communication 

Mastery experience: 
PST had more TSE for 
lesson planning 
because she was 
given resources and 
had communicated 
with cooperating 
teachers about 
planning 
Affect: nervous and 
scared, but more 
confident with the 
resources 

D1c 

I was getting a lot of 
feedback on those 
[lesson plans]…, but 
for classroom 
management I was 
definitely not 
confident…, it wasn’t 
super strong…, I was 
pretty shy and timid. 
And I was afraid to 
mess up and afraid 
that I was going to 
negatively impact my 
relationship with 
students. And I just 
didn’t know what I 
was doing…, I didn’t 
know how to control 
them sometimes… 

Afraid to mess up 
relationship with 
students 

Negative experience: 
classroom 
management was 
scary, PST was afraid 
to mess up, did not 
know what to do, 
afraid of negatively 
impacting 
relationship with 
students 
Affect: afraid, not 
confident, nervous 

C3d 

…we [PST and 
cooperating teacher] 
had a lot of 
conversations about 
that…, that was one 
area throughout the 
whole process that I 
was just a little iffy 
on. Just wasn’t sure if 
what I was doing was 
right and I would 

a little iffy on 
classroom 
management 

Negative experience: 
PST observed student 
behavior and their 
responses to her 
directives, felt unsure 
of what to do or 
what to say; students 
may continue to push 
her if she didn’t do 
the right thing 

C1c 
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often like second 
guess myself…, 
‘Should I say 
something to that 
student? Well, no it’s 
not that big of a 
deal.’ But then they’ll 
continue to push 
me…, I would say my 
ability to plan and 
perform lessons that 
grew very quickly but 
classroom 
management grew a 
lot less. 

Affect: self doubting, 
iffy, less confident 

*Lesson planning TSE 
got better 
I started to figure out 
that I was getting 
better at creating 
lessons…, I was 
relying less on the 
book and less on the 
resources…, focusing 
more on what I knew 
students already 
knew, what they 
needed to work on, 
also what they 
enjoyed, because my 
class liked a lot of 
hands on stuff. So as 
I could more 
comfortably add that 
hands on element in, 
I definitely knew I 
was feeling  more 
confident about it. 

Focusing more on 
what I knew students 
needed 

Mastery experience: 
PST noticed she was 
able to add in more 
hands-on activities 
and rely less on 
resources for lesson 
planning 
Affect: felt like she 
was getting better at 
lesson planning and 
that students were 
liking the activities 

C3c 

I could also tell the 
classroom 
management was 
kind of scary…, hands 
on isn’t as structured 
so kids have more 

Classroom 
management with 
hands-on activities 
was scary 

Negative experience: 
PST worried when 
doing hands-on 
activities that 
student behavior 

C2f 
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freedom during that. 
…, I was always a 
little nervous that 
they were going to 
get off topic they 
were not going to 
focus and I was going 
to struggle to help 
them focus back in 
and get back on 
topic…while I loved 
doing the hands on 
stuff, it did make me 
nervous that I wasn’t 
going to be able to 
keep the behavior in 
and keep like the 
timing of it correct 

would be hard to 
manage;  
Affect: scared, 
worried, nervous 

They [the students] 
were getting bored…, 
my cooperating 
teacher, her style 
was definitely more 
quiet structured 
class…, I would 
typically let it get a 
little noisier…, have 
kids talk to you a 
little bit more out of 
their seats… 
sometimes she’d 
comment about how 
…, helping rein that 
in helping them to 
focus and get on 
students if they 
weren’t on topic. So 
we would have 
conversations about 
that as well. Or she 
would know that it 
was getting a little 
crazy in there, that I 

Cooperating teacher 
would have 
conversations with 
PST 

Verbal persuasion: 
cooperating teacher 
gave 
feedback/conversatio
ns with PST about 
student behavior, 
helped to rein it in 
 
PST observed that 
cooperating teacher 
had a different style 
with student; more 
quiet and structured 

A1b 
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needed to focus that 
in.  
Artifact#1 3rd lesson 
from edTPA 
…we got playdough 
which I was really 
excited about 
because that was a 
great hands on…, 
they got to create 
their own bug…, the 
read aloud part…, 
went really well…, 
students were very 
used to that and they 
knew what they 
were expected to do. 
So that went really 
well. And the 
students had a lot of 
great comments, 
which helped.  

Students knew what 
they were expected 
to do 

Student behavior: 
mastery experience; 
students knew what 
they were expected 
to do during the read 
aloud, it went well 
Affect: really excited 
about the playdough 
for the students 

B2a 

…that kinda was a 
confidence boost 
during the lesson 
because I could see 
that they [the 
students] were 
enjoying it and it was 
going well. during 
the playdough time 
the kids were really 
excited…, were 
having fun with it. 

Confidence boost 
when students 
enjoyed the lesson 

Mastery experience: 
student reactions to 
the lesson, enjoying 
the experience with 
playdough, really 
excited and having 
fun 

B3a 

but then when it 
came to stopping the 
playdough and doing 
the writing piece, 
students started 
getting up because 
they wanted to keep 
playing or they didn’t 
have enough time to 
create their bugs …, 

Cooperating teacher 
stepped in 

Negative experience: 
students did not 
want to transition 
from hands-on 
activity to writing, 
PST unsure what to 
do; cooperating 
teacher intervened 
to help 

B2c, B1h 
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they also didn’t enjoy 
writing. …, so my 
confidence definitely 
lowered a little bit at 
this point as I 
became uncertain of 
what I was supposed 
to be doing…, my 
cooperating teacher 
definitely did step in 
and helped me get 
through the end of 
the lesson. 

Affect: lower 
confidence 

We [PST and 
cooperating teacher] 
definitely talked 
about it [the failed 
lesson], …, one of the 
issues was definitely 
timing and not telling 
student what the 
expectations was…, 
we talked about 
maybe how it would 
have been better if I 
had a timer…we also 
talked about having 
that writing be a 
little more 
structured…, about 
how if that was more 
structured they may 
feel more confident 
doing it on their own 
with a little extra 
guidance…, we 
definitely reflected 
on this lesson. 

we definitely 
reflected on this 
lesson 

Guided reflections 
with cooperating 
teacher; supportive; 
“had conversations”  
Mastery experience: 
cooperating teacher 
gave feedback in a 
way that was seen as 
a conversation/ style 
of mentor teacher 
feedback 
 

A1b 

I would definitely 
take those 
reflections and think 
about them as I was 
creating lessons…, I 
definitely took her 

Took reflections into 
consideration when 
planning 

Mastery experience: 
PST used feedback 
from cooperating 
teacher to improve 
planning 

A1b 
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[the cooperating 
teacher’s] words into 
consideration as I 
planned. 
Artifact #2 from 
middle of second 
placement- special 
education pull-out 
group 
I chose a small group 
lesson with my 
second graders. …, I 
pulled them out for 
this lesson. I really 
enjoyed it…, I got to 
get to know those 
students really 
well…, they were 
very comfortable 
with me and I was 
very comfortable 
with them. So we 
worked well 
together.  

very comfortable 
with me and I was 
very comfortable 
with them 

Positive affect: 
enjoyment, comfort 
Mastery experience: 
knew the students 
well, worked well 
together 

B3a 

They [the students] 
always kind of knew 
what was expected 
because we only had 
30 minutes at a 
time…, we could 
laugh and kind of 
goof off at the 
beginning but then 
we really had to get 
down to work. So I 
had a great 
relationship with 
those students which 
was great.  

Great relationship 
with students who 
knew what was 
expected  

Student behavior 
“knew what was 
expected…get down 
to work”= great 
relationship 
Positive affect: great, 
laughing 
Mastery experience: 
worked with the 
small group of 
students and 
perceived that it 
went well 

B2a 

*differentiating in 
small group was a 
struggle 
I think one struggle I 
had was making sure 

Providing different 
levels of support was 
a struggle 

Negative experience: 
difficult to work with 
three different 
students who needed 

C2f 
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that I was really 
working with all 
three of them to 
support what they 
needed when they 
were on different 
levels; even within 
this small group. So 
that was one 
challenge that I had. 
 

different levels of 
support; challenging 
Affect: struggling, 
challenging 

The first couple of 
time it [being 
evaluated] was scary 
having [the university 
supervisor] come in 
because I was afraid 
that I wasn’t doing 
well enough but she 
was always very 
supportive…, after 
we met we would 
FaceTime that 
night…, talk about 
how this was really 
good…, we could 
work on this, I 
noticed this, and we 
would talk about it, 
how I could 
improve…., I knew 
what she was 
expecting to see at 
that next visit. 

University supervisor 
was 
supportive/feedback 
that night 

Mastery 
experience/Verbal 
persuasion: 
university supervisor 
would give 
immediate feedback 
after observing the 
PST, that night do 
FaceTime, give 
positives, things to 
work on, and ways to 
improve. 
Affect: supported, 
afraid at first 

C8b, A4a 

…with cooperating 
teachers, it 
[evaluations] was 
pretty much the 
same way, …, they 
would first point out 
what I was doing 
really well and then 
we would talk about 
what I needed to 

Cooperating teachers 
would talk with PST  

Verbal persuasion: 
cooperating teachers 
gave feedback from 
evaluations/observati
ons and talked about 
what was going well, 
and what to work on;  
Affect: helping PST 
get better; 
enjoyment 

C8a 
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work on…, at first I 
was nervous, but 
then I definitely 
started to 
understand that this 
was to help me 
become better…, so I 
enjoyed them [the 
evaluations]. 
*Classroom 
management TSE 
line-graph 
I think that dip with 
second grade [first 
student teaching 
placement] was 
when I was pretty 
much completely on 
my own. There was 
one student 
specifically who 
figured out early on 
that he could really 
push me. And I really 
struggled to rebuild 
that relationship and 
work with him in a 
way that was 
supportive. …, near 
the end, I just 
couldn’t figure it 
out…, personally 
really frustrated me 
because I wanted to 
work with this 
student…really 
frustrating…I never 
really figured it out. 

figured out early on 
that he could really 
push me 

Negative experience: 
student behavior; 
PST couldn’t figure 
out what to do to 
make the 
relationship with this 
student work; 
Affect: frustrated 

B2c 

Then I started my 
second placement 
[special education] 
and didn’t work with 
him anymore…, that 
upward rise is when I 

Expectation [for 
behavior] was 
already there 

Mastery experience: 
PST successfully 
managed behavior in 
small groups; the 
students’ behavior 
was compliant with 

B2a 
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started in special ed, 
where I had smaller 
groups, and that 
expectation was 
already there. So it 
was a very different 
environment.  

expectations; TSE 
toward classroom 
management 
improved 

…he [one student in 
second grade] would 
often talk back when 
I was speaking to the 
whole class and just 
trying to be 
disrespectful…, he 
would act like he’s 
done nothing 
wrong…, just to get 
laughs from his 
friends because he 
knew he could mess 
with me…, it was 
really frustrating and 
I just couldn’t figure 
out how to break 
through and figure 
this out with him 

He knew he could 
mess with me 

Negative experience: 
student behavior; 
noncompliance with 
PST; disrespectful 
student behavior 
Affect: frustrating 

B2c 

When I first came in, 
I was not confident 
at all…, the students 
kind of figured that 
out pretty easy and 
they could push 
me…, so my 
cooperating teacher 
really talked to me 
about when I’m 
seeing something call 
it out immediately. 
Don’t let them push 
me. …, when she saw 
that I was doing 
something really well 
or that I really 
controlled a situation 

 Verbal persuasion: 
cooperating teacher 
complimented PST 
when she controlled 
the situation got 
everyone back on 
track; gave guidance 
to PST 

A1b 
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and got everyone 
back on task she 
would compliment 
me for that…, which 
helped rebuild my 
confidence 
If the lesson just 
really did not go well 
and the kids were off 
topic she 
[cooperating 
teacher] would talk 
about, …, ‘How can 
we be flexible and 
change the lesson to 
accommodate what 
these kids are 
needing?”…, that 
communication 
definitely helped 
build my confidence. 
She even noted I was 
really growing in 
that. So that really 
helped.  

Cooperating teacher 
asked PST how to be 
flexible and 
accommodate 
student needs 

Style of cooperating 
teacher/ mentoring; 
asking PST questions 
to guide her in 
making better 
decisions for 
classroom 
management;  
Verbal Persuasion: 
cooperating teacher 
complimented PST 
when she observed 
improvement, 
written comments 
about growth in this 
area 

A1b 

They were very 
different experiences 
because the second 
grade having you and 
21 or 22 students…, I 
definitely felt a lot 
more stress because 
of the amount of 
lesson I was 
teaching…, definitely 
a challenge…, 
preparing all the 
materials to make 
really engaging 
lessons was 
definitely a 
challenge. I became 
more confident with 
what I was doing, I 

Preparing all the 
materials and lessons 
really a challenge but 
got better 

Mastery experience: 
PST figured out how 
to plan and prepare 
more effectively and 
wasn’t scrambling 
last minute 
Affect: challenging 
with limited time 

C2f 
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was able to make 
those lessons…, 
figured out how to 
better prepare for 
them and how to 
better plan…, I 
wasn’t scrambling to 
get things together.  
In special ed…, didn’t 
exactly have 
downtime but it was 
more of a prep 
period…, during 
special ed my lesson 
will be a lot more 
hands-on because I 
have the time to do 
it…, I’m definitely 
more confident in 
that because I have 
the time…, so it’s just 
very different 
experiences. But I 
really enjoyed both 
of them. 

More time to make 
hands-on 

Mastery experience: 
PST was able to 
create hands on 
lessons in special 
education, had more 
time 
Affect; more 
confident with more 
time 

C2g 
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*edTPA while 
student teaching 
I specifically think of 
like edTPA …, just 
kind of this giant 
mountain that was 
on my shoulders the 
entire time. …, trying 
to figure out this big 
process…, impacted 
what I was doing and 
made me question 
what I knew and 
didn’t know…, 
negatively impacted 
my self efficacy…, I 
needed to kick it into 
high gear…, the 
stress and the 
pressure in the end 
was beneficial 
because I just had to 
do it so I did. …, was 
it probably my best 
work? No, because I 
didn’t have time…, I 
definitely think that 
that impacted how I 
felt about what I was 
doing. 

edTPA was a giant 
mountain on my 
shoulders 

Negative experience: 
edTPA during student 
teaching; not 
knowing what to do/ 
questioning self/ not 
enough time to do 
the tasks 
Affect: Negative, 
stress, pressure 

E1 

    
LE7X6 “Leah” 
Keywords: placement, student, teaching, teacher, self-efficacy, lesson plans, high school, 
assignments, classroom management, thinking, classroom, fourth grade, situations, gave, 
super, feedback, helped, ability, create, lessons 
 
Verbatim Quotes 
from LE7X6 “Leah” 

In-Vivo Code Preliminary Meaning 
Units/Preliminary 
Sources 

Source Code 

…my first placement 
was not typical …, so 
I did not teach 
anything whole 
group …, second 

PST didn’t teach a 
whole lot at the high 
school 

Negative mastery 
experience: PST had 
an unusual student 
teaching placement 
arrangement for 
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placement at the 
high school was 
pretty much like a 
resource. …, didn’t 
teach us a lot of like 
content 
necessarily…, I didn’t 
do a whole lot of 
teaching in the high 
school placement, …, 
just homework help 
and conflict 
resolution situations 
at that placement. 

elementary 
education; spent 
second placement in 
a high school setting;  
Affect: Negative 

In my first 
placement, …, 
[cooperating 
teacher] was a fourth 
grade teacher, she 
was very helpful. …, I 
don’t think she had 
as good of a 
relationship …, kids 
found me as more of 
a fun teacher …, I 
made it a point to 
build relationships 
with them [the 
students]. 

PST and cooperating 
teacher had 
difference in their 
relationships with 
students; PST was 
more fun 

Mastery experience: 
PST relied on student 
responses to her 
teaching and 
attempts to engage 
students as feedback 
on the relationships 
with students; they 
saw PST as more “fun 
teacher” 

B2b 

In the high school 
placement, 
[cooperating 
teacher] was 
fantastic …, she was 
super helpful, very 
understanding of 
everything; opposite 
of [first cooperating 
teacher] in 
relationship building. 
[high school 
cooperating teacher] 
had very strong 
connection with all 

PST’s cooperating 
teachers were very 
different in 
relationship building 

Vicarious- observing 
the cooperating 
teachers as they 
interacted with 
students/parents/an
d PST 

C4c, D1b 
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of the students and 
all of the parents. 
[high school 
cooperating teacher] 
she was absent a lot 
of the time …, not 
always present. …, 
my first week she 
was absent three out 
of the five days for 
different things in 
her personal life, so 
she was fantastic. …, 
I didn’t see a whole 
lot of her, …, and I 
didn’t see her in the 
classroom much at 
all  

Cooperating teacher 
was absent 
frequently; PST 
thought the 
cooperating teacher 
was fantastic 

PST was left without 
the cooperating 
teacher present in 
the classroom, yet 
still thought the 
cooperating was 
supportive and 
“fantastic” 
 

B1a 

Fourth grade 
[cooperating 
teacher] was very 
supportive in terms 
of getting what I 
needed to get done. 
…, let me do my own 
thing. …, let me take 
over which I really, 
really appreciated. I 
liked not feeling like I 
was being watched 
all the time…, she 
allowed me just to be 
there on my own …, 
trusted me to be 
alone in the 
classroom by myself. 
So that was helpful. 

Cooperating teacher 
let PST take over- 
trusted PST to be 
alone 

Mastery experience: 
cooperating 
teacher’s style of 
mentoring/gradual 
release; let PST be 
alone- sent the 
message of 
trust/ability 

B1a 

[high school 
cooperating teacher] 
gave a lot of positive 
feedback for 
everything. She really 
made me feel like I 
was doing good in 

Cooperating teacher 
pointed out PST’s 
relationships with 
students in feedback 

Verbal Persuasion: 
Cooperating teacher 
gave feedback to PST 
about her 
relationships with 
students/how 
students were 

A1b 
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my placement. …, 
she would have 
somebody watch 
me…, or give me 
feedback in other 
ways. …, not even 
just my classroom 
management ability, 
but ‘this student 
really is drawn to 
you, and you have a 
good relationship 
with this student.’ So 
she just gave a lot of 
feedback, positive 
and negative.  

drawing close to the 
PST 

But obviously, I’m 
not perfect. And just 
acknowledging the 
fact that she [high 
school cooperating 
teacher] makes 
mistakes too …, even 
though she come 
across to me like 
super teacher, she is 
fully aware that 
that’s not reality, so 
both [cooperating 
teachers] were 
helpful in different 
ways. 

Cooperating teacher 
admitted she makes 
mistakes too 

Vicarious modeling: 
Cooperating teacher 
admitted mistakes, 
admitted not perfect; 
PST could relate to 
her 

D1c 

I was really worried 
about going in and 
not having respect 
from both 
placements. I mean, 
obviously, that looks 
different in fourth 
grade and in high 
school, but I was 
worried that I would 
really struggle with 
classroom 

PST was really 
worried about 
classroom 
management- not 
going to be great at 
it, not going to be 
easy 

Affect: worried, not 
easy 
Mastery experience: 
PST felt like she 
improved in 
classroom 
management across 
time during her 
student teaching 
placements 
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management. And I 
did, I mean, 
obviously, classroom 
management isn’t 
easy. …, it’s not 
something that I’m 
going to be great 
overnight …, but 
compared to where I 
thought that I would 
be, …, where I ended 
in high school, I was 
very proud of the 
growth that I had 
made in terms of 
classroom 
management, for 
sure.  
*Referring to 
Artifact#1- from first 
(4th grade) 
placement- Lesson 
plan 
…it’s (the lesson plan 
worksheet) just more 
visually appealing 
than some of the 
things that they had. 
…, there was cake on 
it, …, I could also tell 
that it made a big 
difference in terms 
of engagement. I was 
proud of the fact that 
I was able to create 
something that they 
were more 
interested in. 

PST was proud 
students responded 
more engaged to her 
lesson plan 

Mastery experience: 
student responses to 
the PST’s lesson 
plan/worksheet with 
cake on it; students 
were 
excited/interested 
Affect: felt proud 

B3a 

…definitely moments 
where it [teaching 
self-efficacy] 
changed. …, other 
young teachers that 
were being excellent 

PST had moments 
where TSE changed 

Comparing self to 
other teachers 

D4a 
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in the classroom, …, 
it does kind of affect 
you ..., they’re [the 
other teachers] 
already like that, and 
I’m still struggling to 
be awesome. …, I 
would have 
moments where they 
[students] liked my 
lesson plan, and then 
it was a higher peak 
…, I wasn’t always 
super confident in 
what I was doing. …, 
But I wouldn’t say 
that I was always 
super competent or 
ability for sure.  
…not soon after I left 
[cooperating 
teacher] texted me 
and said that 100% 
of them [the 
students] made 
growth in at least 
one area. So it was 
situations like that 
when I really realized 
that they actually did 
learn something …, 
my lesson plans did 
work …, the 
assessment pieces 
that really helped me 
to build my own 
confidence, 
reassurance that 
they actually are 
learning something 

Assessments and 
data helped to build 
PST confidence in 
teaching 

Mastery experience: 
the data from 
assessments 
provided evidence 
that the PST had 
effective teaching;  
Verbal persuasion: 
Cooperating teacher 
texted the PST to 
share the positive 
test results that 
showed student 
growth  

B2d 

Artifact #2 (high 
school special 
education room 
placement) 

PST enjoyed it more 
when she started 
seeing them as 
students instead of 

Affect: change of 
mind, seeing the 
students as needing 
her help rather than 

D4a 
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…it wasn’t 
necessarily my own 
ability, I was kind of 
just frustrated 
because high school 
wasn’t really what I 
had imagined doing. 
not really something 
I’d see myself doing 
anytime soon, either. 
…, all of my other 
classmates are in the 
classroom doing 
what they want to do 
and I’m helping a 
high school kid with 
his math, so I was 
kind of hard on 
myself at first and 
just really wasn’t 
enjoying it. …, then I 
got into a routine …, 
building a 
relationship …, truly 
want to do better …, 
helped me to stay 
motivated to help 
them [the students]. 
So that’s kind of 
what kept me going 
was just realizing 
that I wasn’t doing it 
for me. …, that’s 
when I started seeing 
them as students 
instead of just seeing 
it as my placement.  

seeing it as her 
placement 

focusing on 
comparing herself 
and her situation to 
her classmates 
Motivation from 
students needed 
help; building 
relationships with 
students 
Attitude changed 

The hardest for me 
was just staying 
enthusiastic. …, I 
went from playing 
fun lesson for fourth 
grade to helping 
someone with 

PST enjoyed the 
placement when she 
built relationships 
with students 

Mastery experience: 
student 
interactions/building 
relationships with 
students; Affect: 
more enthusiasm 
and enjoyment 

C2b 
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substitution on a 
math worksheet. So 
it was an adjustment, 
…, I kind of struggled 
with the enthusiasm 
of it all …, once I 
started to build 
relationships with 
them [the students] 
that’s when I really 
started to enjoy the 
placement. 
*TSE Line-graph: 
Classroom 
Management 
…obviously those 
fourth graders are 
going to test my 
ability with 
classroom 
management. So 
then I started feeling 
worse about myself. 
But then once I 
found my groove, I 
was okay again.  …, 
When I went into the 
high school, I was 
really worried about 
them not respecting 
me because I am 
only a few years 
older than they are, 
it was really 
intimidating too. It’s 
one thing to manage 
fourth graders, it’s 
another thing to 
manage somebody 
twice my size…, so it 
was just intimidating.  

PST’s worries about 
classroom 
management 
increased when she 
switched to the high 
school- worried 
about her age being 
close to the students’ 
ages- lacking respect-
intimidated by 
student’s size 

PST saw age as a 
barrier to students in 
high school 
respecting her as a 
teacher 

C6a 

…once I started to 
realize they’re [high 
school students] just 

PST saw high school 
students as bigger 
fourth graders, built 

Affect= positive, 
feeling good about 

B2b 
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bigger fourth graders 
and build those 
relationships, and 
they started to 
respect me …, it 
really increased. …, 
by the end of my 
second placement, I 
was really feeling 
good about where I 
was in terms of 
classroom 
management with 
them [the high 
school students].  

relationships with 
them 

classroom 
management 
Mastery experience: 
PST was able to build 
relationships with 
high school students 
and felt positive 
about her ability to 
manage the 
classroom by the end 
of her second 
student teaching 
placement 

I just started paying 
more attention to 
their [the students’] 
behaviors and why 
they were doing 
things that they were 
doing. …, once I 
became of , ‘Oh, 
they’re not bored, 
they’re actually 
engaged it just looks 
like they’re over 
there talking, but 
they’re talking about 
the lesson plans so I 
can’t be upset with 
them,’ …, that’s 
when I started to feel 
better about myself 
like in the edTPA 
videos, it seemed like 
there was so much 
background noise 
and I was really hard 
on myself at first like, 
‘It looks like I cannot 
control these kids. 
This is awful.’ …, then 
I realized that maybe 

Reflecting on video 
of self teaching 
helped PST realize 
what was actually 
happening in the 
room 

Feedback: video of 
self teaching; 
reflecting on student 
behavior and 
teaching 
performance from 
edTPA videos 
Affect: positive, less 
hard on self 
Student behavior: 
noisy but engaged on 
the topic 

B2a 
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I’m being a little too 
hard on myself. …, I 
just realized that 
classroom 
management doesn’t 
necessarily always 
seem like super 
quiet, kids that are 
working hard. 
Sometimes it does 
look like 
conversation and 
stuff like that. …, that 
what really started to 
help me once I 
reflected on what 
was actually 
happening in the 
room.  
…I wanted feedback. 
I was more frustrated 
in the fact that I 
wasn’t getting 
feedback at times 
then if I was …, I felt 
like I needed it so 
that I could be better 
…, I didn’t see any of 
my advice as a 
negative. If 
somebody were to 
give me feedback on 
something I always 
just saw it as I’m not 
a perfect teacher yet. 
…, I don’t claim to be 
and I do need help. 
I’m struggling at 
times.  

PST wanted feedback 
from university 
supervisor 

Negative experience: 
lacking feedback 
Lacking verbal 
persuasion from 
university supervisor 
Affect: frustrated 

A4d 

There was times 
where my classmates 
were doing things 
differently than I was 
and something was 

PST was hard on 
herself/compared 
her situation to her 
classmates’ 

Comparing herself to 
her EPP classmates 
and their student 
teaching experiences 

D4a 
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really working for 
them …, I was hard 
on myself …, some of 
the really fun things 
that other classmates 
were doing, I 
couldn’t do the same 
activities that they 
were. 

placements/experien
ces 

Affect: self-criticizing, 
hard on self 

…[in] the fourth 
grade [placement] I 
definitely learned 
more about the 
lesson plan side, 
while in high school, I 
learned more about 
classroom 
management …, I’m 
really grateful that I 
had both of them 
[two different 
placements] even 
though I was 
definitely worried 
when I saw it for the 
first time. 

PST learned about 
lesson planning at 
the elementary 
placement and 
classroom 
management at the 
high school 
placement; worried 
about going to the 
high school 

Affect: grateful for 
the experiences 
Worried prior to 
going to the high 
school 
 

 

In Vivo Coding Table se8M11 “Nina” 
Key Words: placement, student, teaching, teacher, classroom, 
helpful, change, feel, kids, relationship, feedback, drew, week, 
attitude, evaluated, special ed, self efficacy, moment, asked, talk, 
feel, stepping, teach, milestone, quarantine, comfort zone, semester, 
helped, thrown, evaluated, kindergarten 

 

Verbatim Quotes 
from se8M11 “Nina” 

In Vivo Codes Preliminary Meaning 
Units/Preliminary 
Sources 

Source Code 

...if felt like it just 
flew by … I was 
bouncing around 
from place to place 
all day long [in 2nd 
student teaching 
placement].  

bouncing around 
from place to place 

Negative experience: 
PST was in a 
placement with a 
schedule that 
involved many 
different classrooms 
pulling students out 
for services 

C2e 
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At first it [2nd student 
teaching placement 
in special education] 
was very stressful 
because we were 
like, testing was just 
getting started and 
so our schedules 
were kind of all over 
the place..., terrifying 
because I never knew 
what I was doing. …, I 
realized that like, I’m 
not really supposed 
to be doing anything 
specific as long as I'm 
helping and I’m there 
for the students, and 
that’s all that really 
matters. 

terrifying because I 
never knew what I 
was doing 

Affect: Negative, 
terrifying, did not 
know what she was 
supposed to be doing 
 
Affect improved 
when PST changed 
mindset to accepting 
it was okay as long as 
she was helping 
students 

C2e 

She [cooperating 
teacher in 2nd 
placement- special 
education] was like, 
“I didn’t know this 
going in and so 
you’re going to need 
to know this.” So she 
just tried to teach me 
as much as possible 
special ed..., she 
showed me the 
whole IEP process 

you’re going to need 
to know this 

Verbal persuasion: 
cooperating teacher 
provided verbal 
support/guidance 
and direct instruction 
regarding how to be 
successful at specific 
skills 

A1a 

...we’re actually 
pretty close in age, 
because she only 
graduated a couple 
years ago 

Cooperating teacher 
was close in age to 
PST 

PST perceived her 
age being close to 
the cooperating 
teacher’s age as a 
positive aspect to 
their communication 

C5a 

...they’re [two 
cooperating teachers 
are] both very open 
and honest people... 
she’s [cooperating 

Cooperating teacher 
was open and honest 

Verbal persuasion- 
positive 
communication from 
cooperating teacher, 

A1a 
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teacher in 1st 
placement] like, ‘I’m 
just gonna tell you 
what works … I’ve 
been doing this for 
11 years now, so just 
gonna say you should 
probably do this.’ …, 
And then I would talk 
to her about it. She’s 
like, ‘See?’ 

open honest 
feedback 

It [teaching] got 
easier with time. …, I 
was like, “I’m not 
doing this right. I 
don’t know what I’m 
doing.” …, as time 
went on …, like one 
specific moment …, I 
am defending myself 
to people and I know 
what I am talking 
about..., so being 
able to have those 
conversations made 
me feel more 
confident. And that’s 
how I was like, I 
know what I’m doing.  

Defending myself to 
people and knowing 
what I was talking 
about 

Mastery experience: 
defending teaching 
to a veteran teacher, 
PST realized she was 
able to explain her 
decisions and they 
made sense to her 
Affect: improved her 
confidence in her 
own ability to teach 

A5d 

When I was 
planning..., I was like, 
‘I don’t know if this 
lesson makes any 
sense at all. I don’t 
feel like these 
objectives match the 
standards..., I feel 
like this is completely 
wrong...,  I don’t 
know how to assess 
kindergarteners,’ …, 
it’s not like I’m gonna 
hand them a test..., I 
just have to observe 

I don’t know how; 
feel like it is 
completely wrong 

Negative experience: 
planning for 
kindergarten, PST 
doubted efficacy in 
preparing lessons 
and assessment for k. 
Not sure how to 
write an objective 
 
Affect: self-doubt, 
wrong 

C2f 
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and I don’t know 
how to write an 
objective for that.  
...I was teaching the 
unit before 
that...knew where to 
start off..., might not 
have matched the 
lesson plan 
perfectly...I think I’m 
doing well enough in 
that moment, which 
ideally I think that’s 
all that really 
matters. 

Teaching the unit 
didn’t match written 
plan perfectly 

Mastery experience: 
teaching the actual 
unit went well, make 
more sense than 
what PST had written 
out on the plans, 
adapted to the 
students’ needs in 
that moment 
(adaptive expertise) 
Affect: positive, 
doing well 

 

...my aunt, who is a 
first grade teacher in 
a different district, …, 
was like, ‘Well you 
might need to 
change your attitude 
before you get an 
actual job.’ But I 
know that I need to 
be harder on these 
kids in order for 
them to listen to me 
…, I’m like, I know 
these kids, I know 
how to get through 
to them. …, I’m like, 
you’ve been doing 
this for a while, I 
shouldn’t have to tell 
you this, but I know 
what I’m doing.  

I know how to get 
through to these 
kids—PST defending 
her decisions to 
another teacher 

Mastery 
experience/verbal 
persuasion: PST 
defending her 
classroom 
management 
decisions to her aunt, 
who is a teacher in 
another 
district...doing this 
made her realize that 
she is actually 
confident in her own 
classroom 
management 
decisions. 

A5b, A5d 

I probably attended 
about seven IEP 
meetings all 
together..., I helped 
her [cooperating 
teacher] write an IEP 
for one of our kids …, 
she let me so we 

you’re going to think 
you’re doing it 
completely wrong 

Verbal persuasion: 
positive supportive 
persuasion from the 
cooperating teacher 

A1a 
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would go through all 
the goals..., just 
showed me like each 
…,[cooperating 
teacher said,] ‘It’s 
obviously going to be 
very stressful 
because you’re going 
to think you’re doing 
it completely wrong 
…, you’re not,‘ and 
she’s like, ‘Know if 
you do, it’s fine, 
people are going to 
understand that it’s 
your first year.’ 
I attended all the 
different professional 
development 
meetings for all 
faculty members...in 
my special ed 
placement …, 
involved in every 
single thing …, I 
wasn’t able to like 
practice the actual 
moves but I was able 
to like be in the room 
…, so I got to do a lot 
actually 

Able to do a lot of 
training/professional 
development 

Vicarious learning: 
PST was able to 
watch/observe a lot 
of faculty 
professional 
development 

C4c, D1b 

I always felt more 
confident when I was 
teaching math. ...I 
always messed up in 
some way when I 
was teaching like 
English. …, when I 
was getting observed 
by [university 
supervisor] …, that’s 
not the right letter. 
So then they’re [the 
kids are] all laughing. 

felt more confident 
when I was teaching 
math/ better at math 
anyways like in 
school 

PST reflected on her 
own ability to be 
successful as a 
student 
(apprenticeship of 
observation) in math, 
was better at 
teaching math, felt 
more efficacious in 
teaching math 
Negative experience 
teaching English- 
messed up when 

C3d 
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…, I would say the 
letter sounds wrong 
in the middle of a 
lesson. …, I was 
always better at 
math anyways like in 
school. So I was 
always just more 
comfortable teaching 
that. 

being observed by 
university supervisor, 
pointing the wrong 
letter, making the 
wrong letter sounds 

They [the placement 
school] use 
Fundations …, it’s 
very scripted …, gave 
me different 
activities to do each 
day with the kids …, 
building a 
sentence..., it was 
scripted and helped 
me out a lot 

Scripted helped me 
out a lot 

Mastery experience: 
scripted curriculum 
helped the PST feel 
more confident 

C2g 

And I was like, what’s 
a digraph? …, she 
[cooperating 
teacher] copied all 
the pages of the 
book so I can look 
over them ahead of 
time …, because I did 
not know what that 
meant before 

Cooperating teacher 
gave me resources 

Mastery experience: 
cooperating teacher 
gave PST the 
resources she 
needed to have the 
knowledge for 
teaching in this 
English area 

C4c 

...there will be 
situations …, let me 
deal with him..., I 
really know what I’m 
doing here but then 
there’d be some 
cases where …, what 
I normally do is not 
working…, so what 
do I do now? …, I 
don’t know what to 
do now so there’d be 
different instances 

what I normally do is 
not working 

Student behavior was 
a source of 
information as PST 
considered her own 
TSE toward 
controlling disruptive 
behavior; her ability 
with certain students 
sometimes did not 
work 

B2c 
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where like I don’t 
know 
At times it got 
better..., sometimes 
I’m like okay things 
are going better but 
then I kind of get 
back into a I don’t 
know what I’m doing. 
…, so it kind of just 
depended on the 
day. 

I don’t know what 
I’m doing 

PST’s TSE for 
classroom 
management 
fluctuated 

 

*TSE lesson planning 
line-graph 
...it’s going to start 
pretty like low at the 
beginning …, it’s just 
going to keep going 
up …, gonna be like a 
really high jump 
because I go from 
like I don’t know 
what I’m doing to 
okay, yeah I feel like I 
go this and then it’s 
gonna go low again, 
because I got stuck, I 
change placements. 

Went from “I don’t 
know what I’m doing 
to I go this” 

PST’s TSE for lesson 
planning was low at 
first but improved as 
she had success and 
felt like “she’s got 
this.” 

 

I finally got to know 
all the kids and I 
knew where we 
were..., I felt like I 
had a little bit more 
support..., “Okay I 
can do this..., and 
even if I mess up it’s 
fine.” ...then it goes 
back down because I 
start a new 
placement. I feel like 
I got up higher faster 
because I was in the 
same building and so 
I still had some of the 

Even if I mess up it’s 
fine 

Mastery experience: 
lesson planning went 
down when PST 
switched placements, 
but improved again 
quickly because she 
was familiar with the 
kids and the teachers 
(same school) 
Affect: growth 
mindset, even if I 
mess up it’s okay I 
can do this 

C2c 
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same kids as before 
and I still knew some 
of the teachers so it 
wasn’t as drastic of a 
change. And so I was 
able to go up faster.  
When I changed to 
my second 
placement that 
was...right before 
testing had started in 
the older grades..., 
we have case 
conference after case 
conference..., at the 
very end of the 
week, I started 
teaching..., it was 
very stressful..., it 
was very 
overwhelming. 

Overwhelming 
stressful second 
placement- schedule 

Affect: stressful, 
overwhelming 
Negative experience: 
schedule was hectic, 
lots of conferences 
for special education, 
testing was 
happening, did not 
get to spend a lot of 
time with students 

C2b 

...the relationship I 
build with the 
students and my 
[cooperating] 
teacher …, felt 
confident in asking 
my [cooperating] 
teacher ‘Am I doing 
this right? What’s 
something else I can 
do?’ I got to know 
the kids a lot more. 
So I felt like I knew 
[what] I was doing 
more.  

confident in asking 
my [cooperating] 
teacher 

Mastery experience: 
PST was comfortable 
asking the 
cooperating teacher 
questions, got to 
know her students 
well, built 
relationships with 
students 
Affect: felt like knew 
what she was doing 
more 

 

I had to step out of 
my comfort zone in 
order to get, gain the 
confidence that I 
needed to teach..., 
first I’m like, ‘I don’t 
want to do this..., I’m 
gonna mess this up.’ 

step out of my 
comfort zone in 
order to get, gain the 
confidence 

Mastery 
experience:PST 
needed to ask 
questions and was 
able to step out of 
her comfort zone to 
ask those questions 
and gain her 

C2f 
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…, stepping out of 
my comfort zone 
really helps me figure 
all that out.  

confidence; figure it 
out 

I am always afraid to 
ask questions 
because I’m always 
afraid they’re going 
to be stupid 
questions. …, a big 
part for me was 
asking questions..., 
allowing myself to 
get...,  all the 
criticism that other 
people had 

Afraid to ask 
questions 

Negative experience: 
PST was afraid to ask 
questions 
 
Affect: afraid of 
looking stupid 

A2a 

[University 
supervisor] came in 
and evaluated me 
and ...I just had to be 
open to all of their 
suggestions and 
feedback 

Open to suggestions 
and feedback 

Verbal persuasion: 
PST was open to 
feedback from 
university supervisor 
and principal 
observations/evaluati
ons 

C8a 

*attitude toward 
evaluations 
I think it remained 
the same..., I had a 
very good 
relationship with my 
[cooperating] 
teachers..., I knew 
that they were both 
only trying to help 
me..., it was easier 
for me to know 
that..., they’re not 
telling me that I’m 
stupid or wrong..., 
just saying we 
noticed that this 
didn’t go so well so 
maybe you should 
try this instead.  

good relationship 
with my 
[cooperating] 
teachers 

Mastery experience: 
PST had good 
relationships with 
her cooperating 
teachers; 
communication/feed
back, knew they 
were trying to help 
her 
Verbal persuasion 
from cooperating 
teachers; seen as 
helpful not calling 
PST stupid or wrong 

C8a 
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...ultimately just 
overall, believing in 
yourself that you can 
do it...if you have a 
bad attitude and say, 
‘I’m not gonna be 
able to get this, then 
I don’t think that 
ultimately you’re not 
going to succeed in 
the way you want 
to.’ 

Believe in yourself Affect: positive, 
believe in yourself, 
attitude is important 

C3c 
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APPENDIX G 

PERMISSION TO USE TSES 

 
  



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 422 
 

   
 

APPENDIX H 

RESEARCHER JOURNAL 

In 2000-2001, I was a student teacher. I completed my student teaching in a larger city in 

northern Indiana across two different student teaching assignments (Kindergarten and second 

grade). My first assignment was in a kindergarten classroom where the teacher had just 

experienced the death of her father. As a result, I was left with a substitute teacher for most of 

my experience. Many of my days were spent observing, or what I would describe as trying to 

gain vicarious experiences. I recall meeting the mentor teacher prior to this placement beginning 

and she seemed very happy and joyful. Unfortunately, when she returned from her bereavement 

leave, the despair of loss had set in. She was changed. I did not observe a spark in her teaching. 

She seemed reluctant to teach me many of her methods and rather scrambled to catch up on 

things upon her return. I was mainly looking forward to the end of that placement. I do 

remember one day that was enjoyable. We took pancake mix, I think, and put it in dixie cups on 

this little griddle she had in the classroom. The students were able to make their own little cakes 

and eat that while we read a story. I remember the students seemed very excited and engaged this 

day with the smells of the cooking and the pouring of the mixture into the little cups. That 

moment stayed with me as an experience I wanted to somehow replicate in the future.  

I entered my second student teaching placement with renewed hope and vigor. It was 

second grade, and unlike any school I had personally attended. for me, it was rather diverse in 

population. This was my first time teaching more than one student of color. Aside from that, the 

school did not have a cafeteria. Instead, their meals were delivered each day. I had attended a 

rural school with almost no ethnic/racial diversity. These differences made the placement 
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somewhat intimidating to me. Still, I met with the mentor teacher in advance and tried to 

establish a positive rapport.  

I remember she showed me a little desk where I could put my things and do grading for 

her. She had some stickers and showed me how she liked to leave positive points on the students’ 

papers rather than just commenting on how many were incorrect. I agreed with her philosophy 

on this. I was also shown her birthday bulletin board and she explained how she lets her students 

select a prize when it is their birthday. She showed me the reading basal they were using too. She 

said I would begin by giving the students their weekly spelling tests.  

What happened next is where things began to go downhill. The mentor teacher was a 

larger woman who had never married, and she lived with her mother. One evening I received a 

tearful call from her. She explained that her mother had just died. She asked if my husband could 

drive her to the hospital. This is where our relationship started to cross professional barriers and 

things became a little muddy. Her emotions from that point were erratic. I never knew what she 

wanted from me. It felt like she just wanted me to grade papers and take orders from her, yet she 

told my university supervisor she wished I would assert some type of leadership. I was very 

confused and felt betrayed. She wasn’t allowing me to take over any control of the classroom. 

She would leave for a little while, for example just for reading time, and then come right back 

and sit in the room and interject during other subjects. Most of the time, she hoarded the teaching 

materials and did not allow me to plan. I was frustrated. I did not feel like I was getting a fair 

experience with her. She seemed unstable. Some days she would just start crying while sitting in 

the classroom. It was distracting to the students, and I was unsure how to address it.  

I did receive positive feedback from some of my students on occasion that would encourage me 

to keep going. They seemed to like reading with me and working on their math with me one-on-
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one. I lacked a lot of mastery experiences with the whole group because opportunities to teach on 

my own were few. I also felt I left the whole experience with lowered teaching self-efficacy. I 

imagined she would not write a good recommendation for me.  

My saving grace was truly my university supervisor. The work I had done in other practicums 

and her observations of me along with her own interpretations of the situation in this placement 

helped her to write me a positive recommendation. While I did have several interviews for 

teaching positions after graduation, I did not find one in an elementary school until three years 

later. I initially found my first teaching job at a Head Start as the lead teacher. This wasn’t the 

dream teaching job I had anticipated, but it ended up being a wonderful experience for me.  

I have to recognize that for me, my student teaching experiences were largely negative. I did not 

come away feeling like I had good mentor teachers that facilitated my growth or that propelled 

my teaching career. I felt instead like the experiences caused me a lot of stress and actually 

harmed my efficacy. I learned a lot of what I did not want to do as a teacher. I have to remember 

that my experiences may not be similar to those of my participants’. They may have wonderful 

mentors and positive experiences. I need to bracket these memories and not allow them to invade 

the truths my participants share. 

 

  



NUANCED SOURCES OF INFLUENCE ON PRESERVICE TEACHER SELF-EFFICACY 425 
 

   
 

APPENDIX I 

RECRUITING EMAIL SCRIPT 

Preservice Teachers: Exploring Perceived Influences on Self-Efficacy 

  
Hello! I am Mistie Potts, a graduate student at Ball State University in the Ph.D. for Elementary 
Education program conducting research on the self-efficacy beliefs of preservice teachers. My 
faculty advisor for this research is Dr. Lisa K. Hawkins. I would like to have your input because 
you are a recently graduated preservice teacher from Manchester University and you have 
completed a student teaching experience.  
  

• I obtained your email information using my professional network as Manchester 
University faculty and having had you in prior courses. Your names are listed in 
the Henney Department of Education class rosters for student teaching spring 
2021, as well as in the published Manchester University Commencement Program 
2021. Using university email, I was able to identify your university email address.   

  
The research procedures will include: 

• An online survey regarding your demographic and background information as 
well as your beliefs regarding your teaching self-efficacy (your beliefs in your 
abilities to conduct the tasks to teach successfully). The survey will take remain 
open for one week and will take approximately 20 minutes to complete in one 
sitting. You may choose to skip any questions you do not wish to answer. 

  
• Additionally, all participants are expected to participate in a virtual interview with 

me via Zoom, which will take no more than one hour of your time. You may 
choose to quit the interview or skip any questions you do not wish to answer. 
Simply email me to schedule your interview!  

  
Your participation is completely voluntary and not required. All responses will be kept 
confidential and maintained in a password protected Ball State University maintained electronic 
Box file. No incentives for participating in the research will be granted.  
  

7. Please read and sign the attached consent form. Return the signed consent form to 
mlpotts@manchester.edu.  

  
8. Once your consent form is received, you will receive a confirmation email with a survey 

code. You may follow the survey link here:  
https://manchester.az1.qualtrics.com/jfe/form/SV_bNIZ0ZINVx9O6q2 to 
enter your survey code and begin providing information.  

  
9. Email the Principal Investigator, Mistie Potts, at mlpotts@manchester.edu to arrange 

your interview for times in July or August 2021 and join this exciting research 
opportunity 
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APPENDIX J 

INFORMED CONSENT FOR PARTICIPANTS 

Preservice Teachers: Exploring Perceived Influences on Self-Efficacy IRB# 1764141-1 
  

You are volunteering to participate in a study that will explore the influences of field 
experiences on preservice teachers’ self-efficacy. The primary researcher is Mistie Potts. The 
faculty advisor is Lisa K. Hawkins, Ph.D. from Ball State University. 
Inclusion/Exclusion Criteria 
Participants must be 18 years or older and identified as being a 2021 graduate of Manchester 
University’s four-year, undergraduate, EPP in the areas of elementary or secondary education. 
Participants considered ineligible for the proposed study would be any individuals under the 
age of 18, and/or any individuals who have not graduated in 2021 from Manchester University 
with an undergraduate degree in elementary or secondary education (e.g., educational studies 
majors), or individuals who transitioned to teaching, or those who may have otherwise 
circumvented the student teaching clinical experience (e.g., completed clinical experience 
within a prior semester for atypical circumstances) during the spring 2021 session. 
  
Study Purpose and Rationale 
The purpose of this study is to explore how preservice teachers perceive influences on their 
teaching self-efficacy during field experiences. Self-efficacy beliefs are said to form early and 
may become stable beliefs. Bandura (1997) explains that self-efficacy informs future behaviors. 
Therefore, it is important to explore the self-efficacy beliefs of preservice teachers and to 
determine possible influences on the formation of these beliefs. The current study will provide 
insight into preservice teachers' feelings of self-efficacy and their perceptions about how these 
beliefs were influenced during student teaching experiences. Specifically, this study will explore 
the sources preservice teachers relied upon to inform their ability-related self-judgements in 
their student teaching experiences. Further, survey data will provide deeper insight into the 
differentiated ways that preservice teachers experience the development of teaching self-
efficacy. Results from this study could inform future programmatic or instructional strategies 
within the Educator Preparation Programs (EPPs) or within similar EPPs. Findings from this 
study may be mentioned in general during future informal discussions for improvement of the 
clinical experiences within the Manchester University EEP. These discussions would involve the 
principal investigator and fellow faculty members within the Henney Department of Education 
at Manchester University. The data are confidential and no individuals will be identified in any 
discussion. 
Participation Procedures and Duration 
Should you agree to participate, you will be asked to complete an online, confidential survey 
and participate in an online interview. The survey will ask basic questions about you (e.g., your 
age, your gender), your student teaching experience (e.g., how difficult was your placement), 
and questions about your beliefs as a teacher. The survey will remain open for one week and 
will take approximately 20 minutes to complete. You may choose to skip any questions you do 
not wish to answer. You may choose to leave the study at any time. Once you return this signed 
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consent form, the principal investigator will email you with a code to enter for the online survey 
portion of the study and will also email you to set up an online interview. If you agree to be 
interviewed via Zoom, the interview will last approximately one hour with the principal 
investigator. You may choose to quit the interview or skip any questions you do not wish to 
answer. This study will take place during July and August 2021. 
  
Audio or Video Tapes  
The interviews will be audio recorded for transcription purposes and will be kept for a period of 
5 years. These data will be used to analyze preservice teachers’ self-efficacy, and the related 
factors that affect self-efficacy in student teaching experiences. The instruments used to collect 
data and the data itself will be stored in a locked area and/or on a secure, password protected 
Ball State University maintained electronic drive. All raw data, including documentation that 
contains student information and sensitive data, will be destroyed within a minimum of five 
years following the study.  
  
Data Confidentiality or Anonymity 
All data will be maintained as confidential and no identifying information such as names will 
appear in any publication or presentation of the data.   
  
Storage of Data and Data Retention Period 
The data will be kept in a password protected computer and in a locked cabinet for a period of 
5 years and will be deleted from that computer afterwards.  
  
Risks or Discomforts 
There are no perceived risks or discomforts to participants in this study. Participation in the 
study or choosing not to participate in the study will not impact the relationship between 
participants and the principal investigator, the Henney Department of Education, or 
Manchester University.  
Benefits 
There are no perceived benefits of participating in this study.  
  
Voluntary Participation  
Your participation in this study is completely voluntary and you are free to withdraw your 
permission at any time for any reason without penalty or prejudice from the investigator.  
Please feel free to ask any questions of the investigator before signing this form and at any 
time during the study.  
  
By signing below, you are voluntarily agreeing to participate. You may refuse to participate 
before the study begins or discontinue at any time without any effect to you, your academic 
standing, or your record. This is a study which has been approved by the Institutional Review 
Board at Ball State University. Contact Mistie Potts at mlpotts@manchester.edu  or 
lkhawkins@bsu.edu with any questions.  
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By signing your name on the line below, you are providing your consent to participate in this 
study. If you choose to agree to give your consent and wish to participate in the study, please 
email a pdf version of your signed consent form to mlpotts@manchester.edu. 
  
IRB Contact Information 
For questions about your rights as a research subject, please contact the Office of Research 
Integrity, Ball State University, Muncie, IN 47306, (765) 285-5052 or at orihelp@bsu.edu. 
  
  
Study Title: Preservice Teachers: Exploring Perceived Influences on Self-Efficacy 

  
********** 

Consent 
I, ___________________, agree to participate in this research project entitled, Preservice 
Teachers: Exploring Perceived Influences on Self-Efficacy. I have had the study explained to me 
and my questions have been answered to my satisfaction.  I have read the description of this 
project and give my consent to participate.  I understand that I will receive a copy of this 
informed consent form to keep for future reference. 
  
To the best of my knowledge, I meet the inclusion/exclusion criteria for participation (described 
on the previous page) in this study. 
  
________________________________   _________________ 
______________________________________________________________________________
Participant’s Signature     Date 
  
Researcher Contact Information 
Faculty Supervisor: Lisa K. Hawkins, PhD. 
Assistant Professor of Elementary Education 
Director of Graduate Programs 
Ball State University  
Muncie, IN  47306 
Telephone:  (765) 285-4204 
Email: lkhawkins@bsu.edu   
 
Principal Investigator:    
Mistie L. Potts,  
Graduate Student 
Department of Elementary Education   
Ball State University  
Muncie, IN  47306 
Telephone:  (260) 982-5261 
Email:  mlpotts@manchester.edu   
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APPENDIX K 

IRB APPROVAL 
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