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EDITORS’ INTRODUCTION 
 
 
 

 
TxEP:  Texas Educator Preparation is a venue to expand the Consortium of State Organizations for Texas Teacher Education’s 
commitment to continual support and refinement of preparation and development programs for teacher education.  The fall 2016 
CSOTTE Conference included 72 presentations that spanned topics related to teacher preparation.  Presenters from across the 
state gathered to learn from, and with, each other.  TxEP offers an additional opportunity to extend our learning by sharing 
practices and research.  This edition includes invited contributions from 2016-2017 CSOTTE Board Chair, Glenda Ballard and 
2016-2017 TACTE President, Judy Abbott.  Four additional peer-reviewed manuscripts provide pragmatic and research-based 
insight. 
 
Glenda Ballard’s portion presents context for the conference theme, “Build a Coalition to Empower Our Educators”.  This 
theme was also a call to action; to reflect on the history of our educational system, to examine our current needs, and to plan 
forward to empower our future educators.  In this piece, Glenda adds an overview of recent TEA and State Board of Educator 
Certification initiative and adds points for our continued contemplation.  Glenda outlines the needed balance between 
accountability and the impact on practice.  In essence, extending our call to action. 
 
While all CSOTTE organizations have advocated for teacher education this year, TACTE took a leading role in coordinating 
efforts with Moak, Casey & Associates to organize and disseminate legislative action to the state organizations.  In this invited 
piece, Judy Abbott, 2016-2017 TACTE President, provides the TACTE vision and includes recommendations for program and 
organization advocacy efforts.  
 
“Planting Seeds in Fertile Soil:  Assessing Teacher Employment Environments in Texas”, by James P. Van Overschelde and 
Afi Y. Wiggins, furthers understanding of the employment factors that impact teachers’ employment decisions.  This piece 
provides an analysis of the Texas Teaching, Empowering, Leading, and Learning (TELL) employment environment survey.  
Implications for educator preparation programs and policy considerations are also provided.   
 
“Beyond the Practical Aspects of Learning to Teach: Mentoring Teacher Candidates Toward the Diverse Needs of Students” 
addresses mentoring practices for teacher candidates; specifically, mentoring strategies associated with culturally responsive 
pedagogy.  Kimberly S. Reinhardt asserts the importance of an examination of mentor teachers’ practices and beliefs.  This 
understanding proves to inform a mentor’s understanding of their role in mentoring beyond the teaching of content and calls for 
attention on professional development to facilitate this effort.  
 
Betty Coneway and Beth Garcia provide a shared practice article, “Building Blocks of a Successful Recruitment Process”.  
Coneway and Garcia share the recruitment challenges faced by their program and the initiatives implemented to address the 
program needs.  These recruitment efforts have been an intentional effort to address the critical need of regional universities to 
increase enrollment. 
 
“Short-Term Study Abroad: Transformative Experiences for Preservice Teachers” is presented by Paula Griffin and Susan 
Reily.  This piece addresses the need of preservice teachers’ cultural awareness development.  Short-term study abroad 
experiences are the focus of this mixed-method study.   Shared results describe the transformational learning participants 
experienced as their own cultural identity increased. 
 
As the editorial team, we are proud to be a part of this inaugural edition and the effort to promote Texas educator preparation.  
We hope you will find this volume’s contributions beneficial and that you will consider adding to the conversation in the 2018 
TxEP. 

 
Elda E. Martinez, Ed.D. 
University of the Incarnate Word 
Managing Editor, 2017 

 

Amanda Rudolph, Ph.D. 
Stephen F. Austin State University  
Managing Editor, 2017 
 

Debby Shulsky, Ed.D. 
University of Houston-Clear Lake 
Associate Editor, 2017 
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BUILD A COALITION TO EMPOWER OUR EDUCATORS 
 

 
Glenda Ballard, Ed.D. 

St. Edward’s University 
CSOTTE Board Chair, 2016-2017 

 
 

elcome to the first edition of TxEP: Texas 
Educator Preparation.  CSOTTE is pleased to 
provide another venue for discussion and 

dialogue about educator preparation.   
 
As your president for CSOTTE in 2016-2017, I was 
responsible for the program at the CSOTTE Conference in 
October, 2016.  At the close of the conference, I found 
myself reflecting on the program as a whole and the stark 
contrast of the bookends of the program; we began with a 
guest speaker selected specifically to excite us as educators 
and professionals about the future of education and what it 
would be, and we ended with the—historic and therefore 
characteristically expected—program hosted by members 
of the Texas Education Agency’s Educator Preparation 
Program Division.  It struck me that, in many ways, the 
conference itself represents a metaphor for the yin and yang 
in the field of teacher preparation today.  I acknowledge 
that this metaphor is hardly innovative or cutting-edge; 
indeed, for as long as I can remember (and that has been a 
while!), educator preparation has struggled with its identity.  
Indeed, an analogy straight from the Bible swirls through 
my mind as I write this, “What has been will be again, what 
has been done will be done again; there is nothing new 
under the sun.” (1)  In an editorial in Journal of Teacher 
Education, the editors write (in rebuttal to Arthur Levine’s 
Educating School Teachers), “The teacher education 
narrative that Levine recounts is a history that is intolerably 
repetitive.  The conflicts and dilemmas of teacher education 
have a tendency to undercut quality teacher education.  
They undermine a move toward a clearly delineated, 
practically-based, conceptually rich teacher education 
curriculum.”   
  
On the heels of the conference, the State Board of 
Education finally stamped final approval to the long-
debated regulations outlined in Chapters 227, 228, 229 and 

230.  At the end of the State Board of Education (SBOE) 
sub-committee hearing (that included public testimony), a 
few lone advocates representing educator preparation 
programs walked away, realizing that accountability—
promoted by the Legislature, outlined in Texas 
Administrative Code and now approved by the SBOE—
was here to stay.  Despite concerns about ever-rising costs 
of teacher preparation being passed on to students within 
those programs; questions about the logistics of program 
evaluation by stakeholders not directly accountable for the 
development of the participants in those programs; or 
reservations about continued emphasis on high-stakes 
testing—at both the PK-12 and the higher education 
levels—being a primary data point in the statistical measure 
of a program’s quality, the majority ruled and guidelines 
were established. 
  
I confess that, on one level, I “get it.”  Charged with these 
changes by the legislature three sessions earlier, the policy 
makers could hardly let another legislative session begin in 
2017 without closure on these four often-debated chapters.  
And, to their credit, had not the current policy makers done 
everything possible to include the stakeholders?  Had they 
not listened to concerns brought forth by institutions of 
higher education, alternative certification providers, the 
public and private entities, the organizations that 
represented all of these entities in the state?  Had they not 
made themselves readily available to groups—large and 
small—and to individuals alike to discuss the implications 
of these regulations? 
  
Yes, in contrast, I also recognized the harsh realities of the 
implementation of these rules and what it would mean to 
students.  We would be adding another fee to the students’ 
already mountain of student debt; we would be adding 
layers of test preparation to the already burgeoning 
curriculum for those students who suffer from increased 

W 
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pressures of standardized examinations; and we would be 
held accountable for the outcomes of our products—the 
certified teachers—through their first few years in the 
classroom. 
 
Just this week at the TASA Conference in Austin, Texas, 
Educate Texas released a draft of a white paper entitled 
Texas Teacher Preparation: Pathways to Entering the 
Classroom.  The authors reveal the shift in certifying 
entities in Texas over the past three years.  In 2011-2012, 
59% initially certified teachers came from traditional EPPs 
and 41% came from alternative certification programs 
(both IHE and non-IHE based programs).  In 2013-2014, 
just two years later, the trend has shifted to 48% from 
traditional EPPs and 52% from alternative certification 
programs.  Moreover, the white paper confirms the reality 
that, while Texas produced 21,349 teachers in 2015, this 
fell woefully short of the projected need of 44,700 by the 
Texas Workforce Commission.  Moreover, these teachers 
do not reflect the demographics of the student population in 
Texas today. 
 
So, where have all the “wannabe” educators gone?  In 
contemplating the epistemology of this question, several 
practical responses presented themselves.  Sister Donna 
Jurick, Executive Vice President and Interim Vice 
President of Academic Affairs at St. Edward’s University 
provided this theory: “You know, Glenda, in my day, the 
only careers that were available for women were teaching 
and nursing.  Look around—that is hardly the case today!  
And, those openings in those professions have not been 
proportionately filled by their counterparts—at least not in 
teaching.  More so in nursing, but, no, not education.”  She 
is right, of course.  Further, today’s men and women have 
no expectations of a lifelong profession working for one 
employer.  In my day, people went to college, got jobs at a 
company or a school, worked for 30-40 years, and retired 
from that same company or employer.  That model hardly 
exists today.  As professionals, why MUST people be 
expected to enter the field today and stay until retirement?  
That paradigm does not fit the generation of today, nor 
does it reflect many people who began as classroom 
teachers and then, five, ten, or even fifteen years later, 
sought another career.  Perhaps it was related to teaching—
administrator, training and development, higher 
education—but it was not the K-12 classroom. 

As a lifelong educator who, like many in the profession, 
believes that education is the best path for success for 
future generations, the circumstances of the past few 
months have given me pause.  Indeed, these somber facts 
have forced me to reflect on the theme of last year’s 
CSOTTE conference—Build a Coalition to Empower our 
Educators—and to ask myself these questions:  How can 
we build a coalition that empowers our future educators 
when we cannot produce enough teachers?  Why are we so 
woefully behind in the production of teachers today?  Is it 
the money?  Have we reduced the profession to its lowest 
common denominator?  Has the field lost the allure of 
“making a difference” and “impacting our world”?   Is it no 
longer a respected profession? These are tough questions, 
but they are questions that must be asked—and answered—
if we are going to begin to unify our profession and 
establish that coalition.  No, given the state of our 
profession today, I contend we must all commit to the 
mission of this coalition—recruiting more candidates, 
embracing accountability, continuing to produce quality 
teachers, and meeting the challenges head-on.  As the 
leaders of educator preparation programs, we must embrace 
the following charges:  
 

1.   Remain ever-vigilant in reshaping how educators 
are developed.  No one cares more about the future 
of teacher preparation than we do.  No one knows 
the research of what makes a good teacher better 
than institutions of higher education.  No one can 
provide the quality instruction on pedagogical 
theory, contemporary social issues, or cognitive 
and behavioral breakthrough better than we. 

2.   Continue to produce high quality educators and 
tout our ability to do so.  Despite the ever-
increasing burdens placed on our profession, we 
continue to attract and to train many lifelong 
educators who are committed to their craft. 

3.   We must remain active in the political process.  
Education is driven by politics.   Whether we agree 
or disagree, it is incumbent upon us to get 
involved, to become familiar with the political 
process, and to exercise our ability to inform our 
political leaders of the implications of policy-
making on our children. 

4.   We must be content with being perpetually under 
the microscope.  Nothing is closer to the human 
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condition than teaching.  While no one may 
presume to tell his or her physician how to treat an 
illness, everyone has an opinion on how to teach 
children.  As a result, we must be prepared to 
embrace the scrutiny and succeed in spite of it. 

5.   We must continue to believe that it’s worth it!  
And, indeed, if influencing the life of a child; of 
igniting the passion to learn; of securing a learner 
for life—if these are not worth fighting for, I don’t 
know what is. 

As we launch this first edition of TxEP: Texas Educator 
Preparation, let’s join forces to build this coalition, to 
energize our efforts to produce the best and brightest 
teachers for Texas, and continue to impact the lives of 
children for generations to come. 
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TEXAS ASSOCIATION OF COLLEGES FOR TEACHER 
EDUCATION:  INCREASING ITS ATTENTION TO 
ADVOCACY 
 

 
Judy A. Abbott, Ph.D. 

Stephen F. Austin University 
TACTE President, 2016-2017 

 
 

ongratulations on this inaugural edition of the 
online journal TxEP:  Texas Educator Preparation.  
This journal, published by the Consortium of State 

Organizations for Texas Teacher Education (CSOTTE), 
may provide an important outlet for exploring educator 
preparation issues with a specific focus on Texas.  Faculty 
and educator preparation personnel within the more than 70 
institutions of higher education, public and private, not-for-
profit and for-profit, education preparation agencies, and 
professionals and practitioners across the more than 1,000 
independent school districts may find this journal a viable 
outlet to disseminate research, best practices, and 
professional applications.  We are all hopeful for the 
success of TxEP. 
 
The Texas Association of Colleges for Teacher Education 
(TACTE), an organization for deans of education at 
colleges and universities in Texas, is sometimes referred to 
as the Council of Deans of Education.  As the state affiliate 
organization of the American Association of Colleges for 
Teacher Education (AACTE), members of TACTE have 
stepped forward in advocacy for educator preparation at 
both state and national levels.  This attention to advocacy 
took a strong step forward in 2012, when members 
confirmed the importance of committing to high quality 
educator preparation of teachers for schools in Texas in 
their vision statement. 
 
 
 
   
 

Vision for University-Based Teacher Preparation in 
Texas:  Moving from Compliance to Leadership 

 
Texas Association of Colleges for Teacher Education 
(TACTE) members commit to providing teacher 
preparation programs that exceed state and national 
standards. 
 
TACTE programs will prepare beginning teachers who 
demonstrate:  

•   appropriate content knowledge and inquiry skills 
•   skills in teaching content knowledge and critical 

thinking 
•   continuous assessment of student learning 
•   use of data to make instructional decisions 
•   instructional practices addressing the needs of 

diverse learners 
•   effective interactions with students, peers and 

parents 
•   commitment to life-long learning and professional 

development 
These beginning teachers will advance student 
achievement, practice in an ethical manner, promote 
citizenship, and persist in the profession.  (TACTE 
webpage, 2012) 
 
During the ensuing years, TACTE brought Texas 
legislators from house and senate higher education and 
public education committees, government relations experts 
from state and national organizations, and national 
educational leaders to its three annual meetings.  Over time, 
those leaders helped the members of TACTE take another 
step toward effective advocacy by increasing connections 

C 



	  
	  

     
TXEP: TEXAS EDUCATOR PREPARATION  ISSN: 2474-3976 online 
Ó 2017, Consortium of State Organizations for Texas Teacher Education 
Abbott, pp. 5-6 
 

6	  

to state and national legislators, by developing nuanced 
knowledge of the process of passing bills, rules, and 
policies, especially those that relate to public education and 
educator preparation, and by strengthening and broadening 
involvement with the Texas Education Agency (TEA), 
Texas State Board of Education (SBEC), and the Texas 
Higher Education Coordinating Board (THECB).  TACTE 
and its members, representing public and private 
institutions, sought engagement and influence at the state 
level with an eye toward engagement and influence at the 
national level. 
 
As TACTE matures in its commitment to effective 
advocacy, its membership may extend their efforts to with 
the following practices: 

•   Cultivating relationships with state representatives 
and senators: This step of relationship-building is a 
year-round and year-after-year endeavor and 
involves reaching out in person, by email, and with 
phone calls multiple times EVERY year.  
Institutions may also consider annual invitations to 
state representatives and senators for special 
events, program or initiative showcases, and 
general tours of their campus. 

•   Cultivating relationships with federal 
representatives and senators: Repeat all the 
relationship-building recommended above with 
congressional legislators with one caveat—extend 
relationship-building to critical staffers within the 
Washington, D.C. offices and the Texas 
regional/local offices.  These staffers may not only 
carry forward your messages, but can advocate for 
your ideas. 

•   Developing facility with electronic bill tracking 
tools at both the state and federal levels: These 
tools can be honed to electronically scan for 
special interests and can be set to push alerts and 
notifications related to those special interests. 

 
 

•   Using resources provided by state and national 
professional organizations: Many professional 
organizations, large and small, have government 
relations personnel and services.  Developing 
relationships with professional organizations’ 
officers and staff and spending time on 
organizational websites will aid in better 
understanding the range of resources provided to 
members and, possibly, non-members alike. These 
resources may be useful in developing institutional 
administrators’ and faculty understanding of 
educator preparation and/or public education 
issues and recommendations. 

•  Registering for daily/weekly briefings and 
summaries provided by news outlets:  The 
Chronicle of Higher Education, Insider Higher 
Education, Education Week, POLITICO’s 
Morning Education, Texas Tribune, Texas 
Monthly, as well as other more traditional state 
and national press outlets (NPR, CNN, 
Washington Post, NY Times) provide briefings, 
summaries, and breaking news. 

•  Registering for Texas Education Agency (TEA) 
services to receive notifications:  Institutions will 
particularly benefit from notices related to 
educator preparation, certification and testing, rule 
updates concerning EPPs, certification 
requirements, SBEC agenda or meeting updates, 
committee nomination requests, and other related 
correspondences.  There are also many more 
special interest topics from which to choose. 

 
Effective advocacy involves learning more about issues, 
concerns, practices, rules, laws and taking action.  We have 
to know more AND do more.  As the Texas Association of 
Colleges for Teacher Education continues along its path of 
advocacy related to educator preparation and schools, we 
encourage you to become effective advocates for issues 
important to high quality education for all children in 
Texas. 

 



	  
	  

     
TXEP: TEXAS EDUCATOR PREPARATION  ISSN: 2474-3976 online 
Ó 2017, Consortium of State Organizations for Texas Teacher Education 
Van Overschelde & Wiggins, pp. 7-20 
 

7	  

PLANTING SEEDS IN FERTILE SOIL:  ASSESSING TEACHER 
EMPLOYMENT ENVIRONMENTS IN TEXAS 
 

 
James P. Van Overschelde, Ph.D. 

Texas State University 
 

Afi Y. Wiggins, Ph.D. 
Texas State University 

 
	  

Abstract 
A school’s environment can be either conducive to teaching and learning or detrimental to both.  It is important for educator 
preparation programs to understand the employment environment factors that impact teachers’ employment decisions and to 
consider them when placing student teachers or making program changes.  In this study, we conduct validity and reliability 
analyses of the Texas Teaching, Empowering, Leading, and Learning (TELL) employment environment survey to determine how 
best to summarize teachers’ responses.  We compute statewide descriptive statistics for the key 12 employment factors for the 
main survey questions and the 4 factors for the new-teacher questions, and we examine the relationship between employment 
environment factors and teachers’ future employment intentions.  We also suggest ways the TELL results can be used by 
educator preparation programs, new teachers, administrators, and policymakers to make data-informed decisions. 
 
Keywords:  teacher employment environment, employment environment factors, TELL survey, teacher mobility 

_________________________________________________________________________________________________ 
 

Introduction 
eaching does not happen in a vacuum.  Teachers 
teach and students learn within a school.  The 
environment within that school can be either 

conducive to teaching and learning or detrimental to both 
(Kraft, Marinell, & Yee, 2016).  The school’s teaching and 
learning environment includes, for example, the 
instructional expertise and leadership available to teachers, 
the professional and educational supports provided by the 
school’s leadership, the amount of time and types of 
resources available for teaching and learning, and the 
social/professional relationships created among other 
teachers, principals, students, and parents.  

 
An extensive body of research shows that when a teacher’s 
employment environment is conducive to teaching and 
learning, teachers’ willingness to stay at their school 
increases (Allensworth, Ponisciak, & Mazzeo, 2009; 
Borman & Dowling, 2008; Boyd et al., 2011; Buckley, 
Schneider, & Shang, 2004; Ferguson & Hirsh, 2014; 

Grissom, 2011; Horng, 2009; Kraft et al., 2012; Kraft & 
Papay, 2014; Kraft, Marinell, & Yee, 2016; Ladd, 2011; 
Loeb, Darling-Hammond, & Luczak, 2005; Marinell & 
Coca, 2013; Pogodzinski, Youngs, Frank, & Belman, 
2012).  In a large-scale meta-analysis with 34 studies that 
explored the relationships between teachers’ employment 
environment and their employment decisions, Borman and 
Dowling (2008) found a number of employment 
environment factors that predicted teacher attrition.  
Teachers were more likely to stay at schools that were 
larger, had more administrative support, included a new-
teacher mentoring program, and had more opportunities for 
collaboration among teachers.  In a study in New York 
schools, Boyd et al. (2011) found that the quality of a 
school’s administration had the greatest impact on teachers’ 
decisions to stay or leave their school.  Using five 
environmental factors from a teacher employment survey in 
North Carolina schools, Ladd (2009) showed that after 
accounting for differences in school demographics, a 

T 
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school’s leadership was the strongest predictor of teachers’ 
intention to stay at or leave a school.   

 
Despite this extensive body of evidence, state, federal, and 
national educator preparation program (EPP) accreditation 
policies attribute the persistence of new teachers almost 
exclusively to the EPP and ignore the impacts of the 
employment environment.  For example, the US 
Department of Education’s federal regulations for teacher 
preparation (34 CFR-Part 612.5(a)(2), October 12, 2016) 
holds EPPs accountable for the employment persistence 
rate of their newly graduated teachers and ignores 
important factors external to the EPP, like the employment 
environment.  In addition, the Council for Accreditation of 
Educator Preparation’s (CAEP) new Standard 4.3 attributes 
a teacher’s persistence in a school completely to the 
employer’s satisfaction with the teacher and ignores the 
reverse possibility – that teachers persist in a school 
because of their satisfaction with the employer (CAEP, 
2016).   

 
It is important for EPPs to understand the relationships 
between teaching and employment environments 
characteristics because their graduates may work in healthy 
or toxic schools, and the EPP will be held accountable for 
their graduates’ success irrespective of the quality of their 
schools’ environments.  New teachers would benefit from 
understanding the quality of a school’s teaching 
environment because they can look for signs of and ask 
questions during job interviews to assess the health of the 
school.  School and district improvement efforts would be 
more effectively designed if education administrators, 
researchers, and policy analysts understood how to assess 
each school’s or district’s employment environment.  State 
and national accrediting bodies could develop better 
accreditation policies that actually reflect an EPPs sphere of 
influence if they understood the impacts of a new teacher’s 
employment environment on outcomes like persistence and 
value-added modeling.   

 
The purpose of this study is to conduct validity and 
reliability analyses of the Texas Teaching, Empowering, 
Leading, and Learning (TELL) employment environment 
survey to determine how best to summarize teachers’ 
responses.  We also sought to determine which TELL 
factors predict a teacher’s intention to stay at or leave their 

current school.  Finally, we suggest ways the TELL results 
can be used by EPPs, new teachers, principals, 
superintendents, researchers, and policy analysts to use the 
data to inform decision-making.   

 
Methods 

We started by conducting an exploratory factor analysis 
(EFA) of the statewide responses to the 2014 TELL Texas 
survey’s main questions using principal axis factoring with 
oblique promax rotation to determine how best to 
summarize responses into a small set of employment 
environment factors.  We also performed a similar EFA on 
the new teacher questions, using responses only from 
teachers who were in their first three years of teaching.  
However, because the new teacher questions were two sets 
of questions—one set was answered by all new teachers 
and the other set was answered only by teachers who had a 
mentor—we also conducted an EFA on these two sets of 
questions separately and compared the outcomes to those 
obtained from the analysis with all new-teacher items 
together.  We then conducted Cronbach’s alpha 
calculations for each of the factors identified during the 
different EFAs to determine each factor’s internal 
reliability or the degree to which the survey items measured 
a shared, underlying construct.  A priori we planned to 
remove any survey items that if removed would cause the 
overall alpha to increase by more than 0.01.  

 
Next, we generated descriptive statistics for both sets of 
TELL questions and disaggregated the results by 
demographic variables that were included in the survey.  
Finally, we computed four multinomial logistic regressions, 
one for each of the four overall rating questions at the end 
of the main survey (Q10.1, Q10.3, Q10.5, Q10.6).  For 
these analyses, the response to each overall-rating question 
was the dependent variable (DV) and the years employed 
as an educator, years employed at the schools, and each 
teacher’s average responses to each of the main 
employment environment factors were the independent 
variables (IVs). 
 
TELL Survey 
In 2013, House Bill 2012 (HB 2012) required the 
Commissioner of Education to develop a valid and reliable 
online survey to be administered statewide “at least 
biennially” to all teachers, administrators, and other 
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certified, full-time professional employees.  The goal of the 
legislation was to elicit information about “(1) teaching and 
learning conditions as predictors of student achievement 
and growth; (2) the relationship between teaching and 
learning conditions and teacher retention; and (3) the 
influence of school leadership on teaching and learning 
conditions” (HB 2012, pp. 2-3).  The bill requires school 
districts and campuses to use the results to make 
improvements and “enhance the district and campus 
learning environments” (HB 2012, p. 3).  The bill also 
requires the commissioner to use the results to “develop, 
review, and revise” professional development, teacher 
retention efforts, and standards for educational leaders (HB 
2012, p. 4).   

 
The state selected the TELL survey, which is the most 
widely used survey to assess a school’s employment 
environment.  The TELL originated in North Carolina in 
2002 as the Teacher Working Conditions Survey and is 
now used by at least 20 states (New Teacher Center, 2016).  
The survey includes questions to assess eight broad 
teaching-condition constructs and a new-teacher construct 
(New Teacher Center, 2016).  These constructs are: 

1)   Time – the degree to which teachers have time to 
plan instruction, collaborate with each other, and 
provide instruction versus the amount of time 
spent on other duties as assigned.   

2)   Teacher leadership – the degree to which teachers 
are empowered to impact classroom and school 
practices that are associated with student learning.   

3)   Facilities and resources – the degree to which 
teachers have the instructional, technological, 
administrative, and school resources necessary to 
do their job.   

4)   School leadership – the degree to which teachers 
perceive the school’s leadership as building a 
trusting and supportive employment environment. 

5)   Community support and involvement – the degree 
to which community members and parent/guardian 
participate in and influence the school and student 
learning.   

6)   Professional development – the quality and 
effectiveness of professional development 
provided to teachers to improve their instruction 
and increase student learning. 

7)   Managing student conduct – school policies and 

administrative practices related to student conduct 
and the creation of a safe employment and learning 
environment.   

8)   Instructional practices and support – the quality 
and effectiveness of data systems and analytic 
tools available to teachers that support teaching 
and learning.   

9)   New teacher support – the availability and 
effectiveness of supports available to teachers 
during their first three years as a teacher.   
 

The vast majority of the survey questions use a four-point 
Likert scale from strongly agree to strongly disagree with 
an “I don’t know” option.  These data were coded from -2 
(strongly disagree) to +2 (strongly agree), with “I don’t 
know” treated as a missing value.  Two sets of Professional 
development questions used a Yes (+1) / No (0) response.  
Survey responses that were ordinal in nature were coded 
from +1 to +n, where n was the number of response items.  
For example, one set of Time questions asked teachers 
about how much time they spent doing different activities.  
It used a six-item response scale that ranged from None 
(i.e., no time spent) to More than 10 hours spent, and the 
response scale ranged from 1 to 6.  One set of Teacher 
leadership questions about the role teachers have at their 
school used a four-point scale that ranged from No role at 
all to Large role, and the response scale ranged from 1 to 4. 

 
Although the TELL survey has been used by Austin 
Independent School District since 2011, the first statewide 
administration in Texas was in 2014.  The Texas TELL was 
much longer than any other TELL survey with 132 main 
survey questions, 39 new teacher questions, 4 employment 
history questions, and 4 general questions.  While HB 2012 
required the state to implement the survey biennially, the 
Texas Education Agency (TEA) did not implement the 
survey in 2016 due to lack of funding (personal 
communication, 10/12/2016).   

 
Texas law requires the TELL results to be used to improve 
learning environments, however no guidance has been 
provided to principals or superintendents on how to 
summarize the survey responses for their school or district.  
No guidance is provided for how to use the survey 
responses to inform campus and district improvement 
decisions or what professional development to provide to 
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teachers.  Any researcher wanting to use these data to 
determine how the employment environment impacts 
teacher employment decisions will need to know how best 
to summarize the survey responses prior to conducting the 
necessary inferential statistical modeling.  Summary 
information is also needed in order to generate school-level 
employment environment scores so that EPPs and new 
teachers can know which schools have healthy employment 
environments and which environments are toxic.   
 
Data 
The 2014 Texas TELL survey responses were obtained 
from TEA through the state’s Education Research Center 
(ERC) that is housed at and operated by the University of 
Texas at Austin, in partnership with Texas State University.  
The ERC P-20 education and workforce data warehouse 
holds 20+ years of educational (P-12 and higher education) 
and workforce data in a de-identified, but longitudinally-
linkable form.  The ERC has been approved by the Family 
Educational Records and Privacy Act office and has 
extensive policies and safeguards to protect the 
confidentiality of the person-level data.   

Sample 
Only survey responses from teachers were included in this 
study because most of the questions are strongly teacher-
centric and teachers’ pattern of responses are likely to be 
different from those of school administrators, librarians, 
and school counselors.  Of the 319,349 teachers employed 
in Texas during the 2013-14 school year, 75,400 completed 
the survey (23.6% response rate).  The New Teacher 
Support items were completed by 11,170 beginning 
teachers. 

 
Results 

Exploratory Factor Analysis 
The results of the EFA for the main survey questions are 
shown in Table 1.  The first 12 factors had eigenvalues 
greater than 1.0 and were therefore retained.  This 12-factor 
solution indicates that the Texas TELL data are structured 
differently than all other states’ TELL data.  The results 
show that 95% of the cumulative variance is accounted for 
by these 12 factors.   

 
Table 1 
Results of Exploratory Factor Analysis for Main TELL Questions 
Construct Construct Label Items Included Eigenvalues Variance Cumulative Variance 

Factor 1 Educational Leadership Q5.1d, e, g;  
Q6.1a-g;  

Q6.5;  
Q7.1a-k;  
Q7.3a-i;  
Q9.1c-f  

39.44 0.57 0.57 

Factor 2 Instruction Practice & Support Q9.1a, b, g-o 4.59 0.07 0.64 
Factor 3 Facilities & Resources Q3.1a-i 3.65 0.05 0.69 
Factor 4 Effective PD Provided Q8.1a-l 3.16 0.05 0.74 
Factor 5 Community Support Q4.1a-h 2.70 0.04 0.78 
Factor 6 Time Spent on Teaching Q2.1a-g 2.41 0.03 0.81 
Factor 7 Teacher Leadership Q6.2a-h 2.30 0.03 0.84 
Factor 8 Hours Spent on PD Q8.3a-l 1.76 0.03 0.87 
Factor 9 Managing Student Conduct Q5.1a-c, f 1.56 0.02 0.89 
Factor 10 Need for PD Q8.2a-l 1.46 0.02 0.91 
Factor 11 Time Spent Not Teaching Q2.2a-k 1.26 0.02 0.93 
Factor 12 Time Spent After-Hours Q2.3, Q2.4 1.07 0.02 0.95 
Factor 13 Not used  0.92 0.01 0.96 
Note:  PD means Professional Development. 
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We labeled Factor 1, Educational Leadership, because it 
includes campus-level aspects of Managing Student 
Conduct (Q5.1d, e, & g), all items within the first Teacher 
Leadership subsection (Q6.1a-g), the one question in the 
third Teacher Leadership subsection (Q6.5), all items 
within School Leadership (Q7.1a-k; Q7.3a-i), and campus-
level items from Instructional Supports and Practices 
(Q9.1c-f).  Taken together, a school that has strong ratings 
on Educational Leadership will have an environment 
where teachers have autonomy and are viewed as leaders 
and decision makers, where principals act as instructional 
leaders, where teachers feel supported and can collaborate 
together, where teachers are respected as professionals, and 
where teachers perceive the school as a safe learning 
environment for all.   

 
Factor 2 included the questions in the Instructional 
Practice and Support section not already assigned to Factor 
1 (Q9.1a, b, g-o).  High scores reflect an environment 
where teachers have a sound curricular structure, high 
quality instructional practices, high expectations for 
students, and the ability to work collaboratively.  Factor 3 
included all questions in the Facilities and Resources 
section (Q3.1a-i), and reflects an environment where 
teachers have the physical environment and instructional 
resources conducive to teaching and learning.  Factor 4 
included all items in the first Professional Development 
(PD) subsection (Q8.1a-l).  It was labeled Effective PD 
Provided because it reflected teachers’ perceptions of 
having the resources, time, and opportunities for 
professional development that aligns with their needs.   

 
Factor 5 included all items in the Community Support 
section (Q4.1a-h).  It reflects the level of collaboration, 
open communication, and relationships with parents and 
the school community.  Factor 6 included all items in the 

first Time subsection (Q2.1a-g).  We labeled it Time Spent 
on Teaching because it reflects teachers’ perception of 
having adequate and sufficient time to devote to planning 
instruction and teaching students.  Factor 7 included all 
items in the second Teacher Leadership subsection (Q6.2a-
h), and is defined as teachers having autonomy and being 
viewed as leaders and decision makers in all aspects of 
schooling, teaching, and learning.  Factor 8 included all 
items in the third Professional Development subsection 
(Q8.3a-l).  We labeled it, Hours Spent on PD, because it 
reflects the amount of time spent on professional 
development associated with instructional curricula, 
assessments, pedagogy, and classroom management.   

 
Factor 9 included four items from the Managing Student 
Conduct section (Q5.1a-c, f), and reflects students’ and 
teachers’ understanding of rules and expectations for 
student conduct.  It did not include the items about the 
administration’s policies and behavior related to student 
conduct; these items were included in Factor 1, 
Educational Leadership.  Factor 10 included all items in 
the second Professional Development subsection (Q8.2a-l).  
We labeled it, Need for PD, because it reflects teachers’ 
perceptions of their need for additional PD.  Factor 11 
included all items in the second, Time, subsection (Q2.2a-
k).  We labeled it, Non-teaching Time, because it reflects 
the average amount of time teachers had to spend, outside 
of class, on school-related and/or administrative activities, 
such as planning, collaboration, meetings, PD, and 
disciplining students.  Factor 12 included two Time items 
(Q2.3, Q2.4).  We labeled it, Beyond-School-Day Time, 
because it reflects the average amount of time teachers 
spent on general school-related activities, after school 
and/or on weekends.  Q2.5 did not correlate above 0.30 
with any of the factors and was removed.  The correlation 
matrix for the 12 factors is shown in Table 2.  
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Table 2 
Correlation Matrix for 12 Final Factors 
Factor 1 2 3 4 5 6 7 8 9 10 11 12 
Factor 1 1.00            
Factor 2 0.61 1.00           
Factor 3 0.62 0.45 1.00          
Factor 4 0.75 0.59 0.55 1.00         
Factor 5 0.66 0.49 0.52 0.53 1.00        
Factor 6 0.62 0.38 0.55 0.52 0.44 1.00       
Factor 7 0.70 0.44 0.46 0.59 0.48 0.48 1.00      
Factor 8 0.21 0.20 0.14 0.29 0.16 0.11 0.20 1.00     
Factor 9 0.67 0.52 0.49 0.49 0.56 0.45 0.47 0.15 1.00    
Factor 10 -0.07 -0.08 -0.10 -0.07 -0.10 -0.10 -0.03 -0.01 -0.08 1.00   
Factor 11 0.00 0.10 -0.03 0.08 0.01 -0.07 0.05 0.19 0.01 0.03 1.00  
Factor 12 -0.14 -0.06 -0.13 -0.13 -0.07 -0.23 -0.11 0.02 -0.08 0.03 0.20 1.00 

 
New Teacher  
The full EFA for all items in the New Teacher section 
showed a four-factor solution was optimal, accounting for 
74% of the variance (see Table 3).  Items Q11.1a, Q11.1k, 
and Q11.4a-c were removed because they did not correlate 
with any factor above 0.30 and provided no substantial 
additional information.   

 
As noted above, the second new teacher EFA involved 
separating two subsets of items.  The first subset included 
the Support and the Support Effectiveness items, which all 

new teachers answered.  The second subset included the 
Mentoring Time, Mentoring Effectiveness, and Mentoring 
characteristic items, which were only answered by new 
teachers who were assigned and worked with a mentor.  
These separate EFA analyses resulted in nearly identical 
results with one exception.  Item Q11.1a correlated above 
0.30 with Factor 3 and was therefore retained.  Q11.1k and 
Q11.4a-c were again removed.  Only the results for the full 
EFA are reported here.  The correlation matrix for the new 
teacher factors is shown in Table 4. 

 
Table 3 
Results of Exploratory Factor Analysis for New Teacher TELL Items 

Construct Construct Label Items Included Eigenvalues % variance Cumulative % 
variance 

Factor 1 Mentor Support Q11.3a-m 15.82 0.72 0.72 
Factor 2 Mentor Time Q11.2a-i 2.01 0.09 0.81 
Factor 3 Supports Q11.1b-j 1.65 0.08 0.89 
Factor 4 Effectiveness of Supports Q11.5-7 1.18 0.05 0.94 
Factor 5 Not used  0.70 0.03 0.97 

 
Table 4 
Correlation Matrix for New Teacher Factors 
 Factor 1 Factor 2 Factor 3 Factor 4 
Factor 1 1.00    
Factor 2 0.71 1.00   
Factor 3 0.49 0.46 1.00  
Factor 4 0.50 0.38 0.39 1.00 
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Internal Reliability 
The results of the Cronbach’s alphas for the main TELL 
items are shown in Table 5, and for the New Teacher items 
are shown in Table 6.  The alphas for the main items are 
high, ranging from 0.79 to 0.98.  None of the items resulted 
in a reduction of the overall alpha for the factor by more 

than 0.01. The alphas for the New Teacher items range 
from 0.74 to 0.97.  Item Q11.7 resulted in an alpha 
decrease of 0.03 in Factor 4, and was therefore removed.  
The alpha for Factor 4 included Items Q11.5 and Q11.6.   
 

 
Table 5 
Cronbach Alphas for Main TELL Items 

Construct Label Cronbach Alphas 
Educational Leadership 0.98 
Instruction Practice & Support 0.89 
Facilities & Resources 0.87 
Effective PD Provided 0.94 
Community Support 0.89 
Time Spent on Teaching 0.86 
Teacher Leadership 0.87 
Hours Spent on PD 0.82 
Managing Student Conduct 0.81 
Need for PD 0.83 
Time Spent Not Teaching 0.79 
Time Spent After Hours 0.82 
 
Table 6 
Cronbach Alphas for New Teacher TELL Items 

Construct Label Cronbach Alphas 
Mentor Support 0.97 
Mentor Time 0.94 
Supports 0.74 
Effectiveness of Supports 0.94 

 
Descriptive Statistics 
We computed a series of descriptive statistics to summarize 
the statewide results.  The overall response characteristics 

for the 12 mains factors are shown in Table 7 and the 
response characteristics for the four new teacher factors are 
shown in Table 8.   
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Table 7 
Descriptive Statistics for the 12 TELL Main Factors 

Construct Label n Mean Std. Dev. Minimum Maximum 
Educational Leadership 75,269 0.66 0.85 -2 2 
Instruction Practice & Support 74,520 1.08 0.65 -2 2 
Facilities & Resources 75,147 0.89 0.77 -2 2 
Effective PD Provided 74,682 0.60 0.87 -2 2 
Community Support 74,906 0.73 0.82 -2 2 
Time Spent on Teaching 75,232 0.24 0.96 -2 2 
Teacher Leadership 71,269 2.61 0.69 1 4 
Hours Spent on PD 68,303 0.49 0.29 0 1 
Managing Student Conduct 74,923 0.64 0.94 -2 2 
Need for PD 69,469 0.51 0.30 0 1 
Non-teaching Time 69,658 2.76 0.59 1 6 
Time Spent After Hours 75,241 4.27 1.17 1 6 
 
Table 8 
Descriptive Statistics for the Four New Teacher Factors 

Construct Label n Mean Std. Dev. Minimum Maximum 
Mentor Support 7,930 3.24 1.15 1 5 
Mentor Time 8,055 3.12 1.41 1 6 
Supports 10,933 0.56 0.28 0 1 
Effectiveness of Supports 10,683 0.70 1.27 -2 2 

 
Overall Responses 
The Texas TELL included four general attitudinal or 
intentional questions.  We started by computing the 
responses to these questions and disaggregating the 
responses by the number of years the teachers had taught.   

 
Immediate employment plans.  The first general question, 
Q10.1, was about the teacher’s immediate employment 
plans (see Table 9).  Overall, 76% of the teachers (56,561) 
planned to teach at the same school next year, 6% planned 
to move to a different school district, 6% planned to seek 
an administrative position, 5% planned to change schools 
within the same district, and 4% planned to leave 

education.  However, the rate varied by years of teaching 
experience.   

 
For first-year teachers, 79% planned to stay teaching at the 
same school, 11% planned to teach in a different district, 
4% planned to teach in a different school within the same 
district, and 2% planned to leave education.  For teachers 
with 20+ years of experience, 82% planned continue 
teaching at the same school, 3% planned to change 
districts, 2% planned to seek an administrative position, 
and 6% planned to leave education.  Teachers with 4-6 and 
7-10 years of teaching experience were least likely to stay 
teaching at the same school (70%), and most likely to seek 
an administrative position (9% and 10%, respectively).   
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Table 9 
Numbers and Percentages of Responses to Q10.1, by Years Teaching 

Years Teaching 
Immediate Plans First 2-3 4-6 7-10 11-20 20+ Total 

Same school 79% 74% 70% 70% 76% 82% 56,561 (76%) 
Same district 4% 5% 6% 6% 5% 4%   3,912 (  5%) 
Different district 11% 10% 8% 7% 6% 3%   4,705 (  6%) 
Seeking admin position 3% 5% 9% 10% 7% 2%   4,768 (  6%) 
Obtaining non-admin position 1% 3% 4% 4% 3% 2%   2,072 (  3%) 
Leave education  2% 3% 3% 4% 3% 6%   2,893 (  4%) 

Totals 4,472 6,619 10,359 14,108 21,098 13,880 74,911 
 

Reason to remain at current school.  The second general 
question, Q10.3, asked about the one employment 
environment factor that most affected their willingness to 
stay teaching at their current school (see Table 10).  
Overall, 29% of teachers said that the quality of the School 
Leadership was the most important factor in determining 
their willingness to stay at the same school.  This was 
followed by the quality of the Instructional Practices and 
Supports at the school, which was indicated by 16% of the 
teachers.  Professional Development (2%) and the 
Community Supports (7%) were indicated as the most 

important factors by the smallest percentages of teachers.  
The rate at which teachers responded to each factor was 
relatively consistent across years of teaching experience, 
except for Professional Development and School 
Leadership.  For Professional Development, 5% of first-
year teachers indicated this was the most important factor, 
whereas only 1% of 20+ year teachers selected this 
response.  For School Leadership, 24% of first-year 
teachers said this was the most important factor, whereas 
30-31% of teachers with 4-6, 7-10, and 11-20 years of 
teaching experience indicated this factor as important.   

 
Table 10 
Numbers and Percentages of Responses to Q10.3, by Years Teaching 

Most Important Factor 
Stay at School 

First 2-3 4-6 7-10 11-20 20+ Total 

School Leadership 24% 28% 30% 31% 30% 28% 19,688 (29%) 
Instructional Practices & Support 16% 14% 15% 14% 16% 18% 10,560 (16%) 
Time during the work day 12% 13% 14% 14% 13% 13%   8,893 (13%) 
Facilities & Resources 12% 12% 11% 11% 11% 11%   7,405 (11%) 
Teacher Leadership 11% 11% 10% 10% 11% 13%   7,637 (11%) 
Managing Student Conduct 13% 12% 11% 10% 9% 10%   6,806 (10%) 
Community Support 7% 8% 7% 7% 7% 6%   4,603 (  7%) 
Professional Development 5% 3% 2% 2% 2% 1%   1,454 (  2%) 

n 4,297 6,314 9,840 13,412 20,082 13,101 67,046 
 

Promote student learning.  The third general question, 
Q10.5, asked about the employment environment factor 
that is most important for promoting student learning (see 
Table 11).  Overall, 36% of the teachers said that the 
quality of the Instructional Practices and Supports was the 
most important, followed by the ability of the school to 
Manage Student Conduct (19%).  Instructional Practices 

and Supports was given as the most important factor for 
promoting student learning by all teacher experience 
groups, but the rate increased monotonically, with 
experience level with first-year teachers having the lowest 
response rate (31%) and 20+ year teachers having the 
highest (38%).  Managing Student Conduct was most 
important to first year teachers (23% response rate) and the 
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rate decreased steadily with experience with 20+ year 
teachers having the lowest response rate (18%).  The 
factors perceived as least important were Community 

Support and Professional Development; both responses 
were given by 4% of teachers.   

 
Table 11 
Numbers and Percentages of Responses to Q10.5, by Years Teaching 
Most Important Factor 
Promote Student Learning 

First 2-3 4-6 7-10 11-20 20+ Total 

Instructional Practices & 
Support 

31% 33% 35% 36% 37% 38% 24,188 (36%) 

Managing Student Conduct 23% 21% 19% 18% 18% 18% 12,521 (19%) 
Time during the work day 8% 9% 11% 12% 13% 14%   8,233 (12%) 
Facilities & Resources 12% 11% 9% 9% 9% 8%   6,186 (  9%) 
Teacher Leadership 8% 8% 8% 8% 8% 9%   5,353 (  8%) 
School Leadership 5% 7% 8% 8% 8% 7%   5,053 (  8%) 
Professional Development 8% 6% 5% 5% 4% 3%   2,980 (  4%) 
Community Support 5% 6% 5% 5% 4% 3%   2,754 (  4%) 

n 4,311 6,358 9,849 13,476 20,148 13,126  67,268 
 

Good place to work.  The last general question, Q10.6, 
asked about their level of agreement that their current 
school was a good place to work and learn (see Table 12).  
Overall, 45% of the teachers agreed and 35% strongly 

agreed that their school was a good place to work and learn.  
However, 20% of the teachers (14,660) indicated their 
school was not a good place to work and learn. 

 
Table 12 
Numbers and Percentages of Responses to Q10.6, by Years Teaching 

Good Place to Work First 2-3 4-6 7-10 11-20 20+ Total 
Strongly Agree 31% 33% 35% 36% 37% 38% 26,198 (35%) 
Agree 23% 21% 19% 18% 18% 18% 33,004 (45%) 
Disagree 8% 9% 11% 12% 13% 14%   7,494 (10%) 
Strongly Disagree 12% 11% 9% 9% 9% 8%   7,166 (10%) 
 
Predictors of Employment Intention 
Finally, we sought to determine which employment 
environment factors were associated with teachers’ future 
employment intentions.  To answer this question, we 
computed a logistic regression model where the DV was 
either Stay teaching at the same school (code=1) or Leave 
the current school (code=0) and the 12 main employment 
environment factors were IVs along with Years in 
Education, Years in School, and Years Teaching.  The DV 
was based on the answers to Q10.1 and the five responses 
related to leaving the school were combined into a single 
response.  The base outcome was Leave the current school.   

 

The TELL factor that most strongly predicts teachers’ 
intention to stay at their current school was the quality of 
the Educational Leadership.  A 1-unit increase in the 
average rating of the Educational Leadership is associated 
with teachers being 2.2 times more likely to stay teaching 
at their current school than to leave the school (z = 34.2, p 
< 0.0001).  The second strongest predictor was the number 
of years employed at the school with each year of 
employment associated with an increase of 1.2 in the odds 
of staying versus leaving (z = 19.33, p < 0.0001).   

 
In addition, teachers are less likely to stay at their current 
school the more time they spent on non-teaching related 
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activities (Time Spent Not Teaching; odds = 0.7, z = -15.98, 
p < 0.0001), and more likely to stay at their current schools 
the more time they spent actually teaching students (Time 
Spent on Teaching; odds = 1.2, z = 10.51, p < 0.001).  The 
following additional employment environment factors were 
positively associated with teachers’ intention to remain at 
their current school: Community Support (odds = 1.2, z = 
9.21, p < 0.001), Time Spent After-Hours (odds = 1.1, z = 

5.63, p < 0.001), and Teacher Leadership (odds = 1.1, z = 
2.97, p = 0.003).  Teachers were less likely to stay at their 
current school (more likely to leave) the higher they rated 
the following employment environment factors: Facilities 
& Resources (odds = 0.9, z = -3.91, p < 0.001) and 
Managing Student Conduct (odds = 0.96, z = -3.05, p = 
0.002).  

 
Table 13 
Logistic Regression Results for Staying at versus Leaving Current School 
 Coefficient Std Error Z p 
Years in Education -0.025 0.023 -1.06 0.291 
Years Teaching 0.049 0.023 2.08* 0.037 
Years at School 0.164 0.008 19.33* <0.001 
Educational Leadership 0.790 0.023 34.18* <0.001 
Instruction Practice & Support -0.017 0.019 -0.88 0.381 
Facilities & Resources -0.065 0.017 -3.91* <0.001 
Effective PD Provided -0.001 0.017 -0.06 0.955 
Community Support 0.143 0.016 9.21* <0.001 
Time Spent on Teaching 0.143 0.014 10.51* <0.001 
Teacher Leadership 0.059 0.020 2.97* 0.003 
Hours Spent on PD 0.017 0.036 0.48 0.631 
Managing Student Conduct -0.041 0.014 -3.05* 0.002 
Need for PD -0.050 0.034 -1.46 0.145 
Time Spent Not Teaching -0.275 0.017 -15.89* <0.001 
Time Spent After Hours 0.050 0.009 5.63* <0.001 
Notes: Model r2 = 0.11.  * indicates a statistically significant result.   

 
Discussion 

Texas House Bill 2012 (Texas Legislature, 2013) requires 
the Commissioner of Education to biennially conduct a 
statewide survey of schools’ employment environment but 
no guidance is provided by the state on how to use these 
results.  Publishing a long list of survey items, as Texas did, 
with the percentages of teachers giving each response is not 
useful for guiding meaningful changes to education 
practices or policies.  The present method of summarizing 
the TELL survey data is statistically rigorous, conceptually 
sound, and leads to interesting and useful information that 
EPPs can use to improve the quality of student placements 
and to ensure their ability to meet accountability standards.  
The results can also be used by new teachers to determine 
which schools have the best employment environments for 

teaching and learning, and by other educators to improve 
school practices and policies.   

 
The exploratory factor analysis of the Texas TELL survey 
data collected during the spring of 2014 revealed that the 
responses to the 127 main survey items are best 
summarized by 12 factors, and the responses to the 39 new 
teacher items are best summarized by 4 factors.  Using 
these 12 factors and rigorous statistical methods, we 
determined that the most powerful factor associated with a 
teacher’s intention to stay at (versus leave) their school was 
the quality of the Educational Leadership, with higher 
Educational Leadership ratings associated with teachers 
planning to return to their current school the following 
year.  This result is consistent with other research findings 
that indicated the factor that most influences teachers’ 
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decisions to stay at or leave their school is teachers’ 
perceptions of their principal or school’s leadership (Kraft, 
Marinell, & Yee, 2016; Ferguson & Hirsh, 2014; Marinell 
& Coca, 2013; Ladd, 2011; Grissom, 2011).   

 
The second and third most powerful factor associated with 
a teacher’s decision to stay at their school was the amount 
of time spent doing non-teaching related activities and the 
amount of time spent teaching, respectively.  Teachers were 
more likely to stay at schools where they spent less time 
doing non-teaching activities and where they spent more 
time actually teaching.  These findings are consistent with 
other research that found teachers were more likely to stay 
at their school when they perceive their principal as 
providing instructional support and creating an 
environment where teachers can collaborate with each 
other (Boyd et al., 2011).  For example, Pogodzinski et al. 
(2012) found a positive association between teachers 
reporting that they had adequate instructional resources and 
their willingness to remain in their schools.  Chicago Public 
School teachers who perceived their collaborations with 
other teachers as reflecting partnerships were more likely to 
remain teaching in their schools (Allensworth, Ponisciak, & 
Mazzeo, 2009).   
 
It is interesting to note that teachers’ beliefs of the most 
important factors for remaining at their current school are 
only somewhat consistent with the statistical results above.  
For example, the response given by teachers most 
frequently is that School Leadership is the most important 
factor in determining whether they will stay at their current 
school, which is consistent with the statistical results.  
However, the second most frequent response given by 
teachers is that Instructional Practices and Supports is the 
most important factor but statistically we found that 
teachers’ use of time (teaching or non-teaching) is actually 
more directly related to their intention to stay or leave their 
school.   

 
Community Supports was indicated as the most important 
factors by the second smallest percentages of teachers, 
however, Community Support was statistically the fourth 
strongest factor (out of the 12 factors) and it was positively 
associated with their intention to stay at their school.  By 
contrast, Professional Development was given as the most 
important factor by the smallest percentage of teachers, and 

consistent with this finding, the Professional Development 
factors were statistical un-related to their intention to stay 
at their school.   

 
Implications 

The TELL survey provides important and powerful 
information about the quality of the employment 
environment at many of the 8,700 schools in Texas.  
However, in the absence of a rigorous method for 
summarizing the TELL responses, the answers to the 129 
main items are relatively meaningless and not useful for 
data-informed decision making.  With the results provided 
in this paper, the results can be used in meaningful ways by 
EPPs, teachers, schools, districts, the state, and 
policymakers.   

 
EPPs and New Teachers 
The employment environment factors that are the most 
powerful predictors of teachers’ intention to stay at or leave 
their current school are completely outside the control or 
influence of EPPs.  Yet, under new federal regulations, 
EPPs will be held accountable for the impacts these 
school’s environment factors have on its graduates and the 
students in their classrooms.  Therefore, EPPs can use the 
present results to create lists of ideal (healthy) schools for 
student fieldwork, internships, and student teaching 
placements.  EPPs can also create a list of healthy schools 
that their students should consider for employment because 
the schools are conducive to both teaching and learning.  
Conversely, EPPs can create a list of less-healthy or toxic 
schools that their students should avoid when seeking 
employment.  New graduates could use the results to ask 
questions during the employment interview to assess the 
degree to which the employment environment is supportive 
of new teachers.  For example, a new teacher can ask, what 
percentage of my time am I likely to spend teaching versus 
performing non-teaching related activities?   
 
Principals 
The areas of the TELL that principals have the most 
influence over are Educational Leadership, Instructional 
Practices and Supports, Community Support and 
Involvement, and Managing Student Conduct.  By 
summarizing their school’s TELL results based on the 
results here, they will know whether teachers believe they 
have the instructional support, resources, time, planning, 
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and autonomy they need to be effective in the classroom.  
The results are also a window into their own effectiveness, 
and whether teachers perceive their school environment as 
one that is safe and conducive to teaching and learning.   

 
Superintendents 
Summarizing the TELL results for all schools within a 
district will provide superintendents with aggregate 
information on teacher perceptions of the district 
environment to determine if district-level policies are 
supportive or detrimental to campus Educational 
Leadership, for example.  Superintendents may also use 
disaggregate TELL results to examine educator perceptions 
by school to determine how best to assign principals.  
TELL results may be used to inform district-wide policies 
and procedures for principal- and teacher- satisfaction and 
retention, and for school and districtwide improvement 
planning.   
 
Policymakers 
Policymakers can ensure sound, data-informed policies are 
in place so that school environments are safe and conducive 
for teaching and learning.  Policymakers could examine 
summary TELL data in the context of other data about 
teaching and learning, such as principal and teacher 
effectiveness, student achievement, and budget allocations.  

As Educational Leadership is consistently shown to be the 
most important factor in retaining teachers, policies could 
be tailored to reflect the state’s focus on principal 
preparation and the recruitment and retention of high 
quality principals that can create empowered school 
environments.  Because Instructional Practices and 
Supports are important for teacher retention and for 
promoting student learning, policies could be established 
that build professional learning communities and induction 
programs for teachers.  Summary TELL data also show that 
policies framed around more teaching-time allotment and 
teacher responsibilities may be necessary to ensure teachers 
want to remain teaching at their schools. 

 
TELL results may also be used as an additional, rich 
information source for how to improve teaching and 
learning within schools and across school districts.  Results 
may be triangulated with other data, such as principal 
effectiveness, teacher evaluations, and student achievement 
data to provide EPPs, new teachers, superintendents, and 
policymakers with a more comprehensive picture of school 
settings.  The state should fund the implementation of this 
survey biennially so the environment in the schools can be 
monitored over time to determine if program changes are 
having positive impacts on teaching and learning.   
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Abstract 

Mentoring teacher candidates toward practices that value cultural responsive pedagogy is essential during clinical placements, 
yet this aspect of learning to teach can often be eclipsed by the practical aspects of the classroom.  This study seeks to 
understand how mentors conceptualized their role and how this influenced their practices.  The analysis drew a purposeful 
sample of mentors who ranked planning for cultural diversity high in an initial survey; six mentors participated in a semi-
structured interview conducted in their own classroom environment.  Despite the purposeful sampling, the mentors’ 
conceptualization of their role did not reflect an overt understanding of the need to address diversity issues with teacher 
candidates.  Development of mentor preparation and on-going support focused on intentional professional development is 
needed. 
 
Keywords: mentoring, clinical preparation, diversity, teacher preparation, culturally responsive pedagogy 

_________________________________________________________________________________________________ 
 

Introduction 
entoring teacher candidates toward practices 
that value cultural responsive pedagogy is 
essential during clinical placements (Bullough, 

Draper, Smith, & Birrell, 2004; Korthagen, 2004; Valencia, 
Martin, Place, & Grossman, 2009; Zeichner, 2010), yet this 
aspect of learning to teach can often be eclipsed by the 
practical aspects of the classroom.  If mentoring is reduced 
to simply focusing on classroom operations, the educative 
functions of the field-placement can be lost (Feiman-
Nesmer, 1998).  Therefore, it is crucial to explore the space 
between a school-based mentor’s understanding of purpose 
within teacher preparation and the mentoring practices they 
enact to support candidate learning.  To strengthen our 
teacher preparation programs, it is imperative to enable 
school-based mentors to better guide the growth and 
development of the teacher candidates toward meeting the 
diverse needs of all students. 

 
This study investigated mentor teachers, who work with 
teacher candidates in a teacher preparation program to 

understand the mentors’ conceptualization of their role and 
essential function related to the teacher candidates’ learning 
and teaching.  A teacher’s mentoring behaviors are 
mediated by their cultural values; such as their own 
background, the students they teach, and the values of the 
school.  This context is key to the development of teachers’ 
conceptualization of mentoring.  Therefore, understanding 
how mentors conceptualized their role and how this 
conceptualization influenced externalized practices is 
imperative to the development of the mentors’ knowledge 
base. The goal for clinical preparation is to expand the 
teacher candidates’ development beyond the practical 
aspects of learning to teach, to include ways in which new 
teachers can address diversity within their practice. Mentor 
teachers must draw upon a wide repertoire of practices to 
facilitate this development.    

 
Theoretical Framework 

To understand the importance of mentor teachers’ 
conceptualization of their role, a sociocultural perspective 
offers a lens to examine the cultural values related to 

M 
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mentoring.  This examination includes the context in which 
the mentoring occurred, as well as the types of mentoring 
activities that are valued.  As sociocultural theorists remind 
us, human beings interact with their world primarily 
through meditational means (Vygotsky, 1978).  We make 
meaning through our social interactions with our world by 
accessing tool mediation - the use of artifacts, semiotic 
resources - the use of signs and knowledge systems, and 
social relations – for the construction of meaning.  Life 
activities, semiotic means and social relations are critical in 
the development of thinking (Vygotsky, 1978).  When 
considering mentoring as a practice to construct meaning, 
an examination of how a mentor comes to understand his or 
her role toward a particular orientation affects the outcome 
for the teacher candidate.  For teacher preparation 
programs, the mentors’ influence on teacher candidates 
helps determine program outcomes; therefore, the 
development of clearly defined roles is imperative. 

 
Connection to the Literature 

The critical importance of high quality clinical placements 
in teacher preparation has received increased attention 
(CCSSO, 2013; Greenburg, Pomerance, & Walsh, 2011; 
NCATE, 2010).  As indicated in research literature, the 
conceptualization of the school-based mentor’s role is that 
of a model teacher (Feiman-Nemser, 1998), a coach to the 
candidate (Clarke, Triggs, & Nielsen, 2014), a source of 
feedback (Hobson, Ashby, Malderez, & Tomlinson, 2009; 
McDonald & Flint, 2011), and a co-inquirer or reflective 
practitioner (Crasborn, Hennissen, Brouwer, Korthagen, & 
Bergen 2011; Gardiner, 2009) who challenges the teacher 
candidate, and themselves, to question their practice 
(Leshem, 2014) and the established norms regarding 
diversity and equity in the classroom (Athanases et al., 
2008).  Teacher education programs seek to develop 
teachers who meet the needs of our culturally and 
linguistically diverse student population.  The development 
of the dispositions and skills necessary to address this 
diversity are formed within the mentor teachers’ classroom 
(Wang & Odell, 2002).  Yet, studies have shown that 
mentor teachers characterize their role as primarily 
emotional and professional support, or as the responsible 
party for the fulfillment of responsibilities outlined by the 
university.  Further, “teachers viewed their role in 
mentoring relationships as a resource person, guide, role 
model, friend, and experienced professional” (Russell & 

Russell, 2011).  Finally, most mentors believe that their 
personal and practical contributions to the teacher 
candidate’s experience include their own personality, years 
of experience, and the ability to provide constructive 
criticism (Hall, Draper, Smith, & Bullough, 2008).  Studies 
confirm that mentor teachers maintain the normative view 
of their role as mainly one of emotional support and a place 
for candidates to practice teaching as their task (Clark et al., 
2014).  The intellectual, personal, and philosophical trials 
of collaborative work challenges mentors as they vacillate 
between being a practitioner and a teacher educator. 
  
Unfortunately, this is a narrow conception of a mentor’s 
role.  The belief that a mentor creates a friendly 
environment for a teacher candidate to learn, with the 
expectation that the teaching, as a result of the modeling, 
will be a replication of the mentor’s practice, leaves much 
of the educative nuances from being realized.  Yet, 
Bullough (2012) argues, “no highly prescriptive role 
definition of mentoring ever can promise improved 
practice, although …standards and orienting guidelines can 
be helpful” (p. 77).  The mentor’s conceptualization of her 
or his role should be based in a constructivist perspective 
that establishes the mentor as an investigator (Crasborn et 
al., 2011) of the teaching and learning necessary to enact 
teaching that is culturally responsive, flexible, and meets 
the needs of both the students and the teacher candidate.  
The conceptualization of the mentor’s role should be 
educative in nature, non-directive in style, and act as a 
critical constructivist of new knowledge in the classroom; 
serving not only as a teacher educator, but also as an agent 
of change in the education system (Feiman-Nemser, Parker, 
& Zeichner, 1992). 

 
Identification of the essential functions related to the act of 
mentoring and characteristics that are common to 
successful mentors reveals commonalities.  First, mentors 
must be able to “develop working relationships with adults, 
determine the strengths and needs of a new teacher, help 
teachers set meaningful goals, and provide constructive 
feedback on instruction” (Grossman & Davis, 2012, p.55).  
Second, Hobson et al. (2009) suggest mentors should be 
“supportive, approachable, non-judgmental and 
trustworthy, have a positive demeanor, and possess good 
listening skills and the ability to empathize, as well as the 
willingness and ability to take an interest in beginning 
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teachers’ work and lives” (p.212).  Third, there must be 
time for the mentor to observe and provide feedback to the 
teacher candidate (Giebelhaus & Bowman, 2002), which 
includes challenging conversations about diversity and 
equitable teaching practices (Achinstein & Athanases, 
2005; Wang & Odell, 2002), as feedback is considered an 
essential element of mentoring (Clarke et al., 2014).  The 
development of effective communication skills provides 
mentors with a platform from which to deliver high-quality 
feedback (Killian & Wilkins, 2009).  The quality of the 
feedback is relevant and must move beyond a focus on the 
procedural aspects of teaching to the promotion of 
reflection of the thinking and beliefs held by both the 
mentor and the teacher candidate (Wang & Odell, 2002), 
even if these critical conversations are uncomfortable and 
possibly disruptive to the relationship (Martin, 1994). 

 
The creation of a supportive environment has an emotional, 
situational, and pedagogical dimension.  The situational 
support that is focused on technical advice, school norms 
and policies, and guidance necessary to function in the 
classroom (Athanases et al., 2008) must be accompanied by 
the skills to deconstruct pedagogy and misconceptions 
related to teaching culturally and linguistically diverse 
students (Achinstein & Athanases, 2005).  This 
“knowledge base,” as referenced by Achinstein and 
Athanases (2005), should be focused on equitable teaching 
practices and should challenge the teaching schema 
developed by an apprenticeship of observation (Lortie, 
1975).  Skilled, supportive mentors celebrate the richness 
of diversity and develop cultural competence to expand the 
instructional repertoires of the teacher candidates.  Wang 
and Odell (2002) argued that skilled mentors avoid 
approaching diversity through a deficit perspective by 
working “deliberately to blur the borders between 
themselves and their students and to help students develop 
counter-knowledge that challenged the status quo” (p.486).  
The affective skills of a mentor who is oriented toward 
developing equitable teaching practices must rely on 
effective communication skills used in feedback and other 
critical conversations.  The primary research question for 
this study is, how do mentor teachers conceptualize their 
role in developing preservice teachers’ understanding of 
diverse student needs? 
  
 

Methods 
The Master of Education Program (MEP) is situated within 
a college of education at a large university located in a 
major urban center and provides a linguistically and 
culturally diverse context for this teacher preparation 
program.  The selection of this program was appropriate 
because the year-long field placement of the teacher 
candidates is reflective of many teacher preparation 
programs’ desires to extend the length of field placements 
beyond the traditional semester-long experience.  The 
graduates of this program are highly sought after in area 
districts, which further situated the program as a good 
model for exploring successful mentor teachers’ 
understanding of their role and purpose within the teacher 
preparation program.   

 
The MEP worked with secondary schools across six urban 
and two rural school districts in the city.  The program 
directors were directly involved with the recruitment and 
preparation of all mentors.  The program directors also 
maintain strong relationships with many of the mentors and 
district administrators.  While it is acknowledged that the 
program was running well, the directors, as reflective 
practitioners, engage in program evaluation each year.  The 
directors make a concerted effort to respond to the needs of 
the teacher candidates, mentors, university supervisors, and 
instructors associated with the program.  This 
responsiveness to program assessment and development 
presents this study as a valuable contribution to ongoing 
program development for this teacher preparation program. 
 
Participants 
During this study, the MEP placed 54 teacher candidates in 
secondary schools, grades six through 12.  The diversity of 
the schools in which the mentors worked was reflective of 
the highly diverse, urban metropolitan area in which the 
teacher preparation program was situated.  This diverse 
range of classrooms was representative of the type of 
classrooms that many first-year teachers face, so 
understanding how mentors work within their diverse 
classrooms to enact mentoring practices that prepare the 
teacher candidates for culturally and linguistically diverse 
classrooms was an intended result of this study.  In 
anticipation of determining mentoring practices that 
prepare candidates for this diversity, the interview sample 
was selected based on the Title I status of the mentor’s 
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school and the mentor’s ranking of the importance of 
preparing the candidate to address the cultural and 
linguistic differences among students.   

 
Survey sample.  Participants in phase one consisted of all 
54 mentor teachers who were involved with the Master of 
Education Program (MEP) during the 2013-14 academic 
year.  Of the 54 mentors recruited for the survey, 40 
completed the survey resulting in a 74% response rate.  
  
Interview sample.  The purposive sample for phase two 
was bound by the analysis of phase one data collection.  
The six participants in the sample were at multiple grade 
levels and at multiple sites, resulting in a sample that 
spanned five school sites; four of which were high schools.  
At one school, there were two participants, both female: an 
English teacher and a biology/chemistry teacher.  The 
remaining participants were all English teachers.  The 
grade levels taught by the interview sample mentors ranged 
from eighth to twelfth grades.   
  
The boundaries used in selection of the interview sample 
were based on Vygotsky’s (1978) theory that learning 
happens in a particular social context, and engagement in 
our physical environment develops our understanding of 
the social dynamics of our thinking.  Since it was important 
not only to select mentors who worked in schools that 
potentially represented cultural and linguistic diversity, but 
to also select mentors who indicated they place value on 
promoting instruction that is inclusive of practices to meet 
the diverse needs of students, the following criteria were 
selected from the ranking section of the survey:  

1.   Designing of instruction for various cultural 
backgrounds and perspectives  

2.   Delivering engaging, student-centered instruction. 
Based on the mentors who ranked those criteria highly, the 
selection was further narrowed to mentors who responded 
“Good” or “Very Good” to these survey questions:  

1.  “How well do you understand your purpose as a 
teacher candidate (student teacher / teacher intern) 
mentor teacher?”  

2.  “How do you rate your confidence in your ability to 
be a good mentor?”  

This further filtering was intended to provide a sample that 
represented mentors with a clear conception of their role, 
who evaluated themselves as strong mentors, placed a high 

value on cultural diversity, and developed constructivist 
views through their mentoring practices.   

 
The purposive sampling strategy was intended to identify 
mentors who were likely to have a higher level of diversity 
in their classroom as this would provide the stage for 
educative functions of mentoring that may promote diverse 
cultural perspectives (Feiman-Nemser, Parker, & Zeichner, 
1992; Feiman-Nemser, 1998).  It was also anticipated that 
mentors who ranked student-centered instruction highly 
would also display a willingness to encourage 
experimenting with pedagogical practices, classroom and 
behavior management, and building relationships 
(Grossman & Davis, 2012; Leatham & Peterson, 2009).  
Through this inclusion of participants, a sample of cases 
was established from which an analysis of mentor role 
conceptualization was conducted with the intent to 
understand the metacognitive aspects involved in 
mentoring a teacher candidate, as well as the challenges 
and barriers that may be present that prevent educative 
mentoring. 
 
Data Sources 
The data sources in this study were drawn from two phases 
of data collection.  In phase one, an initial survey of all of 
the mentor teachers in the Master of Education (MEP) 
teacher preparation program led to the selection of a 
purposive sample.  This was intended to focus on 
participants with unique attributes for phase two, in which 
teachers were interviewed about their role as a mentor and 
observed while mentoring their teacher candidate.  Based 
on a high ranking of valuing cultural diversity in their 
practice, six mentors were selected and participated in a 
semi-structured interview. 
 
Through interviews and observation, the sample mentors 
enacted practices that may or may not be consistent with 
their perceived purpose and role; these practices were 
documented and analyzed.  Considering the importance of 
this mentoring relationship on the teacher candidates’ 
preparation outcomes, identification of mentoring 
approaches that can be strengthened by preparation are 
important. Emphasizing these approaches as part of 
partnership development strengthen the mentoring system. 
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Data Collection 
The survey employed in the first phase of data collection 
was distributed to all mentors working with teacher 
candidates in the MEP in January 2014.  The analysis of the 
survey results provided the data necessary to use purposeful 
sampling for the second phase of the data collection.  This 
sampling strategy involved selecting a sample across levels 
of experience and self-reported knowledge and skills to 
provide “information rich” cases (Merriam, 1998).  Phase 
two included only the selected sample population and 
employed interviews toward the middle of the spring 2014 
semester.  The interview was developed to collect data in 
two ways.  First, questions were specifically tailored 
toward the participants based on their answers in the 
survey.  For example, based on the mentor’s ranking of 
areas of growth for their mentee, during the interview, each 
mentor was asked how she or he promoted that specific 
type of growth through mentoring practices.  Second, 
during the interview, special attention was paid to 
uncovering “contradictions between the general and the 
specific” (Kvale, 1996, p.56) to better understand how the 
mentor developed her or his conceptions; and how, through 
mentoring practices, these contradictions may, or may not, 
“uncover new developmental tendencies in order to obtain 
true knowledge in the social worlds” (Kvale, 1996, p.56).  
Based on the context-specific nature of the interview, an 
individual protocol was used for each participant that was 
structured around a basic framework of questions. 

 
Phase one data collection.  The first phase of data 
collection provided an understanding of the mentor 
teachers’ level of experience both as a classroom teacher 
and a mentor.  The survey was developed to include 
general data about the mentor teachers.  It was adapted 
from two existing protocols to understand mentors’ 
conceptualization of their relationship with the teacher 
candidate based on knowledge and skills associated with 
mentoring (Podsen & Denmark, 2000), successful mentor 
characteristics, and a needs assessment (Gordon, 1991).    

 
Phase two data collection.  The primary instrument for 
data collection in phase two was a phenomenological 
interview, which is designed to capture the perception of 
participants who are involved in a phenomenon (Merriam, 
2009).  This approach to interviewing was appropriate 
because the intent of the study was to “understand social 

phenomena from the actor’s own perspectives, describing 
the world as experienced by the subjects, with the 
important assumption that the important reality is what 
people perceive it to be” (Kvale, 1996, p.52).  In this study, 
understanding the mentor’s conceptualization of her or his 
role, from their “reality” was the main research focus.  
Understanding the “reality” of how a participant perceived 
her or his role provided perspective on the relationship with 
the teacher candidate.  After each mentor interview, an 
observation of the mentor and mentee working together 
was also conducted.  This observation provided 
understanding of how the mentor externalized practices 
with her or his mentee and added to the richness of each 
case. 
 
Data Analysis 
The data analysis was also conducted in two phases: the 
initial analysis of data collected during phase one continued 
to inform the analysis during phase two.  During phase two 
of data analysis, the transcriptions of the interviews were 
analyzed and the first cycle of protocol coding (Miles, 
Huberman, & Saldaña, 2014) was conducted.  Once the 
transcripts and survey data were uploaded into the Dedoose 
software, the first cycle of protocol coding (Miles et al., 
2014) was conducted.  The codes used in this phase of 
analysis were developed deductively based on the general 
questions from the interview protocol.  During this stage, 
particular attention was paid to emerging themes.  These 
themes were considered as subsequent analysis of the 
interviews was conducted.  After this initial coding of 
interview responses, a descriptive coding method was used 
to further condense the data to sharpen the focus of the 
coding, as well as to discard and sort the corpus of data 
(Miles et al., 2014).  During this pass of coding, the 
“variables of interest” that were generated during the 
survey analysis were also considered, paying particular 
attention for occurrences of these variables within the 
interview as either congruent or incongruent with the 
mentors’ previous responses.  For each case, the interview 
protocol was adapted based on the survey response.  These 
variables were sought within the more nuanced descriptive 
coding process.  Additionally, throughout the descriptive 
coding, “meaning categorization” was used to “reduce long 
statements to simple categories” (Kvale, 1996, p.192) as 
themes emerged within the data.   
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In order to best display these data, this analysis used a case-
oriented approach.  By looking across the six mentors who 
were in the interview sample, observation of their 
conceptualization of their role was made.  Creating a “rich, 
detailed profile” of each mentor allowed the cases to be 
compared against the conceptual framework in the 
literature (Athanases et al., 2008; Bradbury & Koballa, 
2008; Clarke et al., 2014; Crasborn et al., 2011; Feiman-
Nemser et al., 1992; Furlong & Maynard, 1995; Gardiner, 

2009; Gut, Beam, Henning, Cochran, & Knight, 2014; 
Hennissen et al., 2008; Lai, 2010; Lawley, Moore, & 
Smajic, 2014; Tok, 2012; Wang & Odell, 2002).  This 
profile was developed as a vignette describing each case 
and then developed as a “construct table” that displayed the 
“varying perspectives about selected concepts” related to 
the mentors’ role and identified in the literature as 
presented in Table 1 (Miles et al., 2014, p.170).       

 
Table 1 
Mentors’ Externalization of Mentoring Type, Participation, and Style to Understand the Continuum of Practices 

Participant 
(including years of experience and 

previous mentoring experience) 
Type Participation Style 

Alicia, 15 or more years of teaching, 
three previous teacher candidates 

competency •   provider of feedback 
•   gatekeepers 
•   modelers of practice 
•   agents of socialization 
•   advocates of the practical 
•   abiders of change 
•   gleaners of knowledge 
•   teachers of children 

directive 

Doug, 11-15 years of teaching, four 
previous teacher candidates 
 

apprenticeship •   modelers of practice 
•   conveners of relation 
•   agents of socialization 
•   advocates of the practical 
•   teachers of children 

absent/ indulgent 

Julia, 6-10 years of teaching, no 
previous teacher candidates 

competency •   provider of feedback 
•   modelers of practice 
•   supporters of reflection 
•   purveyors of context 
•   agents of socialization 
•   gleaners of knowledge 
•   teachers of children 

directive/ 
indulgent 

Luanne, 15 or more years of 
teaching, three previous teacher 
candidates 

apprenticeship •   provider of feedback 
•   modelers of practice 
•   conveners of relation 
•   agents of socialization 
•   advocates of the practical 
•   teachers of children 

indulgent/ 
directive 

Murray, 15 or more years of 
teaching, four previous teacher 
candidates 

reflective •   provider of feedback 
•   modelers of practice 
•   supporters of reflection 
•   purveyors of context 
•   conveners of relation 
•   agents of socialization 
•   gleaners of knowledge 
•   abiders of change 

non-directive 
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Participant 
(including years of experience and 

previous mentoring experience) 
Type Participation Style 

Sheila, 11-15 years of teaching, one 
previous teacher candidate 

reflective •   provider of feedback 
•   modelers of practice 
•   supporters of reflection 
•   agents of socialization 
•   advocates of the practical 
•   gleaners of knowledge 

non-directive 

 
Results 

Despite the purposive selection of mentors who valued 
designing instruction for diverse values and cultures, in this 
study, the mentors’ conceptualization of their role did not 
reflect an overt understanding of the need to address 
diversity issues with the candidates.  Mentors in this study 
did not incorporate these values into their mentoring 
practices; rather, these mentors maintained a traditional 
view of mentoring that focused on the daily aspects of 
teaching, including classroom management and lesson 
planning.  Teacher candidates need mentoring that prepares 
them to become responsive and reflective teachers in order 
to engage the increasingly diverse composition of today’s 
classrooms.  This supports the findings of Achinstein and 
Athanases (2005) who posit that traditional mentoring does 
not address “equity-focused” practices to push teacher 
candidates toward diverse practices.  Although, equity 
alone, which could be a part of the mentors’ practices, can 
still fall short of meeting needs of students in our 
contemporary classrooms and schools. 
 
The most prevalent theme identified by mentors was that 
their primary function was to coach, provide feedback, and 
guide the teacher candidates; over half of the mentors 
reported this as their function.  While this mirrors the 
findings of numerous studies (Hobson et al., 2009; Killian 
& Wilkins, 2009; McDonald & Flint, 2011), the mentors in 
this study indicated feedback on teaching strategies was the 
most important to provide; while none mentioned a focus 
on how they extended teaching strategies to address diverse 
student needs.  Many mentors spoke about preparing the 
candidates with a “realistic experience” that included many 
of the procedural aspects like recording grades and 
attendance, attending meetings, and maintaining contact 
with parents.  One mentor mentioned “reflective teaching 
and self-discovery,” but it was not connected to elements of 
teaching, but instead, to the “emotional rollercoaster” of 

classroom teaching.  None of the mentors framed feedback 
or conversation through the lens of diversity as an ongoing 
process.   

 
Gardiner (2011) and Hennissen, Crasborn, Brouwer, 
Korthagen, and Bergen (2008) agree that effective mentors 
make their metacognitive processes while teaching 
transparent as a part of the mentoring dialog with teacher 
candidates.  The enactment of practices that were evident in 
this study did not reveal a deconstruction of the 
pedagogical practices used by the mentor as she or he 
modeled practices.  The coaching model that was described 
by a number of the interview sample mentors did not 
include rich conversations about the cultural and cognitive 
needs of students, although this sample was selected 
purposively based on their own ranking of the need to plan 
for diversity as well and the diverse nature of their school 
context.  This omission points toward a clear need for 
mentor development in specific approaches for the essential 
cultural competence development teacher candidates will 
need in their future practice.  It is unclear why these 
mentors did not address the richness of diversity in their 
practice, but it opens a space to explore ways for educator 
preparation programs to elicit this knowledge base 
alongside the mentors to develop practices that will enrich 
the teacher candidates' teaching and learning. 

 
Conclusions 

Mentors maintain a traditional approach to their role that is 
based not on a robust “knowledge base,” but instead, on a 
more limited view of their role as a provider of procedural 
feedback and guide during field placements.  Without clear 
guidance and intentional professional development, 
mentors are unlikely to change.  In order to develop new 
systems of mentoring, preparation and on-going support 
needs to be designed in collaboration with the mentors in 
order to guide professional learning opportunities.   
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While it remains unclear, as illustrated in the literature, 
how to implement preparation and on-going support for 
mentors, it is clear that mentors need to have the 
knowledge base to develop new practices (Achinstein & 
Athanases, 2005) and the flexibility to be reflexive to the 
teacher candidates’ needs (Crasborn et al., 2011; 
Geibelhaus & Bowman, 2002).  Mentors maintain a 
traditional approach to their role that is based not on a 
robust repertoire of practices, but instead on a more limited 
view of their role as a provider of feedback and guide 
during field placements.  Due to unclear expectations of 
their purpose, mentors understood their purpose to be more 
practical, rather than educative, tending to the day-to-day 
experiences of teaching, very rarely moving toward a more 
challenging stance of exploring issues of diversity, student 
outcomes, or the teacher candidates’ own learning 
outcomes.  It can be inferred that the mentors’ belief that 
they need little or no support is related to a lack of clear 
understanding of the potential of their role.  While it is 
evident that clarity of role is necessary, there is not a clear 
model for the development of this knowledge base as it 
remains contextual; therefore, preparation of mentor 
teachers must be reflexive and rooted in the real 
experiences of the mentors and teacher candidates in the 
field placement. 
 
The interview sample was limited to mentors who indicated 
that engaging teacher candidates in culturally responsive 
pedagogy was a priority for the candidates’ growth.  While 
this was intended to reveal mentoring practices that value 
issues of diversity in the classroom, these issues were not 
openly a part of the discussion of mentoring.  This missing 
component could be related to the mentors’ own discomfort 
talking about critical issues with a white researcher.  It 
could also be limited by the researcher not asking questions 
in a way that directed the participants toward this 

challenging work, although the researcher attempted to 
situate the interview toward these topics by pulling the 
mentors’ own responses regarding culturally diverse 
practices from their survey responses.  Further limiting this 
research was the omission of the mentor teachers’ own 
cultural backgrounds as a part of the data collected.  This 
information may have provided an inroad toward the 
mentors’ understanding of race, ethnicity and cultural 
issues in the classroom.  Also, while the larger sample 
reflected a relatively equal balance between mentors at 
Title I schools and non-Title I schools, the interview 
sample focused on mentors at a Title I schools.  This study 
was also limited to mentor teachers and did not include 
perspectives from the teacher candidates or the university 
supervisors, who are affected by, and in turn influence, the 
mentor’s function. 

 
The mentors in this study maintain a traditional approach to 
mentoring that is based, in part, on their own experience 
being mentored during teacher preparation.  This model of 
mentoring, while historically established and maintained as 
the status quo, fails to meet the increased need for robust 
clinical experiences for teacher candidates.  Without clear 
guidance regarding expectations for mentoring that would 
align the mentoring practices with the necessary learning 
outcomes of the teacher candidates, mentors are unlikely to 
change. Since mentors are generally not forthright in 
sharing their needs, it is further evident that strong 
partnerships must be developed in which development 
agency is implemented across the teacher preparation 
stakeholders.  In order to capture the co-development of 
new knowledge across the mentoring system, research 
related to this work must be design-based and longitudinal, 
adapting to the new needs and employing innovative 
solutions to maintain the nexus of the study inside the 
classrooms, at the center of the mentoring relationship.   
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Abstract 
This shared practice article describes the need for university programs to begin critically evaluating their recruitment practices 
and shares one program’s efforts to improve their processes for recruitment, communication, and enrollment of prospective 
candidates.  Two faculty members highlight how their university program recognized a problem and took the responsibility to 
create a plan to ameliorate their declining enrollment numbers.  They explain how they updated their brochure, website, and 
forms; streamlined the application process; and improved communication response times.  Outcomes of their recruitment 
strategies illustrate the impact of intentionally addressing the critical need for regional universities to increase enrollment 
numbers.   
  
Keywords: recruitment, strategies, plan, application process 

_________________________________________________________________________________________________ 
 

ow can traditional educator preparation programs 
compete in a marketplace inundated with so many 
choices for teacher certification including 

university-based, post-baccalaureate, and 
alternative/accelerated programs (TEA, 2016)?  As 
inservice teachers seek to expand their professional 
knowledge base to further their career marketability, many 
individuals want to add a Master’s degree to their 
credentials and begin searching for affordable and 
attainable graduate-level programs.  Potential candidates 
may ask, “What types of advanced degree programs are 
available?”  Their options are plentiful, ranging from 
traditional campus-based programs, fully online programs, 
and a host of grade and/or discipline-related offerings.  The 
marketplace for earning degrees is very competitive with an 
influx of online options available for the consumer.  
Therefore, universities must find viable ways to enroll new 
students and market their program(s) while staying true to 
their mission and vision.  The overarching aim of this 
article is to highlight effective recruitment strategies that 
one graduate program has implemented and to discuss the 

impact of new initiatives on the status quo.  While the 
authors do not offer a specific methodology, they are 
hopeful that the information found within this shared 
practice article will illuminate some new ideas which may 
motivate readers to begin exploring their unique program’s 
processes and procedures in the area of recruitment. 

 
By conducting a cursory online search, one quickly 
discovers that there are varieties of ways to earn a degree, 
obtain requisite certifications, or complete an advanced 
degree in the field of education.  Since there are so many 
options now available for the educational consumer, 
prospective students have the benefit of considering several 
different factors when making their decision.  According to 
Smith (2016), the two most important factors are monetary 
cost and time required to complete the degree.  Other 
criteria can also influence an individual’s decision to 
choose a particular university or program, such as 
proximity, student/professor ratio, family legacy, 
accreditation, student life, or athletics.  In this era of ever-
increasing online educational programs with a myriad of 

H 
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television and Internet commercials advertising easy and 
fast ways to earn degrees, many traditional colleges and 
universities are seeing their numbers diminish; and 
specialized programs, such as alternative teacher 
certification or advanced credentials are suffering.  
Prospective students are seeking cheaper, faster, and easier 
routes to attain degrees and certifications, so new 
recruitment measures are needed to highlight quality 
programs while emphasizing the personal touch or “value 
adds” in established, accredited university programs.  

 
The United States Bureau of Labor Statistics (2013) found 
that approximately two million people between the ages of 
16 and 24 enrolled as a first-time student in higher 
education.  The United States Department of Education 
(2015) reports that there are more than 7,000 institutions of 
higher learning in which a first-time student can enroll.  
Harden (2013) warns that massive changes are occurring in 
the higher education system and institutions that do not 
adapt will cease to exist.  This illustrates the urgent need 
for universities and individual programs to think outside the 
box, and promote themselves through active recruiting 
measures.  These strategies include emulating high-yield 
business marketing techniques in the higher education 
environment (Goldgehn, 2008).  
  
While there is agreement at the university level about the 
dire situation concerning the competitive nature of 
enrolling new students, there is not a great amount of 
research in the field concerning effective ways to recruit 
the available candidates.  Mount St. Mary’s University 
(2014) engaged in an empirical study to determine the best 
way to entice students to attend their school.  They found 
that three elements really worked in their recruitment 
process: 1) personalized brochures, 2) social media, and 3) 
engaging, interactive websites.  Mount St. Mary’s 
University (2014) noted a need to personalize interactions 
with their future students.  In order to do so, all visitors to 
their website receive an automated thank you e-mail and a 
follow-up oversized and individualized brochure sent in the 
mail a few days later.  They found that this personal touch 
really helps the university make connections to their 
students and stand out in the crowd (p. 3).  
  
Rosenberg, Terry, Bell, Hiltz, and Russo (2016) also 
identified the significant impact of social media on the 

advancement and growth of graduate programs.  They 
found that this type of online presence promotes research, 
connects students, and helps foster collegiality between 
different disciplines (Rosenberg et al., 2016).  The 
University of Arkansas recruitment teams also view their 
website as vital to enrolment growth (Smith, 2016).  
Researchers have found social media platforms to be 
effective and efficient student recruitment tools.  
Rosenburg, et al. (2016) discusses three beneficial roles for 
social media use within the university setting: 1) the 
development of community, 2) support of program 
advancement, and 3) fostering networking and 
collaboration (p. 168).  Manago, Taylor, and Greenfield 
(2012) explain that Facebook can provide online 
networking for building community (p. 168).  “They're also 
finding that a robust social media campaign, along with 
such creative features as student-run blogs, can lure 
prospective students while a stale online presence can turn 
them off” (Pidaparthy, 2011, para. 8).  Consequently, social 
media fosters collaboration and community among current 
and future students by using up-to-date online 
communication as a mechanism for program advancement 
(Rosenberg et al., 2016).  
  
Clapp (2015) identified personalized web recruitment as a 
major force in the university enlistment process.  Since 
most prospective students find out about university 
programs by searching online, these “stealth applicants” 
(Hoover, 2006) gain most of their information from the 
university and/or program website before contacting an 
advisor.  Smith (2016) reported that one of the most 
important steps implemented by the University of Arkansas 
recruitment team was the use of a Customer Relationship 
Management (CRM) system to manage and analyze 
prospective student inquiries.  This technology tool helps 
target the right students for a particular program, assists in 
their enrollment process, and contributes to the retention 
rate of students (Tsai, 2007).  Another recruitment activity 
that seems to have a positive influence on prospective 
students is providing information about the university 
program(s) at professional conferences and organization 
meetings while also forming early relationships through 
attendance at career and transfer fairs (Smith, 2016).    
  
A graduate program at a regional university realized the 
need to begin recruiting for their program as candidate 
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numbers continued to dwindle.  One of the first steps taken 
several years ago was to offer a fully online Master’s 
program to assist full-time teachers by providing them with 
the flexibility to complete coursework in a convenient 
timeframe at night and on weekends.  However, this change 
did not provide the anticipated boost in enrollment that was 
expected.  Recent enrollment data revealed the harsh fact 
that in order to save the program serious measures needed 
to be taken.  After consulting the available literature on this 
phenomenon, faculty members designed a recruitment plan 
and began taking steps to ameliorate the problem.  
 

Recruitment Plan 
Initially, program chairpersons and faculty members must 
realize their responsibility in this area and intentionally take 
charge of the recruitment task.  In our case, a frank review 
of the program enrollment numbers highlighted the 
necessity to enroll more students into our graduate reading 
program.  We knew we needed to begin actively 
advertising and promoting our graduate program within the 
surrounding communities, so we started with what we 
already had in place – an outdated program brochure.   The 
first step was to review and update the program brochure to 
provide prospective candidates with specific application 
procedures and course requirements, so they could easily 
access the necessary information for application.  
  
Next, recruitment events were scheduled.  At these face-to-
face recruitment events, the faculty met with individuals 
who were interested in earning a graduate degree and began 
compiling a list of these prospective candidates.  Laptops 
and tablets were available at all recruiting events to assist 
applicants in completing the necessary application forms on 
the spot and to provide applicants with hands-on support 
and to answer questions.  The faculty found that many 
times potential applicants show interest, yet take no further 
action.  When applicants are encouraged and assisted while 
they are motivated and interested, the chances of a 
successful recruitment are multiplied by the immediate 
opportunity to move forward in the application process.  
  
Faculty members also evaluated the website and found that 
it was very difficult to locate information about the 
program and many clicks were needed to even find needed 
materials; therefore, a point person was designated to be in 
charge of revising the current program website and to be in 

charge of needed updates because, as Smith (2016) points 
out, the website should be “ever-evolving so as to meet 
students’ needs” (p. 72).  In critically reviewing the 
website, we noted that it was too text heavy; therefore, we 
consulted other successful programs’ sites and found that a 
professionally made video highlighting the program is an 
effective way to inform prospective candidates about what 
is offered and how our program is unique 
(http://www.wtamu.edu/academics/education-curriculum-
and-instruction-graduate-program3.aspx).  Working with 
the technology department, the faculty plans to include a 
counter on the video to see how many times the video is 
viewed, which will allow metadata to be collected.  This 
feature will permit data analysis to correlate increase in the 
program enrollment to video views.  Our program website 
is currently in the process of being revised to make it more 
user-friendly and easier for potential candidates to navigate.  
  
We also created a Facebook page to highlight program 
information, to share salient research with current students, 
and to advertise the benefits and advantages of our unique 
graduate program on the worldwide web.  Future plans 
include creating a Twitter account and developing faculty 
blogs on topics of interest.  We believe this social media 
presence will benefit and enhance the program in general, 
while providing another venue to market the program to 
potential students. 
 

Streamlining the Application Process 
We identified two significant components to aid in 
streamlining our recruitment application process: the need 
for electronic forms, and faster advisor and professor 
responses to interested candidates.  Beyond gaining 
candidate interest and highlighting the program, we soon 
realized that as a program, we had to make inquiries and 
applications more user-friendly and easily accessible for 
interested parties.  If the process is too cumbersome or the 
necessary application materials and forms are difficult to 
find, candidates lose interest or seek other options.  After 
creating and updating recruitment materials, our program 
found that we had to update our processes as well. 
 
Electronic Forms  
One of the greatest necessities our program faculty 
members realized, was the need to update forms and make 
them more user friendly for today’s students. As we 
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evaluated the way we had students apply to our graduate 
school and more specifically to our particular program, we 
recognized that in seeking millennials, distance students, 
and non-traditional students; many of our practices did not 
meet the needs of these groups and were inconvenient.  It 
was not practical, or even possible, for many students to 
come to campus or request hard copies of forms, sign them, 
and then obtain multiple signatures from various faculty 
and staff members on campus.  The process was tedious 
and slow.  First, the form had to be signed by the student 
and then physically sent to others on campus for additional 
signatures.  Many times, there were days and even weeks of 
delays trying to coordinate schedules and ensure that all 
parties had signed the form before it was turned in to be 
processed.  In some cases, prospective candidates missed 
entry deadlines into the program to begin a semester, and 
this caused disinterest and frustration, which in turn led 
either to discontinuing with the process or finding another 
school instead.  
  
To resolve this issue, our graduate school and program has 
worked diligently to update and modernize this process.  
We have digitized all of our application forms and made 
them readily accessible on our updated webpage.  If a 
candidate is interested in applying for our program, they no 
longer have to email the program chair and request 
information, obtain the form, and then send these around 
for multiple signatures.  This entire process can now be 
accomplished by submitting the online form, which 
immediately goes to the program chair and then can easily 
be emailed to other parties that need to sign it.  
Additionally, forms can be signed digitally by the 
appropriate faculty member and shared with other 
necessary parties in a few minutes, instead of the days or 
even weeks formerly required to physically obtain the 
needed signatures.  Readers and other program faculty 
members considering the information shared in this article 
may assume that digital forms would have already been 
implemented; we too thought that this was the case until we 
evaluated our recruitment and application processes with a 
more critical eye.  We were amazed to find how many 
archaic practices and hard copies of forms we still required 
applicants to fill out for entry into the program and the 
negative impact this simple component had on our program 
numbers.   
 

Quick Response Times 
Another component that has had a significant impact on our 
program applicants is the speed of responding to 
prospective candidates and answering their questions, calls, 
and emails quickly.  Applicants are understandably 
frustrated when they have questions about the program or 
application process and cannot receive a timely response.  
While we have not collected specific quantitative data on 
numbers of students who have gone to other programs 
because of slow response times, we have been impacted by 
qualitative data in the form of informal statements by 
students concerning this process.  Candidates have shared 
their past frustrations of advisors and professors alike not 
responding in a convenient manner.  This causes 
prospective applicants to seek other programs or delay 
enrollment altogether, which for a program that is 
struggling with numbers can be disastrous.  A past graduate 
student commented on slow responses by stating, 

I delayed enrolling in my graduate program for 
more than three semesters.  I called the school and 
asked to speak to an advisor about the application 
process and the program itself; however, I never 
received a response back. I called every semester 
and asked these questions but kept delaying 
because I was unsure of the process and the 
requirements.  Finally, I just sent in the paperwork 
and hoped for the best, but if there had been 
another program or an easier way to apply, I would 
have gone somewhere else.  It was so frustrating to 
be ignored because I also believed that was how I 
would be treated within the program once I was 
there. (Garcia, 2016)  

 To repair feelings such as these and to combat 
similar issues, our program has adopted a 24-hour response 
policy. When a potential student contacts an advisor or 
professor with questions about the program, we now 
respond within 24 hours during the week and within 48 
hours on the weekends.  If we are unsure of the answer or 
how to respond to the student and need to seek additional 
information, we still respond to the candidate or applicant 
by letting them know that we are working on an answer and 
will be back in touch as soon as we find the necessary 
information.  Simple responses such as these have paid 
dividends in creating positive student rapport and open 
lines of communication.  In a previous research study 
concerning mentoring post-secondary teacher candidates, 
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Garcia (2016) collected data in the form of student 
comments during individualized student office conferences 
concerning candidates’ overall perceptions of the EPP and 
interpersonal connections between the professor and the 
candidates.  Comments after the implementation of the 24 
hour response policy can be seen in the following 
statements from current candidates:  

I feel like this professor really cares about me, she 
takes the time to listen to me and always makes 
time for me; Anytime I email, I get a response 
within minutes; This professor is really easy to talk 
to and seems to care about me as a person; my 
questions are always answered. (Garcia, 2016)  

While the previous comments come from candidates 
already enlisted within the program, the faculty has adopted 
the 24-hour response policy with all in-coming and 
prospective candidates and has found it to be successful in 
helping applicants enter the graduate program.  
 
 

Effects of our Efforts 
In merely two semesters, our program has seen a positive 
effect from the efforts we have included from the 
recruitment initiative.  While numbers have not expanded 
immediately to the point we hope for, we observed 
significant growth in one academic year.  From the spring 
2016 semester through the fall 2016 semester, the graduate 
reading program had a 29% growth in enrolled students.  
Only students who had successfully applied and enrolled in 
the program were considered as part of this growth.  
  
Additionally, the graduate reading program also witnessed 
a 26% growth in interested individuals who did not 
complete an application or decide to enroll in the program.  
This indicates significant growth in recruitment based on 
the newly initiated measures taken by our department.  The 
subsequent chart illustrates a growth trend in both enrolled 
students and interested parties from the 2014-2015 
academic year through the 2015-2016 academic year.  
 

 

 
Figure 1.  Enrollment and interest growth in program, 2014-2016.  
 
Benefits to the College  
As the graduate reading program initiated our recruitment 
initiative, we have realized that we are not silos unto 
ourselves.  We are part of a larger university and what 
benefits one, benefits all.  As we recruit for our specific 
program, we have realized a unique opportunity to be able 
to highlight other departments and programs within our 
college.  During face-to-face recruitment efforts, we soon 

realized that prospective applicants were interested in 
furthering their education, but perhaps were not necessarily 
drawn to an advanced degree in the area of reading.  
Instead of focusing on only our specific program, we 
informed potential students about the varying programs our 
university offered with as much information as we knew 
about each program.  We developed a spreadsheet which 
included contact information of students who showed 
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interest in other programs offered in the College of 
Education and Social Sciences.  Once we returned from 
recruiting events, the recruiters shared potential student 
names and contact information with the other program 
chairs.  Figure 2 illustrates the percentage of interested 
individuals at recruitment events by program area.  
Although we highlighted the graduate reading program first 
and foremost, if a student showed inclination towards 

another program, we included them in our recruitment 
efforts.  Due to the significance of this endeavor, the 
reading program recruiters began taking other programs’ 
brochures and business cards to recruiting events to hand 
out along with the newly revised reading brochures.  Due to 
these efforts initiated by a single program, the entire 
college has seen significant and positive results.  

 
  

 
Figure 2.  Percentage of interest by individual graduate programs.  
 

Next Steps 
Within the scope of continuous improvement, our 
department still has more to do in this recruitment 
initiative.  It is not a one-time effort but an ongoing 
commitment to increase enrollment and improve 
recruitment measures.  Along these lines, the graduate 
reading program plans to continue its social media initiative 
by adding more applications such as Twitter and Instagram 
accounts.  Additionally, we plan to update our Facebook 
page and send out enrollment opportunities, program 
updates, and pointers for professionals each semester.  
  
Furthermore, our graduate program has realized that we 
have under-utilized the opportunities already established to 
recruit new candidates for the reading specialist program.  
Each summer, there is a Scottish Rite dyslexia training 
group and the Route 66 Writer’s Project hosted by our 
university.  The program has come to realize that the 
participants in both of these trainings include individuals 
interested and passionate about literacy.  What better venue 

to recruit new reading specialists than at those learning 
events that are already being hosted?  Therefore, recruiters 
will attend both events, give a brief overview of the reading 
program, and ask interested individuals to sign up on the 
list serve during the conferences.  Additionally, recruiters 
will have brochures and business cards available as well as 
enrollment tables to sign up prospective candidates on the 
spot.  

 
Ongoing steps that can be taken include adding to the 
growing listserv, sharing the professionally created video 
highlighting the reading program at recruiting events, and 
continuing to actively network and market our program 
with updated brochures and business cards.  Finally, our 
reading program has created and implemented one-hour 
seminar courses that develop teacher understandings about 
a specific topic of literacy interest.  We consider these to be 
gateway seminar courses granting individuals one hour of 
graduate credit.  This, in turn, incentivizes interest in 
beginning a graduate program in a related field.  Currently, 
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a writing course has been established, and two other 
courses are now in draft form: Structured Literacy and 
Comprehension.  Earning graduate credit from trainings 
prospective candidates are already attending, easier 
application processes, and more effective recruitment 
processes have turned around declining numbers into small, 
yet significant growth in our program.  Continued 
implementation of these initiatives should continue to yield 
more and more substantial increases in enrollment each 
semester.  
 

Conclusion 
Recruitment and enrollment growth are topics that cannot 
be continually ignored by programs.  Gone are the days that 
students sought us out, and we sat back and merely enrolled 
them once they found us.  With greater numbers of online 
programs and easily attainable degrees, traditional 
universities must seek students by meeting their needs in 
convenient and accessible ways.  While it takes a great deal 

of purposeful and committed work to recruit new students 
and rebuild dwindling program numbers, the graduate 
reading program highlighted within this article illustrates 
that significant growth is attainable within one academic 
year.  We found that the most substantial components of a 
successful recruitment initiative include interactive 
materials that are easily accessible, a strong social media 
campaign, diligent and continued contact with interested 
parties by creating and continually updating listservs, 
updating and making application processes efficient and 
completely digital, fast responses to potential applicants’ 
questions, and sharing recruitment efforts and resources 
with other programs to create the largest impact. Through 
critically evaluating program data and enrollment numbers 
and designing and enacting a recruitment plan addressing 
the components discussed in this article, other programs 
may gain significant positive effects in their recruitment 
efforts.  
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Abstract 
Due to the increasing demands of understanding and relating to diverse populations, teacher preparation programs must 
address the need for preparing future teachers in the area of cultural awareness.  Although opportunities for learning about 
cultural sensitivity in teacher preparation programs may have increased, short-term study abroad experiences provide an 
innovative way to provide hands-on opportunities for teacher candidates to connect with other cultures.  Subjects for the 
research included eleven teacher candidates.  The mixed methods study included participant pre-and post-responses utilizing 
the My Cultural Awareness Profile survey addressing perceptions of cultural identity, cultural awareness and cultural 
competence prior to and following a short-term study abroad experience.  Researchers have discovered that study abroad 
experiences provide opportunities for transformative learning that allow participants to both validate and construct beliefs that 
are more accepting of differing cultures and positively impact perceptions of their own cultural identity (Ritz, 2011).   

 
Keywords: cultural identity, cultural awareness, cultural competence, study abroad, preservice teachers 

_________________________________________________________________________________________________ 
 

Introduction 
eginning in 2006, a comprehensive regional 
university in rural East Texas, Stephen F. Austin 
State University (SFA), has offered preservice 

teachers the opportunity to enroll and participate in a short-
term study-abroad experience as a component of the 
teacher preparation program.  The program has been 
previously completed in Germany, Spain, and Italy, with 
plans in place to study in Finland and Sweden during 2017.  
Preservice teachers are immersed in the education and 
culture of the country through visits to educational 
institutions, universities, and historical points of interest.  
Over time, faculty sponsors noticed the impact of these 
transformative experiences abroad related to cultural 
perceptions and awareness and began to research and 
collect data on the participants beginning in 2011.  The 
following research was completed during a short-term 
study-abroad program to Italy during 2015. 
 

Research Questions 
Though the short-term study-abroad venue has shifted 
within Europe and faculty sponsors have migrated in and 
out of advisory roles, preservice teachers continue to 
choose study abroad as an option to complement college 

coursework at SFA.  The research questions for this study 
included: 

1.    How does short-term study abroad affect the 
cultural awareness of preservice teachers? 

2.   How does short-term study abroad affect the 
cultural identity of preservice teachers? 

3.   How does short-term study abroad affect the 
ability of preservice teachers to apply cultural 
competency? 

 
Literature Review 

A review of study-abroad literature revealed a variety of 
theoretical and conceptual lenses used by authors to frame 
the research.  Salisbury, Umbach, Paulsen, and Pascarella 
(2009), approach study-abroad research via the lenses of 
student-choice and college choice.  Salisbury et al. (2009) 
cite the integration of these two models as a “theoretically 
and empirically grounded approach to examine the range of 
factors that affect student decisions about higher-education 
opportunities” (p. 122).  Steeves (2006) utilizes the 
experiential learning theory of John Dewey and critical 
pedagogy of Paulo Freire while Jewett (2010) explored the 
topic “from a sociocultural perspective framed by cultural 
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production theory” (p. 636).  Ritz (2011) selected the frame 
of holistic education as the backdrop for short-term study-
abroad research.   
 
Teacher Preparation Programs  
During NAFSA’s 2010 Colloquium on Internationalizing 
Teacher Education Curriculum, keynote speaker, Ken 
Zeichner (2010), discussed the importance of  

building a global perspectives option into the 
general education component of teacher education 
programs, infusing global content into professional 
education courses and field experiences, and 
working with others to develop ways to assess 
these efforts and to see to what extent they achieve 
their intended goals.  (pp. 1-2)   

Zeichner (2010), explained the need for both a global and 
international perspective in teacher education in order to 
develop socio-cultural competence in teachers, increase 
knowledge of world cultures, and foster intercultural 
competence.  To accomplish these goals, he suggested 
moving away from viewing international and global 
perspectives as a list of competencies to be developed 
independently in teacher preparation courses and toward 
the infusion of said competencies “into state policy 
frameworks and performance assessments that guide the 
work of teacher education programs across the U.S.” 
(Zeichner, 2010, p. 15). 
 
Cultural identity.  The concept of cultural identity has 
been defined and dissected within the literature utilizing 
frames from various disciplines.  Skulj (2000) and Hall and 
du Gay (1996) agree that cultural identity is continually 
evolving, living breathing entity, created and redefined as 
lives and experiences interact.   According to Lähdesmäki 
(2012), cultural identity is defined by the cohesiveness of 
diversity; while Dong, Lin, Li, Dou, and Zhou (2015) 
adhere to the inclusion of ethnic and national identities as 
critical attributes. Taylor and Dachanoff (2015) and 
Usborne and Sablonniére (2014) propose that cultural 
identity must be explored and clearly defined to lessen 
struggles with personal identity and esteem issues.   

 
Preservice teachers’ understanding and awareness of their 
own cultural identities and those of their students provide a 
basis for coursework in teacher education programs.  
Brown (2004) asserts that effective teachers must acquire a 
working understanding of the cultural identities of both 
themselves and their students.  Research shows that 
preservice teachers’ assimilation of their own identities and 
accommodating those identities to include that of their 
diverse students (Pinto, 2009) requires a shift in thinking 
(Schall, 2004).  This transformative shift in thinking 
includes the roles of individual reflection and choice 

(Mezirow & Associates, 2000) and social interaction 
(Brooks, 2000).  Cultural identity, as put forth by Hall and 
du Gay (1996), as “the recognition of some common origin 
or shared characteristics with another person or group, or 
with an ideal” (p. 2) was used as a guiding definition for 
this study.   
 
Cultural awareness.  Included in the growing body of 
study-abroad literature, numerous studies (Aglazor, 2012; 
Crimi, 2012; Haugen, 2013; Roller, 2012) have emerged 
highlighting study-abroad as meaningful and effective 
teacher preparation coursework for the express purpose of 
developing cultural awareness in preservice teachers to 
provide a foundation for working with diverse student 
populations.  According to Hill (2012) and Hue and 
Kennedy (2012), future educators must be culturally self-
aware prior to experiencing comfort with diversity, which 
leads to increased pedagogical skill levels and increased 
ability to meet the needs of diverse students.  Caraway 
(2009) supports and defines this idea of cultural awareness 
and increased pedagogy as “proficiency . . . grounded in 
knowledge about themselves and their own cultures and the 
ability to learn and experience other cultures” (p. iii).  As 
the focus of this study is specific to the personal response 
of preservice teachers to study-abroad and the affectation of 
such experiences on cultural identity and awareness, it is 
critical to examine the literature pursuant to cultural 
proficiency as it relates to cultural awareness. 

 
Traditionally, the concept of cultural proficiency has been 
relegated to the token class on multicultural education, a 
concept developed in the early 1970’s to address identified 
concerns, and cited by Gay (2010) as “racial and ethnic 
inequalities that were apparent in learning opportunities 
and outcomes” (p. 28).  Inequalities in education were 
supported by those in power and given labels which 
reflected the superiority of one group of people over 
another as discussed by Freire (2007) in terms of the 
“dominant elites” (p. 95) whose actions perpetuated 
division and lack of knowledge.  Freire stated, “One cannot 
expect positive results from an educational or political 
action program which fails to respect the particular view of 
the world held by the people” (p. 95).  McIntosh (1989) 
further defined this elite membership as “white privilege”, 
unearned power conferred automatically because of one’s 
race (p. 4).  Howard (1999) identified a similar label, 
“white dominance”, to categorize a mindset of white 
educators allowing the continued practice of “turning 
inward and dealing with only our own needs for cultural 
awareness and racial identity development” (p. 5).  Slapac 
and Kim (2014) noted the increased focus of higher 
education to equip preservice teachers with “intercultural 
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knowledge and awareness” (p. 38) due to changing 
demographics of K-12 students in America. 
Four basic skill areas of cultural competence elaborated by 
NEA (2008) include valuing diversity, being culturally self-
aware, understanding the dynamics of cultural interactions, 
and institutionalizing cultural knowledge and adapting to 
diversity (p. 1).  The National Council for Accreditation for 
Teacher Education, NCATE (n.d.), cited the 
implementation and evaluation of diverse experiences of 
preservice teachers as one of the accreditation standards, 
effective 2008, by which effective teacher preparation 
within a university is measured and calls for program 
remediation in order to facilitate the development of 
educators prepared to successfully teach all students.  
Recent studies continue to add literature support for 
culturally proficient educators, in both urban and suburban 
educational settings.  Karp and Harris (2011) and Morton 
(2012) underscore the importance of training and support of 
future educators to better know and understand diverse 
student populations within the classroom and call for an 
increased emphasis on cultural competence in teacher 
preparation programs.  Martisko (2012) found that cultural 
competence permeates the “attitudes, environments, 
curriculum, and teaching strategies” of those focused on 
educational success of diverse learners (p. iii).   

 
Cultural competence.  The classroom practice of 
culturally competent educators, termed culturally 
responsive teaching, has been cited by numerous authors 
(Arrington, 2011; Gay, 2010; Hammond, 2013; Shevalier 
& McKenzie, 2012) as an authentic way to address the 
academic achievement gap of marginalized and 
underrepresented populations in America.  Defined as 
“using the cultural characteristics, experiences, and 
perspectives of ethnically diverse students as conduits for 
teaching them more effectively” (p. 106), Gay (2002, 2013) 
examined five tenets crucial to culturally responsive 
teaching including a base of understanding about cultural 
diversity, integrated cultural curricular content, ethic of 
care and cooperative learning, communication, and 
instruction delivery.  

 
Gay (2013) defined cultural diversity as “a strength—a 
persistent, vitalizing force in our personal and civic lives” 
(p. 15).  Howard (1999) discussed the platform of creating 
a base of understanding about cultural diversity as a 
prerequisite to cultural proficient teaching in We Can’t 
Teach What We Don’t Know: White Teachers, Multiracial 
Schools.  The first step, as explained by Howard (1999) is 
for white teachers to understand that “diversity is not a 
choice” and students are not all the same, but how an 
educator chooses to respond to diversity is a choice (p. 2).  
In a 2011 study by Arrington, findings suggested that 

forming a basis for understanding diversity was as unique 
as the lived experiences prior to and during college of each 
individual preservice teacher (p. 160). 

 
According to Ullucci (2011), successful translation from 
theory learned in the college classroom to daily classroom 
practice begs the same responsibility from educator and 
preservice teacher alike, that “efforts be deep, substantive, 
long term, and critical” (p. 402) resulting in culturally 
relevant pedagogy.  Though similar in semantics and 
theoretical underpinnings, the concepts of culturally 
relevant pedagogy and cultural proficiency discussed by 
Gay (2010) and Lindsey, Graham, Westphal, and Jew 
(2008) provide foundational support for 21st century 
educators in American public schools.  According to Gay 
(2013), “the ideas about why it is important to make 
classroom instruction more consistent with the cultural 
orientations of ethnically diverse students, and how this can 
be done, are virtually identical” (p. 31).   
 
Authors Rychly & Graves (2012) suggest that culturally 
responsive pedagogy requires educators who are “caring 
and empathetic” (p. 45), “reflective about their attitudes 
and beliefs about other cultures” as well as “their own 
cultural frames of reference”, and “knowledgeable about 
other cultures” (p. 46).  The ability to adjust curriculum and 
infuse cultural strengths evidenced in diverse learners as 
described by Gay (2013) is reflective of culturally 
responsive pedagogy.  Slapac & Kim (2014) suggest that 
“building a culturally responsive learning community 
begins with global awareness and cultural responsiveness” 
(p. 37). 

 
The creation of “multicultural learning communities” 
discussed by Nieto (1999) requires the facilitation of 
educators grounded in culturally relevant pedagogy who 
understand that learning is  

actively constructed . . . emerges from and builds 
on experience . . . influenced by cultural 
differences and the context in which it occurs . . . 
socially mediated . . . and develops within a culture 
and community.  (pp. 3-16)   

According to Hammond (2013), conscious movement 
toward culturally relevant pedagogy will help “establish a 
purposeful, equitable education system that will prepare all 
of our children for success” (p. 115).  Culturally relevant 
pedagogy has been characterized by Gay (2013) as 
“validating. . .  recognizing the importance of racial and 
cultural diversity in learning” (p. 31) and “comprehensive. . 
.  expectations and skills . . . woven together into an 
integrated whole that permeates all curriculum content” (p. 
32).  In addition, it is outlined as “transformative. . .  
transcending the cultural hegemony in traditional 
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education. . .  developing social consciousness, intellectual 
critique, and personal efficacy” (p. 36) and 
“emancipatory…releasing the intellect of students of color 
from the constraining manacles of mainstream canons of 
knowledge and ways of knowing” (p. 37). 

  
The quest for meaningful and effective methods to educate 
diverse student populations in America is not new.  As the 
student population became increasingly more diverse in 
latter part of the twentieth century, Jackson (1994) 
identified “seven strategies to support culturally responsive 
pedagogy” (p. 298).  Though dated, variations on Jackson’s 
strategies resurface time and again in research studies 
(Greenwood, 2011; Wilson, 2011) seeking to further 
delineate those practices which support culturally relevant 
pedagogy for the academic success of all students.  
According to Trueba (1989) “culturally relevant pedagogy 
flourished when cultural values were integrated into 
instruction and monitored by the teacher as cultural broker” 
(p. 184).  This idea was expounded upon during a 
discussion regarding citizenship education by Banks (2013) 
as he identified culturally relevant practice to include the 
“validation of cultural identities in students” (p. 112).  

 
Methods 

Due to the increasing demands of understanding and 
relating to diverse populations, teacher preparation 
programs must address the need for preparing future 
teachers in the area of cultural awareness.  The concept of 
globalization demands that preservice teachers embrace 
their cultural identity and learn how to connect with other 
cultures to function in a more integrated society.  Although 
opportunities for learning about cultural sensitivity in 
teacher preparation programs may have increased, short-
term study-abroad experiences provide an innovative way 
to provide hands-on opportunities for preservice teachers to 
connect with other cultures.   

 
The researchers chose a mixed method design to obtain 
both quantitative and qualitative data from the participants.  
MyCAP (My Cultural Awareness Profile) was used as a 
pre-and post-survey to determine if there was a difference 
in preservice teachers’ cultural awareness.  The MyCAP 
survey used both quantitative and qualitative means of 
collecting data through open-ended responses and forced-
choice responses which allowed researchers to go beyond 
statistical results to understand the impact of an experience 
through the perceptions of participants. 
 

Research Instruments 
Eleven junior and senior level preservice teachers 
completed the MyCAP survey prior to the first experience 
abroad and again at the conclusion of the short-term study-

abroad experience.  Teachers answered forced-choice 
questions and open-ended questions about their cultural 
identity and perceptions related to cultural awareness.  The 
researchers categorized each of the thirty-nine questions for 
the MyCAP survey into one of the three categories related 
to answering the research questions: cultural awareness, 
cultural identity, and cultural competence.    

 
Data Analysis Procedures 

The researchers compiled the quantitative results for data 
analysis by compiling the different responses for each 
forced-choice question and then comparing those variables 
based on the research questions.  The researchers examined 
results to determine if there was a change in participants’ 
responses from the pre-survey choice and whether there 
was a difference in the average level of response.  In order 
to calculate the mean scores for the average level of 
responses, each choice coincided with a specific value as 
follows: disagree (1), somewhat disagree (2), somewhat 
agree (3), and agree (4).  The researchers anticipated an 
increase in value which resulted in additional level 3 and 4 
responses, or a decrease in value which resulted in 
additional level 1 or 2 responses based on the question 
theme.  For the quantitative research questions, the 
researchers compared the differences, if any, for those 
questions targeting cultural awareness, cultural identity, 
and cultural competence.  Due to the small number of 
participants, the researchers examined and compared the 
frequencies and mean scores of the pre-and post-
quantitative data without using statistical tests.  For the 
qualitative research question, the researchers analyzed the 
open-ended prompts of the MyCAP survey and explored 
themes in the individual responses.   

 
Findings 

The researchers defined significant difference as any 
change in which a differentiation of the level of pre-and 
post-surveys resulted in a variance of .5 or higher.  
Although some questions resulted in a significant 
difference, the change in total responses did not always 
shift in the direction anticipated by the researchers.  In 
addition, researchers examined the differences in responses 
for each individual participant and considered any change 
in responses for 50% or more of the participants as a 
significant difference.  Open-ended response items on the 
pre-and post MyCAP survey were hand coded and analyzed 
for themes.   
 
Research Question 1 
The purpose of research question one was to determine 
participants’ attitudes regarding cultural awareness and 
whether responses indicated a desire to seek out and 
increase their cultural awareness.  The researchers 
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anticipated an increase in the mean score of the forced-
choice statements for eight of the questions and a decrease 
in the mean score of responses for five of the forced-choice 
statements.  Table 1 contains the descriptive data for the 
results of the forced-choice statements classified under the 
category of cultural awareness.  Participant responses from 
pre-and post-survey results indicated no significant change 
in responses or a significant shift in level of responses for 
seven of the fifteen forced-choice statements.  A 
comparison of pre-and post-responses showed a significant 
change in the number of participant responses for two 
questions, “I look for courses on international and global 
issues and topics” and “Globalization has not directly 
affected my life”.  The majority of the number of responses 
changed to a level 3 or 4 as anticipated for the statement, “I 
look for courses on international and global issues and 
topics”.  However, the majority of the number of responses 
for the statement, “Globalization has not directly affected 
my life”, did not change to levels 1 and 2 as anticipated.  

 
Two of the forced-choice statements, “I go to cultural 
events on campus or in my community”, and “Deep down, 
most people have similar ideas about what is good and 
right”, did not result in a significant change in the number 
of participants’ responses, but there was a significant shift 

in the level of responses for those participants who did 
respond differently.  The levels of responses for both 
statements increased as anticipated.  Additional forced-
choice statements, “The best way to come to know other 
cultural groups is through international travel” and 
“Curriculum should be culturally neutral so it appeals to all 
children”, shifted significantly for the level of responses 
and the number of participants changing their responses 
compared to the pre-survey choices.  The researchers 
anticipated an increase in the level of responses for the 
statement, “The best way to come to know other cultural 
groups is through international travel”, because of their 
recent experience studying abroad; however, researchers 
did not anticipate the increase in level of responses for the 
statement, “Curriculum should be culturally neutral so it 
appeals to all children”.   

 
Data gathered from the open-ended prompts on the pre-and 
post MyCAP survey pointed to a recurring theme regarding 
the importance of knowing and understanding diverse 
cultures as future educators.  Participant responses initially 
reflected limited knowledge of cultures other than their 
own and highlighted general and easily observed attributes.  
For most of the participants, cultural awareness was 
relegated to food, holidays, religion, and language. 

 
 
Table 1 
Cultural Awareness – MyCAP Survey Results 

 
MyCAP Questions Related to Cultural Awareness 

Significant Change 
in Number of 

Responses 
≥ 50% 

Significant Shift 
in Level of 
Responses 
≥ .5 

9.   I read or watch international newspapers, TV programs, and/or movies. NO NO -.1 
10.  I look for courses that focus on international and global issues and topics. YES NO .4 
11.  Globalization has not directly affected my life. YES NO <-.1rel 
13.  I consider how choices I make in my life might have a global impact. NO NO .4 
17.  Talking about common cultural characteristics is different from 

stereotyping. 
NO NO -.2 

18.  Culture is more about traditions, celebrations, and history than about core 
values. 

NO NO -.4 

19.  The best way to come to know other cultural groups is through 
international travel. 

YES 
 

YES .5 

21.  I go to cultural events on campus or in my community. NO YES .5 
24.  Curriculum should be culturally neutral so it appeals to all children. YES YES .5 
29.  I often view others as more cultural than myself. NO NO .2 
33.  Deep down, most people have similar ideas about what is good and right. NO YES .5 
38.  The best way to avoid cultural misunderstanding is to treat other people as 

you would want to be treated. 
NO NO .1 

42.  I notice that people from other cultures use different gestures and body 
language when they talk. 

NO NO .1 
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Research Question 2 
The purpose of research question two was to determine 
participants’ perceptions of their cultural identity and 
whether responses indicated a shift in their perception of 
their cultural identity.  The researchers anticipated an 
increase in the mean score of the forced-choice statements 
for four of the forced-choice statements and a decrease in 
the mean score for six of the forced-choice statements.  
Table 2 contains the descriptive data for the results of the 
forced-choice statements classified under the category of 
cultural identity.  Participant responses from pre-and post-
survey results indicated no significant change in number of 
responses or a significant shift in level of responses for six 
of the ten forced-choice statements.  A comparison of pre-
and post-responses showed a significant change in the 
number participant responses for one question, “My 
cultural identity will impact my teaching or professional 
work”.  The majority of the number of responses changed 
to a level 3 or 4, but did not increase as much as anticipated 
by the researchers.    
 
Two of the forced-choice statements, “My cultural identity 
does not really influence how I perceive the world and how 
I behave” and “My cultural identity does not really impact 
how I communicate with most other people”, did not result 
in a significant change in the number of participants’ 
responses, but there was a significant shift in the level of 
responses for those participants who did respond 
differently.  The levels of responses for both statements 
decreased as anticipated.  An additional forced-choice 
statement, “I’ve been misunderstood because of cultural 
differences”, shifted significantly for the level of responses 
and the number of participants changing their responses 
compared to the pre-survey choices.  The researchers 
anticipated a possible increase in the level of responses for 
the statement, “I’ve been misunderstood because of cultural 
differences”, because of their recent experience studying 
abroad. 
  

Individual participant responses on the pre MyCAP survey 
related to cultural identity were focused in the areas of 
belief systems, environment, and nationality and included 
collective terms such as American, Catholic, Texan, upper 
middle class, and Latino.  Responses reflected how each 
participant viewed themselves as a member of the culture 
into which each was born and encompassed the sum of 
their experiences to that particular point in time.  No 
participant faltered or even questioned their definition, 
assessment, or understanding of cultural identity.  
Following the study-abroad experience, participants 
remained steadfast in the original definitions and 
descriptors relating to their own cultural identity while 
expanding the concepts to more clearly define the 
collective terms.  For example, Christian became 
“Christian, but not religious”; Caucasian was defined as 
“White, English Speaking”; and Mexican emerged as 
“family oriented, marry young”.  One participant altered 
the response language about cultural identity from her 
native tongue, Spanish, to Italian, the language spoken 
while abroad. 
  
In addition to identifying oneself as a cultural being with a 
specific identity, participants acknowledged themselves as 
global citizens in both the pre-and post-surveys.  Initially, 
responses reflected textbook words and phrases outlining 
who and or what defined global citizenry.  Definitions 
ranged from “anyone who exists on the globe”, “one who 
sees themselves as a citizen of the world versus a specific 
region/country”, to “someone who is culturally diverse”, 
and “someone who is aware and active in all things 
concerning the entire globe”.  Post survey data added to 
this theme of cultural knowledge of self as participant 
responses evidenced a shift in thinking from a surface, or 
knowledge level, to include analysis and evaluation of 
initial ideas.  Participants described an increase in 
awareness of their intent and actions on the world around 
them, and of the importance of striving to accept and 
understand other cultures and ideas as a global citizen. 
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Table 2 
Cultural Identity – MyCAP Survey Results 

 
MyCAP Questions Related to Cultural Identity 

Significant Change 
in Number of 

Responses 
≥ 50% 

Significant Shift 
in Level of 
Responses 
≥ .5 

20.  I find it hard to see both similarities and differences when I consider various 
cultures. 

NO NO .3 

23.  I am not very familiar with a culture group other than my own. NO NO -.1 
27.  I consider myself as being part of a particular culture. NO NO .1 
28. My cultural identity does not really influence how I perceive the world and 

how I behave. 
NO YES -.8 

30.  I have been in situations where I felt like a cultural outsider. NO NO .4 
31.  My cultural identity will impact my teaching or professional work. YES NO .2 
32.  I hardly ever talk about cultural beliefs, values, and traditions. NO NO .1 
37.  I am comfortable talking with people from other cultural groups. NO NO -.1 
40.  I’ve been misunderstood because of cultural differences. YES YES .9 
41.  My cultural identity does not really impact how I communicate with most 

other people. 
NO YES -.9 

 
Research Question 3 
The purpose of research question three was to determine 
participants’ knowledge of applying cultural competence 
and whether responses indicated understanding of how to 
apply cultural competence.  The researchers anticipated an 
increase in the mean score of the forced-choice statements 
for seven of the questions and a decrease in the mean score 
of the forced-choice statements for two of the questions.  
Table 3 contains the descriptive data for the results of the 
forced choice questions classified under the category of 
cultural competence.  Participant responses from pre-and 
post-survey results indicated no significant change in 
responses or a significant shift in level of responses for six 
of the nine forced-choice statements.  A comparison of pre-
and post-responses showed a significant change in the 
number of participant responses for one question, “I will 
teach and assess curricular units that explicitly address 
global issues”.  The majority of the number of responses 
changed to a level 4 as anticipated.  Two of the forced-
choice statements, “I am knowledgeable about global and 
international issues” and “I get involved in 
activities/organizations concerned with global issues”, 

shifted significantly for the level of responses and the 
number of participants changing their responses compared 
to the pre-survey choices.  The researchers anticipated an 
increase in the level of responses for both statements as a 
result of their recent experience studying abroad. 

 
Following the study abroad experience, data revealed that 
participant thinking expanded to encompass the possibility 
of additional and creative methods to increase cultural 
awareness in the classroom environment.  Ideas for future 
middle school and secondary classrooms included 
integrating international/global issues into the curriculum, 
using economics (foreign currency, cost of goods in other 
countries) to supplement math instruction, and assigning 
authentic literature from different cultures as a tool for 
learning about other cultures.  Ideas for increasing cultural 
awareness in the elementary school classroom included 
labeling the classroom objects in multiple languages, 
incorporating music from other cultures, exploring cultures 
through art and media, and allowing time for authentic 
dialogue and age appropriate research of the cultures 
represented in the classrooms. 
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Table 3 
Cultural Competence – MyCAP Survey Results 

 
MyCAP Questions Related to Cultural Competence 

Significant Change 
in Number of 

Responses 
≥ 50% 

Significant Shift 
in Level of 
Responses 
≥ .5 

7.   I am knowledgeable about global and international issues. YES YES .8 
8.   It is difficult to find a global connection in most topics related to my field. NO NO .4 
12.  I will teach and assess curricular units that explicitly address global issues. YES NO .2 
14.  I get involved in activities/organizations concerned with global issues. YES YES .6 
22.  I will actively promote cultural awareness in my teaching or profession. NO NO .4 
34.  Helping students recognize their own cultural identity is essential for good 

teaching. 
NO NO -.1 

39.  To be an effective teacher, it is essential to learn about the cultural 
background of my students. 

NO NO Less 
than.1 

43.  I adjust my communication styles depending on whom I am talking to. NO NO -.3 
44.  Only certain subjects that are taught in school requires teachers to think 

about issues of culture. 
NO NO .4 

 
Conclusion 

Researchers focused on the growth of preservice teachers in 
the three areas of cultural awareness, cultural identity, and 
cultural competence.  Using these three areas, researchers 
categorized the forty-five forced-choice statements and 
open-ended prompts of the MyCAP survey.  Among the 
forty-five statements and prompts, thirteen showed a 
significant change in the participants thinking.  The 
researchers anticipated specific outcomes for each 

statement; however, some of the responses did not align 
with researchers’ predictions.  As a result of this study the 
researchers have identified areas in need of additional 
support for future study abroad experiences.  Although the 
study abroad experience is an enriching opportunity for 
participants, additional research is needed in order to 
enhance the growth of cultural awareness, cultural identity, 
and cultural competence in preservice teacher preparation 
programs. 
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