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ABSTRACT
Professional Development Schools promote connections between schools and teacher education
programs. These partnerships are thought to benefit teacher candidates, teachers, and teacher
educators through promoting positive and collaborative relationships and bridging the efforts of
schools and universities. In the school year 2016-2017, seven public schools and a university
teacher education institute started the first complex-wide Professional Development School in
Hawaiʻi. I explored the development of this partnership though interviews with three groups of
stakeholders, observations of meetings and events, and analysis of program documents such as
meeting minutes. I used the theoretical framework of Cultural-Historical-Activity-Theory and
activity systems analysis to investigate these data and identify expectations, challenges, and
successes of the complex-wide Professional Development School. This qualitative single-case
study examined how participants interpreted and made meaning of their experiences in this
partnership among the teacher education programs and the schools. Findings illuminated
necessary procedures as well as supporting organizational structures in the development of
the partnership such as building a professional community, creating a learning culture, and
forming collaborative leadership structures. This research adds to the literature addressing school
improvement and student learning in Hawaiʻi.
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CHAPTER I. Understanding the Dynamics of a Professional Development School
Bounded by a School Complex in Hawaiʻi
Professional Development Schools (PDS) promote connections between schools and
teacher education programs. They are collaborative partnerships that connect theoretical aspects
of teaching with practical experiences in schools for teacher candidates, mentor teachers, and
other stakeholders. Teacher candidates educated in a PDS setting are more likely to enter the
profession and persist in teaching (Latham & Vogt, 2007). PDSs provide opportunities to not
only meet the demands of teacher preparation, but to provide places for responsible, enduring,
and innovative education with a goal of enhancing student achievement (Linda DarlingHammond, 1994; Levine, 2002). “PDS[s] weave together the strands of teacher education and
school reform. They are seen to play a pivotal role in ensuring that teachers of tomorrow are well
prepared for the challenges in teaching of tomorrow” (Levine, 1997).
At the start of the school year 2016-2017, seven public schools, including five
elementary, one intermediate, and one high school in the Waiwai Complex (pseudonym) started
a partnership with the teacher education programs at a university College of Education (CE). All
seven principals agreed to provide teaching staff to work with teacher candidates and CE faculty
members. All teacher education program directors agreed to use the school sites for field
placements and internships, as stated in a Memorandum of Agreement (MOA, 2017) signed by
all participants. The MOA outlined the partnership as involving collaboration among its partners
to work with the CE’s teacher candidates throughout their academic program. It also requested
professional development for faculty members at the school and CE, and participants’
engagement in collaborative research about student learning.
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The data collection for this research spanned the first three years of the PDS including
interviews conducted with a number of participants in Spring 2018, the second year of the
Complex-wide PDS. This research explored important components such as participantsʻ
motivation, activities, and organizational structures that may have strengthened development of
this collaborative partnership between public schools and the CE and addressed the potential the
partnership brought to organizational changes for education in Hawaiʻi.
Problem Statement
Change is constant in education. A change in teaching is often expected to improve
teachers and teaching, correlating with better education for students and resulting in higher
academic achievement (Richardson & Placier, 2001). Educational reforms are important,
especially since the global economy has provided accelerated technological development, highspeed Internet, and mobile connectivity that require shifts in teaching and learning in the 21st
century. Teaching is a complex and highly demanding profession, and teachers have reported not
feeling prepared to meet the demands of the job placed before them (Ingersoll, 2001). High
turnover rates with many incoming teachers leaving the profession after two to five years have
impacted student performances, especially in schools serving underprivileged students or
students of color (Darling-Hammond, 2010; Mantle-Bromley et al., 2000; Sutcher et al., 2016).
Hawaiʻi is no exception with its high attrition rate among teachers (Marvel et al., 2007). In times
of teacher shortage, the Hawaiʻi DOE repeatedly has recruited teachers from the U.S. continent,
who often have not stayed much longer than five years and had problems adapting to the culture,
especially in rural areas (Pape & Terell, 2016). At the time the study was conducted, Hawaiʻi
schools faced a problem of teacher shortage.
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I explored the Complex-wide PDS as a model to impact teacher education in Hawaiʻi. I
assumed that understanding its participants’ actions would contribute to educating teachers who
are well-prepared for their jobs in the community. In this Complex-wide PDS, administrators,
directors, faculty, mentors and teacher candidates interact, form, and shape the working
relationships and reshape the cultures of public schools, teacher education programs, and their
extended communities (Levine, 2002). Though change is a continuous process, implementing
change in an organization is challenging and often fails (Higgs & Rowland, 2000; Kotter, 2014).
Therefore, a change in the culture of an organization and building capacity for change are seen as
fundamental perspectives in this process (Higgs & Rowland, 2000). As Senge and his colleagues
(2000) advised, "If you want to improve a school system, before you change the rules, look first
to the ways that people think and interact together” (p.19).
Purpose
The purpose of this study was to explore organizational structures and individual
perceptions and interactions that advanced and supported the development of a complex-wide
PDS. I explored the experiences and perceptions of the members participating in the PDS
initiative, including mentor teachers, CE faculty members and administrators, and school staff
and principals. The mentor teachers included teachers working with a CE teacher candidate,
liaisons were CE and school faculty members organizing the placements of the CE teacher
candidates, and the administrators included principals, CE Program Directors, and other faculty
members involved in a leadership function in the Waiwai Complex-Wide PDS. I also described
the collaborative activities that took place in the Complex.
The second purpose of this study was to document and analyze the development of the
Complex-wide PDS through interviewing participating groups of mentors, liaisons, and
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administrators and discussing goals and roles among stakeholders. Other studies have found that
reporting on potential benefits identified in PDS collaborations has supported ideas and inspired
work relationships in the Complex (Cozza, 2010; Edens et al., 2001). Acknowledging challenges
in the PDS work fostered awareness and a search for solutions (Breault, 2013; Hess-Rice, 2002).
Problems were seen as indicators of growth and responses to them supported the developmental
nature of the PDS work (Dana et al., 2001).
A third purpose was to add to the literature available on the development of PDSs
through the description of this partnership in the Waiwai School Complex. Envisioned, initiated,
and enacted by CE faculty members and DOE members, this PDS partnership adjusted common
practices in teacher education. Therefore, this research focused on the structural and
organizational support in the development of the Complex-wide PDS and investigated
participants’ actions. This research is a contribution to the development of teacher education in
the State of Hawaiʻi.
Significance
I used the theoretical framework of the Cultural-Historical-Activity-Theory (CHAT) to
analyze the activity systems of the PDS to identify sources of disruption, innovation, and change
(Engeström, 1993). CHAT theorizes how individual knowledge is acquired while the individual
is in reciprocal interaction with his or her social context (Yamagata-Lynch & Smaldino, 2007).
Using the theoretical lens provided through CHAT, I explored human interactions in the
multifaceted learning environment of the Complex-wide PDS.
The PDS is an avenue to provide qualified teachers to fill teaching positions in the
Complex and the extended district. It is a sustainable strategy to recruit teachers from within the
community. Programs called “Grow Your Own” recruit high school students, teacher education
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students, and other local community members who have identified teaching as a desired career
(Carver-Thomas & Darling-Hammond, 2017). A network that includes the schools and the
teacher-training programs supports high-school and teacher education students to prepare and
qualify for the teaching profession (Schuler, 2017). Teachers who experience a comprehensive
preparation that connects them to the schools’ community are more likely to stay in the
profession (Sutcher et al., 2016). Scholars see the potential for PDSs to elevate education in the
schools and at the teacher education institutes to better serve students and prepare quality
teachers (Zeichner, 2010).
Senge (1990) emphasized that the energy for change needs to originate from a shared
vision rather than be driven by the necessity to solve a problem. Despite the pressing teacher
shortage, stakeholders for the Complex-wide PDS identified a vision to elevate education in
Hawaiʻi by introducing and developing qualified teachers at the schools (Schlaack et al., 2017).
Theoretical Framework
Constructivism is a philosophy about knowledge in which learners actively construct
their understanding by transforming, organizing, and reorganizing their previous knowledge.
Social interactions are important in this process of constructing knowledge and social
constructivism emphasizes the individual’s belonging to a social group within a cultural context
(Piaget, 1950). The objective of a research project from a constructivist worldview is the process
of exploring interactions between individuals and the contexts in which people work and live to
understand the historical and cultural setting of the participants. (CHAT) and its activity systems
analysis provide the theoretical framework for this study. Activity theory emphasizes the sociocultural components to center the activity in the human collective and is used to understand
human practices that are located in social interactions (Chaiklin & Lave, 1993; Engeström et al.,
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1999; Yamagata-Lynch, 2010). Activity systems are also used to capture the essence of
transformation and change in an organization (Engeström, 1987; Engeström & Glaveanu, 2012).
The theoretical framework of activity theory promoted study of the relationship between
a subject – the PDS as it is represented by mentor teachers, liaisons, and administrators – and an
object – reasons to participate in teacher education in the form of the PDS. One of the outcomes
of the PDS was to provide teacher education grounded in the reality of the state education and
the community it served. The tools mediate the relationship between the subject and the object of
the activity. The literature defined important aspects of the PDS work as (a) preparing future
educators with field-based experiences, (b) providing ongoing professional development for
faculty members, (c) encouraging joint school-university research and inquiry-directed teaching
practices, and (d) promoting learning for P-12 students (Brindley et al., 2008; Holmes Group,
1995; NCATE, 2001). These four components served as the mediating tools for the subjects
interacting in the activity system of the PDS. The socio-historical components of activity theory
situate the activity within the broader context of the community involved in teacher education.
The rules mediate the subject-community relationship, and the division of labor mediates the
object-community relationship.
The Complex-wide PDS provided the social context and this research investigated the
individual practices of the three participant groups of mentor teachers, liaisons, and
administrators within it. This study explored the important components in the development of a
complex-wide PDS that served a school complex and the involved teacher education programs.
Research Questions
The development of the Waiwai Complex-Wide PDS was an effort to create quality
teacher education through collaboration between the Department of Education (DOE) and the CE
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and to bridge the thoeretical ideas in teaching promoted by the CE with the practical experience
at the schools. The purpose of this partnership was to ensure that graduating teachers were wellequipped for the profession of teaching as a result of their authentic experiences in the schools.
In order to explore the components contributing and impeding the development of a
complex-wide PDS in a school complex in Hawaiʻi, I investigated the overarching question:
What facilitates and impedes the development of a complex-wide PDS? To answer this question,
I investigated the following sub-questions that align with the theoretical framework:
1. What is the common understanding of the Waiwai Complex-Wide PDS?
2. How does the Waiwai Complex-Wide PDS apply the tools (placements, professional
development, research and inquiry, student learning) to meet requirements for PDS
work?
3. What is the understanding of the participants’ roles in Waiwai Complex-Wide PDS?
4. How do organizational structures support or impede the development and sustainability
of the Waiwai Complex-Wide PDS?
Definition of Terms
A list of acronyms and terms used throughout this paper is provided here.
CHAT

Cultural-Historical-Activity-Theory, based on the work of Vygotsky
and Leontiev theorizes about the development of the individual in
consideration of the individual's cultural-historical interactions

CE

College of Education

CE liaison

The contact person from the College of Education who handles
communication, questions, and collaboratively deals with student
placements with principals, school liaisons, and other CE faculty
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DOE

Department of Education

Four-fold agenda

(a) Preparing future educators with field-based experiences, (b)

for PDS work

Providing ongoing professional development for faculty members of
the schools and teacher education institute (c) Encouraging joint
school-university research and inquiry-directed teaching practices,
and (d) Promoting learning for P-12 students

In-service

Working teachers, who are employed by the DOE who may have

teachers

completed a teacher accreditation program or are about to
participate in one in order to obtain teacher licensure

Liaison meeting

Meeting of all school and CE liaisons that occurred twice a semester

MOA

Memorandum of Agreement, a policy of agreement between two
entities, in this case an institution of higher education and a school,
to confirm the responsibilities of each party

PDS

Professional Development Schools, a partnership between a school
and a teacher-education institute

School liaison

The contact person from the school who handles communication,
questions, and collaboratively deals with student placements with
CE liaisons, CE faculty, school principals and other administrative
staff at the school

Steering

Twice per year meetings of representatives of the Complex-wide

committee

PDS, consisting of three CE members and three DOE members to
plan, discuss, and organize the PDS
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Student/ P-12

The term student refers to P-12 student. University students are

student

either referred to as University student or teacher candidate

Student teacher

Students of a teacher education institute in their last semester of
field training to become teachers

Teacher candidate

Person observing/working as a teacher at a school under

/ Pre-Service

supervision; one who is receiving training through a teacher-

Teacher

preparation program. Throughout this study I use the term teacher
candidate, placements in the Waiwai Complex but also the
literature does not always differentiate clearly between teacher
candidate and student teacher. I refer to student teacher at instances
when it clearly relates to the field training.

9
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CHAPTER II. Literature Review and Theoretical Framework
The literature review describes pertinent research to this study of the Professional
Development School (PDS) development in a Hawaiʻi school complex and the theoretical
framework appropriate to this study. In the first section, I review the literature on the broader
concepts of pre-service teacher education by reflecting on the important aspects of clinical
experience for teacher candidates and the benefits of school-university partnerships for
community-embedded teacher education. Last, I provide the characteristics of PDSs and their
influence on professional development and school development.
In Section 2, I elaborate on the theoretical framework of the Cultural-Historical-ActivityTheory (CHAT), that is based on a constructivist worldview and the social-constructivist
approach influenced by Vygotsky (1978) and Leontiev (1978). The theoretical approach of the
activity system and its analysis applies to situations of human practices in social interactions
(Lektorsky, 1999; Postholm, 2015; Yamagata-Lynch, 2010).
Section 1: Literature Review
This literature review is presented in two parts. First, I review the literature on the
broader concepts of pre-service teacher education by reflecting on the clinical experience where
mentoring is an important factor for pre-service teacher development. A demand for more
school-university partnerships and community partner involvement influences pre-service
teacher education. They are important components for the development of PDSs.
In a second step, I reflect on research regarding PDS work. First, I present the
characteristics of a PDS. Stating the underlying goals, I summarize the PDS standards as they
were published by the National Council for the Accreditation of Teacher Education (NCATE,
2001) and the nine essentials of PDS work published by the National Association for
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Professional Development Schools (Brindley et al., 2008). Then I reflect on the literature
regarding PDS work in the field of professional development and how the PDS work has
influenced school development in the areas of school culture, leadership, and student learning.
Last, I reflect on the literature regarding the sustainability of PDS work, which provides essential
features in the development of a PDS.
Pre-Service Teacher Education
In the last 30 years, various teacher-training programs emerged in the US to respond to
teacher shortages in high-need and urban areas (Zeichner, 2012). The literature acknowledged
the importance of practicing teaching skills in the field for students and the clinical component of
teacher education is now pervasive in today’s teacher preparation programs (Linda DarlingHammond, 2010). A recent report pointed out that essential features of a high-quality student
teaching experience were the opportunity to work with and learn from a great mentor, and
receive frequent observations from a university supervisor (Rickenbrode et al., 2018).
Clinical Experience
Research regarding the effectiveness of clinical experiences in teacher education
indicated the importance of quality mentoring and connecting theoretical coursework to practical
experience in classrooms (Clift & Brady, 2005; Holtz & Gnambs, 2017). The National Council
on Teacher Quality investigated clinical experiences (Rickenbrode et al., 2018). Their report
cautioned against non-clinical teacher education programs as these programs often fail to provide
teacher candidates with opportunities to work with professional mentors in classrooms.
Traditional university models require teacher candidates to spend their clinical practice with a
mentor teacher. Residency models that require student teaching in the form of an internship at a
school, such as the PDS, require extensive teaching practice and teacher candidates often work
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with a mentor teacher for up to a year. Other research recommended a minimum of three years of
teaching experience for mentor teachers, a minimum of five university supervisor observations,
and a capstone project at the conclusion of student teaching (Boyd et al., 2009). These authors
also advocated focusing teacher education on work in the classroom, engaging teacher
candidates in the actual practice of teaching, and paying attention to planning first-year teaching,
with regard to and review of the teaching curriculum. Classroom rounds (Bowman & Herrelko,
2000) and peer-observations (Dee, 2012) are two techniques to expose teacher candidates to
examples of classroom-based work where the the observation of teaching is followed by a
reflective conversation. Both techniques expose teacher candidates to research-based
pedagogical practices in a classroom through implementing procedures in guiding collegial
evidence-based conversations.
Mentor Teachers. The National Council for Teacher Quality (Greenberg et al., 2011)
identified qualifications for mentoring (Greenberg et al., 2011). The mentor teacher should have
been on the job for at least three years or should not be considered a novice teacher anymore; the
mentor teacher should be considered an effective teacher who used teaching behaviors that were
worthy of emulation; and the mentor teacher should have the skills to mentor another adult on
the job (Greenberg et al., 2011). The importance of mentor teachers’ levels of experience, their
effectiveness in teaching, and their skills in mentoring are in congruence with requirements
identified by other researchers (Boyd et al., 2009; Dee, 2012; Valencia et al., 2009).
Despite this evidence of the importance of mentoring, there is a lack of recognition for
mentoring as a professional role, in addition to a lack of compensation for it (Zeichner, 2010). A
common stipend of a maximum $250 is still below minimum wage considering the hours most
mentor teachers spend collaborating with a mentee. Mentoring is highly valued by principals,
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and when asked, teachers often felt obligated to take on a teacher candidate. It is a common
practice to recruit mentors without any form of specific instruction, or any kind of professional
development (Leshem, 2014). Mentoring is regarded as a key contribution to the success of a
novice teacher, but the role of mentoring is not well-defined (Jones, 2009). Although field
experience is considered an extension of university-based preparation, much of the
responsibilities fall on the mentor teacher, giving the mentor teacher the status of an expert in
practice (Butler & Cuenca, 2012). Often teacher-education programs do not inform the mentor
about the content of the teacher candidate’s course (Zeichner, 2010). This lack of guidance from
teacher preparation programs often leads to ambiguity regarding the responsibilities required of a
mentor teacher (Butler & Cuenca, 2012). Being a good teacher is often seen as synonymous with
being a good mentor, but this is not necessarily true. This misperception contributes to the lack
of role clarification and distinction between mentoring and teaching.
Rickenbrode et al., (2018) reported that too many programs leave a positive student
teaching experience to serendipity and do not identify the great classroom teacher who can also
be a great mentor. The report provided a hypothetical calculation that in a school of 25 teachers,
after considering competence and characteristics for quality mentors, respecting teacher’s
willingness and availability, only one teacher out of the 25 possible mentor teachers would be
qualified for the role of a mentor. Finding and securing placements is often left to the individual
coordinator or principals and might not fulfill state and national requirements for teacher
education if those teachers do have the requisite skills.
Teacher education programs need to provide more guidance in mentoring. They also need
to improve the partnership between schools and universities (Dee, 2012), thereby deconstructing
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the division between the teacher education program and schools, and bridging the practical and
theoretical fields.
Mentor Teacher’s Training. Mentorship programs have become more frequent in
teacher education institutions since research suggested positive outcomes for mentees such as
improved performance, attitude, and retention (Eby et al., 2008). Eby et al. (2008) found that
mentor teacher’s perceptions of professional development changed for the group receiving
training; they recognized the complexity in mentoring, acknowledged a professionalized role,
and advocated professional development and support for mentor teachers. As a group, the mentor
teachers in professional development exhibited features of a community of practice. Discussions
and dialogues created new tools for mentoring and valued different orientations. Participants
started to build a sense of identity in their role as a mentor. The author’s clear implication from
the study was that even though the benefits of formal mentor training were clear, there was also a
need for more support for mentors at the school, such as resources and time allocated for training
(Eby et al.).
Mentor Teacherʻs Influence. Recent years provided more research on what mentoring
includes and its potential influences on the mentee (Butler & Cuenca, 2012; Eby et al., 2008;
Sayeski & Paulsen, 2012). Butler and Cuenca (2012) conceptualized the role of the mentor
teacher as an instructional coach, an emotional support system, and a socializing agent. Mentors
shaped teacher candidates’ perspectives and practices of teaching, providing a model for how to
start the school day or year, call parents, interact and collaborate with colleagues, and other noninstructional responsibilities. Sayeski and Paulsen (2012) identified mentor practices that
contributed to quality student teaching experiences. Favorable practices were setting aside time
for one-to-one discussions, providing concrete feedback in various forms (written, verbal,

PROFESSIONAL DEVELOPMENT SCHOOL COMPLEX

15

modeling), providing space for experimentation, and including the teacher candidate in all
aspects of professional life.
Another study concluded that the mentor and university-based supervising teachers
needed to provide strategies to strengthen teacher candidates’ confidence by using strength-based
practices (He, 2009). Strength-based practices are consistent with studies on teacher efficacy
(Bandura, 1995; Oreck, 2004) wherein the belief that “I can do that” helps candidates to
approach difficult tasks, develop an intrinsic interest, and incorporate new teaching strategies
(Powell-Moman & Brown-Schild, 2011). Mentors who helped their mentees discover their
strengths and aptitudes in the teaching profession provided a better environment for the
professional development of the mentee (He, 2009).
School-University Partnerships in Support of Teacher Education
The American Association of Colleges for Teacher Education (AACTE, 2010) stated that
real change occurs when universities and schools work together to offer teacher candidates the
combination of theoretical and practical work experience. Studies have identified that conflicting
approaches between university supervisors and mentor teachers may result in a lack of valuable
feedback for teacher candidates regarding their teaching practice (Valencia et al., 2009; Zeichner
et al., 2015). The literature documents difficulties in the partnership due to the “ivory tower”
status of universities, a perception that university professors are not in touch with the field
(Breault, 2013; Zeichner, 2010), conflicting institutional goals (Zeichner, 2010), and diverging
attitudes about teaching among P-12 teachers, professors, and university supervisors
(Anagnostopoulos et al., 2007). Often it is left to the teacher candidate to bridge and mediate the
gap between the theoretical perspective and the practical field of classroom teaching.
Unfortunately, once they enter classrooms, teacher candidates often end up dismissing practices
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endorsed by the university as “too theoretical” (Valencia et al., 2009). Zeichner et al. (2015)
called for more dialogue and creating space for multiple stakeholders to better communicate. The
researchers recommended discourse among mentor teachers and university supervisors to define
common ground and expectations for teacher candidates.
Aligning educational goals and being informed of the practices used by both institutions
can only help teacher candidates to thrive in developing their dispositions, knowledge, and skills.
Strong partnerships are seen as a way to secure quality placements for clinical practice and
contribute to a positive and successful development of teacher candidates. Many schools and
universities have looked into organizational reforms to foster the collaboration between teachers,
principals, university faculty, and administrators (Anagnostopoulos et al., 2007).
Improve Field Experience. Researchers criticized the fact that professors were often
excluded from supervising teacher candidates’ practical experiences, leaving this role to adjunct
faculty and university supervisors (Linda Darling-Hammond, 2010; Zeichner, 2014). University
supervisors are also called field supervisors; often they are retired teachers or other personnel
with extended practical teaching experience. They are employed by the university to evaluate
teacher candidates. This common practice lowered the value of field-based education, failed to
improve teacher candidate learning, and failed to provide valuable connections for the schooluniversity partnership (Gardiner & Lorch, 2015). These university supervisors were not
connected or involved with course requirements and class instruction and lacked the detailed
knowledge to make connections between the field and the coursework.
A positive example of increased university-school collaboration is a faculty liaison
model, that requires the increased presence of a university professor at the school site (Gardiner
& Lorch, 2015). The school also provided a professional development coach as a point of contact
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for the professor, the mentor teachers, and the teacher candidates. Mentor teachers received
initial and ongoing professional development. A more strongly supported collaboration between
the school and the campus-based teacher education program contributed to teacher candidates
learning in the field and in their coursework. Mentor teachers and coaches valued the feedback
and experienced a collaborative effort to improve teacher candidates’ experiences.
Develop Teaching Practices. An instructional method in teacher education is to include
teaching examples of best practices to connect the academic discourse with practitioner
knowledge. Zeichner (2010) reviewed P-12 research literature, analyzed teacher-created websites
and other representations of P-12 teacher practice. Presenting a teaching situation to teacher
candidates, practicing observational skills, and reflecting on the presented scenario helped
teacher candidates to gain a better understanding of good teaching practices. Several universities
have moved the physical space for their method courses to an elementary or secondary school to
take advantage of the proximity to classrooms to strategically connect method courses with
teachers’ expertise (Zeichner, 2010). Teacher candidates were able to observe student progress
over time and debrief with teachers following an observed lesson to learn about teaching
strategies.
Just bringing different institutions together is not enough (e.g., the school hosting
university courses on the school campus). Institutions should work together to create an inclusive
setting in which the expertise of everyone is fully valued (Zeichner et al., 2015). It is about
building relationships that value the expertise and knowledge of every participant (Breault,
2013). Only then, a culture of shared responsibility and joint ownership can flourish.
Include Community Relationships. The National Council for the Accreditation of
Teacher Education cited the need for more clinical preparation in collaboration with schools
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(NCATE, 2010). Since then, teacher-education programs have followed the call for more clinical
preparation, but still lack intentional community learning engagements or leave this up to the
schools. Researchers felt that it was time to start demanding more community involvement with
teacher education (Zeichner, 2010). In the current state of teacher shortages and the difficulty of
staffing certain schools, especially schools with high-risk student populations (Sutcher et al.,
2016), teacher education programs have been redesigning and enhancing field experiences and
intensifying relationships with school communities to improve teacher preparation (Zeichner,
2010).
Zeichner et al. (2015) advocated the coming together of the academic knowledge,
practitioner knowledge, and the knowledge in the communities to create hybrid spaces for the
non-hierarchical interplay between academic, practitioner, and community expertise to prepare
the next generation of teachers. When teacher candidates experience community-settings outside
the school, they engage with a different perspective and knowledge (Zeichner et al., 2015). The
premise is that knowledge is contextualized and cannot be learned in a classroom away from the
community but needs to be situated in community-based experiences. Teacher candidates,
through being exposed to community settings, can leverage “such contextualized knowledge and
understanding in their teaching practice” (p.128). Sutcher et al. (2016) found that teachers who
experienced a comprehensive preparation that connected them to the school’s community were
more likely to stay in the profession. Further, an organizational commitment was related to
strong professional identification, participation in school development, and a greater intent to
remain in the profession (Bogler & Somech, 2004).
Community-based field experiences may include service-learning and tutoring and
normally put the teacher candidates in contact with other adults in the community (Zeichner,
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2010). They often connect teacher candidates with diverse populations of students and are a
common practice for cultural learning (Hollins & Guzman, 2005). Studies in this field concluded
that teacher candidates learned how to communicate and build relationships with those from
cultures different from their own. This helped candidates gain an understanding of attitudes and
beliefs about student diversity.
Community-based teacher education is focused on utilizing the broader community to set
up situations for collaborative work between teacher candidates and community leaders.
Zeichner (2010) provided an example in the study by Seidel and Friend (2002). The development
of cultural competence in prospective teachers improved after they had been paired with church
members in an African American educational program who were their peers economically and
professionally. Zeichner (2010) saw the advantage for teacher education programs to tap into the
resources of community members to educate their students about cultural understanding within
the community in which they were teaching.
Professional Development Schools
The American Association of Colleges for Teacher Education (AACTE, 2010) stated that
real change occurs when universities and schools work together to offer teacher candidates a
combination of theoretical and practical work experiences. This collaboration was identified to
be a foundation of professional development (Burns et al., 2015; Snow-Gerono, 2005) and
school development (Darling-Hammond & Friedlaender, 2008). A professional development
school (PDS) is a model for teacher education that provides an agenda and guidelines for
successful collaborative work relationships between schools and teacher training programs
(Brindley et al., 2008; NCATE, 2001). Theoretical and practical work come together to prepare
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future teachers, support practicing teachers, and to enhance the learning environment for
students.
Already John Dewey (1910) emphasized integrating curricular development and teacher
training in a clinical school environment in the early 20th century, but the Holmes Group (1995)
coined the phrase Professional Development School (PDS). Consisting of a group of education
school deans who collaboratively worked to enhance the effectiveness of educational schools and
teacher education, the Holmes Group (1986, 1995) addressed shortcomings and needs resulting
from educational reforms with “A Nation at Risk.” They advocated the PDS as the route to
professionalize teachers and to better prepare teacher candidates by providing them a substantive
and supportive clinical experience.
Characteristics of a PDS
In the 1980’s, the early years of the PDS movement, partnerships among schools and
universities were accomplished through individual relationships and networks; they were
centered on people and not based on a particular model. This emergent nature of PDS
development changed with the increasing number of institutions deliberately planning PDS
collaborations. NCATE (2001) and NAPDS (Brindley et al., 2008) were the leading
organizations that published about professional development schools. They provided
developmental guidelines as standards (NCATE) and essentials (NAPDS) for the PDS work.
Both organizations agreed on a four-fold agenda guiding future PDS work that includes:
preparing future educators with field-based experiences, providing ongoing professional
development for faculty members, encouraging joint school-university research and inquirydirected teaching practices, and promoting learning for P-12 students (Brindley et al., 2008;
Holmes Group, 1995; NCATE, 2001). A school-university partnership can only be called a PDS
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if it strengthens collaborative efforts in these four areas of placements, professional development,
inquiry and research, and student achievement. Following, I list how the NCATE and the
NAPDS incorporate the four-fold agenda.
NCATE - Standards For PDS. Educational institutions have recognized that PDS
partnerships imply potential support for continuous improvement in schools and universities and
have invested in further research to define characteristics and guidelines for the work of PDSs.
NCATE worked with practitioners to develop, field-test, and refine standards for PDS work.
Their results have been accepted in the PDS community and these standards are utilized in
research to report on the effectiveness of PDS partnerships (Colwell et al., 2014). The following
standards provide developmental guidelines for PDSs (NCATE, 2001).
Standard I: Learning Community. PDS partners share a common vision of teaching and
learning grounded in research and practitioner knowledge. This learning-centered community
supports the learning and development of P-12 students, teacher candidates, and PDS partners to
result in changes and improvement of individual practices and in the performance of the
partnering institutions.
Standard II: Accountability and Quality Assurance. All partners are accountable for
professional standards for teaching and learning. Collaboratively they develop assessments,
collect information, and analyze results to systematically evaluate their practice and set goals for
P-12 students, candidates, teachers, and faculty members.
Standard III: Collaboration. PDS partners and partnering institutions are committed to
interdependent practice by engaging in joint work focused on implementing the PDS goals. They
collaboratively design roles and structures to support the PDS work; their shared work improves
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outcomes not only for P-12 students but also for teacher candidates, faculty members, and other
professionals.
Standard IV: Diversity and Equity. PDS partners ensure equitable learning outcomes and
address equity and access to knowledge by diverse learners in the institutions' policies and
practices. Further, they encourage diverse teacher candidates, faculty members, and other
professionals to get engaged in PDS work.
Standard V: Structures, Resources, and Roles. The PDS partnering institutions use their
authority and resources to articulate a mission statement and to establish a governing structure
that supports the learning and development of all stakeholders, P-12 students, teacher education
students, faculty members, teachers, principals, and other professionals involved. A governing
council meets regularly and encourages and explores opportunities to engage all participants in
the PDS work, including families and community groups. Partnering institutions clarify job
descriptions and develop boundary-spanning roles, moving beyond traditional responsibilities
and organizational borders to support the PDS mission. PDS collaboration provides resources to
participants in the form of time, space, incentives, professional expertise, vision, and technology.
Partnering institutions commit to effective communication to receive and exchange information
about PDS work.
NAPDS - Nine Essentials For PDS. The NAPDS expanded the common goals and
drafted nine essentials, which were discussed and evaluated in the NAPDS community. The nine
essentials are also taken as a framework for research describing and evaluating PDS work.
Publications in the Journal of the NAPDS frequently cite the addressed NAPDS essentials.
According to the NAPDS, a school may only use the term PDS if all nine essentials are present
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in the school-university relationship. However, how these essentials are met at different locations
might vary. The nine essentials are (Brindley et al., 2008, p. 2):
1. A comprehensive mission that is broader in its outreach and scope than the mission of
any partner and that furthers the education profession and its responsibility to advance
equity within schools and, by potential extension, the broader community.
2. A school-university culture committed to the preparation of future educators that
embraces their active engagement in the school community.
3. Ongoing and reciprocal professional development for all participants guided by need.
4. A shared commitment to innovative and reflective practice by all participants.
5. Engagement in and public sharing of results of deliberate investigations of practice by
respective participants.
6. Agreement about roles and responsibilities.
7. A structure that allows participants a forum for ongoing governance, reflection, and
collaboration.
8. Work by college or university and P-12 faculty members in formal roles across settings.
9. Dedicated and shared resources and formal rewards and recognition structures.
Opportunities for Professional Development in a PDS
Professional development is one goal for PDS work and a central aspect in the standards
and essentials. The collaboration between university faculty and school staff is another central
feature in a PDS. Some researchers labeled this collaboration as a hybrid space (Ikpeze et al.,
2012; Zeichner, 2010), where members of the different institutions, school and university, come
together to form new goals and attitudes with their collaborative work. Further, the collaborative
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aspect of the PDS provides opportunities to form professional learning communities among
teachers (Doolittle et al., 2008) and guide professional development (Thomas et al., 2012).
Several studies have provided examples of the variety of professional development
opportunities initiated by PDS work (Cozza, 2010; Hobbs et al., 1998; Thomas et al., 2012).
Overall, they demonstrated that the PDS offered organizational structures that provided
meaningful professional development for successful student learning and teacher development.
Mentor teachers stated that the collaboration with teacher candidates increased their
reflection about their teaching practice, which resulted in the mentor’s personal and professional
growth (Hudson, 2013). Increased mentor teacher confidence led to more teacher leadership and
teachers’ active participation in developing the school. Other studies reported on a master’s
program catered to mentor teachers who served the teacher education program. Program
requirements included exploratory research in teaching and supported research and inquiry-led
teaching practice (Edens et al., 2001; Hobbs et al., 1998).
Teacher Professional Development. There is an agreement in the educational literature
that one-shot workshops and short learning courses are generally not connected to the settings in
which teachers work and rarely offer opportunities to experience, practice, and reflect on course
content (Powell-Moman & Brown-Schild, 2011). They may offer input and may be inspirational,
but they rarely lead to noticeable change in teacher instruction or student achievement (DarlingHammond & Richardson, 2009; Fullan, 2014).
Educational literature has identified many factors for meaningful professional
development (Guskey, 1985, 2002; Supovitz & Turner, 2000). Scholars agreed that professional
development needed to occur over some time and that participants perform better with the
support of coaching during the implementation of a newly learned method or instructional
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strategy. Other components include modeling by the facilitator, providing space for participants
to practice and engage, situating the professional development into the context of the
participants’ work, and integrating demands from school reforms and instructional requirements.
The literature about change in teaching practices implied that when teachers experience
academic progress or improvement in student behavior, they adapted a change in their teaching
practices (Orek, 2004; Guskey, 1985). These beliefs guide teachers’ content preparation and
have a powerful influence on teaching practices and classroom culture; successful and
sustainable professional development needs to commit to address teachers’ beliefs in order to
meet students’ learning challenges (Guskey, 1985, 2002).
Opportunities for School Development in a PDS
PDSs seek to create a synergy between school development and teacher education
(Brindley et al., 2008; NCATE, 2001). For example, in one study, university faculty started
spending more time at the school and encouraged dialogue among different stakeholders (Cozza,
2010) which, research implied, was an indicator for growth in the PDS (Dana et al., 2001). This
increased dialogue created better understanding among the PDS participants and led to a
successful collaboration based on trust, which in turn allowed for open discussions so that
participants learned from each other. Teachers started to request assessment tools and considered
research results in their practices. Together with the teacher candidates, teachers took risks to try
out current research trends.
Learning Culture. Fundamental to the success of any organization is the individual’s
ability to work with others, grow, and change in his or her capacity for learning in the
organization (Senge, 2012). Senge described learning as an “impulse to be generative, to expand
our capabilities” (Senge, p. 288). He stressed the importance of strengthening people’s
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capabilities, and he promoted a systemic approach in the process of reshaping routines and
incorporating new practices in an organization. Senge elaborated on factors for a successful
learning organization, one that is innovative and continually expands its capacity to create its
future. To bring change to a school one must understand the culture of the school and the culture
itself must be modified in order to bring changes to fruition. Senge (2012) defined this
discrepancy as the “Principle of Creative Tension” – the gap between the vision of where the
organization wants to be and the current reality. It is in the process of working with this creative
tension that an organization learns how to “use the energy it generates to move reality more
reliably towards their vision” (Senge, 2012, p. 289). With this creative tension, the stimulus for
change is raised to the level of intrinsic motivation and is less of a problem-solving attitude.
When considering schools as learning organizations, school culture includes teachers
collaboratively working on school improvement. The term school culture is frequently used in
educational settings to describe a workplace at a school (Hoy, 1990). The culture of a school
includes shared assumptions, values, and norms of its participants that continually reinforce each
other. The principal takes a key position to communicate the culture of the school as he or she
manages instructional and institutional resources (Varrati et al., 2009). The culture among
colleagues, how they form their relationships, the norms that are present in school activities, and
the values they share, all impact how learning is organized and facilitated at the school (Hipp et
al., 2008). Productive and positive school cultures contribute to the establishment of learning
communities in many ways, including providing guidance to members regarding the
organization’s meaning and purpose.
Leadership. It is the responsibility of school leadership to create, form, and open
opportunities for the school staff to interact. Strong leadership is important to guide teachers in
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developing skills and strategies for student learning (Varrati et al., 2009). The principal’s
engagement can determine success or failure for new initiatives (Hipp et al., 2008). Leadership
in a learning organization requires new roles, skills, and tools (Fernandez & Rainey, 2006;
Senge, 2012) and comes from the many people within the organization (Senge, 1990). Hipp et al.
(2008), in a study on school organizational development, found that successful leadership was
shared on many levels; teachers and administrators worked together to define shared visions and
values based on student learning. Together they embraced taking risks and experimenting with
instruction.
The school’s culture is a strong factor in shaping teacher’s beliefs and practices. As
referenced above, professional development needs to acknowledge teacher beliefs to affect
teacher practices. As we learned from Guskey (1985), professional development needs to offer
teachers the opportunity to see the outcomes from a change in practice. Collaborative planning,
implementation, and assessment processes have been key components in shifting professional
development from a focus on how teachers teach to how students learn (Goodlad, 1994).
Student Achievements. Research has demonstrated that student achievement and teacher
qualifications and professional development opportunities are positively correlated (DarlingHammond, 2000; Kraft et al., 2016). U.S. states that employed more certified teachers and
enacted policies that supported professional development saw higher test scores among their
student populations. States that focused their reforms primarily on student testing showed little
success for raising student achievement (Darling-Hammond, 2000). Systemic and substantial
investment in teacher salary, teacher preparation, induction, and ongoing professional
development led to major improvements in test scores, even in areas with large populations of
students in high poverty and with limited English proficiency. Darling-Hammond (2000)
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concluded that well-prepared teachers have a stronger influence on student achievement than the
influence of student background and social context.
Research in the field of PDS has demonstrated positive influences on teacher candidates’
development. Abdal-Haqq (1998) found that teacher candidates educated in a PDS setting
developed a stronger teacher disposition and demonstrated sophisticated pedagogical practices as
teachers. They were more confident in dealing with the diverse student population and
demonstrated lower attrition rates. Another study supported that teacher candidates interning in a
PDS were more likely to enter the profession and persist in teaching (Latham & Vogt, 2007).
Sustaining a PDS. The NCATE (2001) proclaimed the PDS as a favorable teacher
education model, therefore, many teacher education programs are developing their PDS
collaboration to prepare teacher candidates (Breault, 2013). Most PDS programs start on a small
scale involving a few mentor teachers and university faculty. Many started organically with the
relationship between one mentor teacher or school principal with a university faculty member.
Others started with a pilot phase supported through an educational grant. Regarding studies on
organizational changes, Senge concluded: “Virtually every significant change initiative we have
seen starts with a genuine partnership among a small number of deeply committed individuals”
(Senge, 1990, p. 55).
Participants and institutions recognized the success of this small-scale partnership and
often considered expanding the partnership. They scaled-up the PDS by including more
participating schools, teacher education programs, and, ideally, community programs.
Organizational research cautions that every program or reform intending to expand needs to
consider its sustainability (Coburn, 2003). Those intending to expand the size of a program need
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to consider the amount of change and the capacity of the stakeholders involved to support and
adapt to the change
Research on scaling up a PDS to include multiple teacher education programs and
schools found that a successful PDS generally starts with one partnership that was beneficial for
its participants (MacIsaac et al., 2002; Reece et al., 2016). Breault (2013) screened the literature
regarding PDS research using criteria such as valid conclusions, transparency, authenticity, and
trustworthiness. The analysis identified critical elements within the PDS work that influenced the
partnership to sustain meaningful work.
Need for Resources. Several PDS partnerships received grants to provide resources for
the PDS (Conaway & Mitchell, 2004; Dana et al., 2001; Dangel et al., 2009). These resources
paid for substitute teachers so mentor teachers were able to meet with higher education partners
(Reece et al., 2016). University liaisons were provided with course release time for their
collaborative work with schools (Dangel et al., 2009). This financial support was seen as a
fundamental contribution so that participants could build trusting relationships (Dana et al.,
2001). In general, faculty and staff need adequate support to thrive (Breault, 2013; Edens et al.,
2001). In each of these projects, the end of a grant raised questions about the sustainability of the
PDS.
Change in Teacher Preparation. Expanding the network of a PDS often opened up a
variety of field experiences for teacher candidates (Reece et al., 2016). Reece provided an
example where participating schools were distinct in their curriculum and leadership. Teacher
candidates’ field experiences included an exploration phase where they could visit and reflect on
multiple schools. Teacher candidates appreciated the variety of school experiences they were

PROFESSIONAL DEVELOPMENT SCHOOL COMPLEX

30

assigned to explore. They reported that the reflective task helped them in determining the kind of
school environment in which they wanted to work.
Working within a PDS brought changes to the teacher education programs. Some
changes included shifting to yearlong internship experiences, relocating coursework to school
campuses, and increasing collaboration between a university and school faculty, which made the
school faculty more available for teacher candidates (Dangel, et al., 2009). Ultimately, PDS
candidates were often hired as teachers at PDS schools.
Tailored Professional Development. Several higher education institutes created master’s
degree programs for teachers (Edens et al., 2001; Hobbs et al., 1998) and developed degree
programs tailored to producing innovative administrators and teachers involved in PDSs (Reece
et al., 2016). Colleges also used innovative practices in their teacher education programs. In one
program, research experiences and collaborative projects that were geared to first-generation
college students encouraged teacher candidates to intern at summer school sites.
Research Collaboration and Inquiry. Collaborative research helped to develop and
sustain the PDS (Breault, 2013). Faculty members worked together on grant applications to seek
resources for mentor teacher stipends and other expenses (Reece et al., 2016). Teacher
candidates presented their action research projects at school-university symposia (Hobbs et al.,
1998). Another PDS implemented research projects as a coursework requirement to introduce
inquiry-oriented teacher candidates’ experiences (Dana et al., 2001). Teacher candidates
collaborated with their mentor teachers on projects, and eventually influenced teachers’ use of
inquiry in their teaching.
Challenges in Communication. The more complex organizations become, the more they
need formal structures to function effectively (as cited in Burns, 1978). In order to support
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people to function effectively and creatively, Breault (2013) cautioned about burdening them
with trivial tasks. An increased number of people involved in the PDS can make it difficult to
schedule meetings and keep everybody informed of all the activities (MacIsaac et al., 2002;
Reece et al., 2016).
Getting Everyone on Board. The different cultures among P-12 and university
stakeholders requires creating opportunities to engage with each other in positive and normative
spaces (Breault, 2013). Reece et al. (2016) found that when scaling-up the PDS model as a
mandatory teacher-education program for all early childhood faculty and teacher candidates, it
was challenging to preserve a shared commitment to innovative and reflective practice. Faculty
members embraced the new model, but some felt overwhelmed and detached. With the increase
in teacher candidates’ placements, college faculty load increased, negatively affecting the
collaboration with school staff on planning activities that immersed candidates in the school.
Finding Mentor Teachers. Reece et al. (2016) reported that as the PDS grew, it became
more difficult to find teachers who fulfilled the requirements of good mentor teachers.
Universities developed professional development for mentor teachers and collaborated on
clarifications for mentor requirements. In this particular case, district policies abandoned
mandatory professional development, making course credits for professional development
redundant. Finding incentives for mentor teachers, not only to mentor teacher but also to partake
in professional development, remained a challenge. The study by Dana et al. (2001) portrayed a
different scenario. Mentor teachers began to see opportunities for professional growth in the PDS
relationship and teachers volunteered to serve as mentors for teacher candidates. The PDS had
more mentor teachers than they needed for their teacher candidate placements of 30 interns at a
school (Dana et al.).
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Partners in a PDS. Research regarding school-university partnership in the form of a
PDS included a variety of partner configurations: (a) one program at one higher education
institute collaborated with one or more schools at the same school level (Dana et al., 2001;
MacIsaac, Tichenor, & Heins, 2002; Snow-Gerono, 2005), (b) various programs at one higher
education institute placed teacher candidates in one or more schools including elementary,
middle and high schools (Edens et al., 2001; Hobbs et al., 1998; Savick & Eckert, 2014; SnowGerono et al., 2002), (c) the PDS can span one higher education institute placing teacher
candidates across several districts serving elementary, middle and high school (Conaway &
Mitchell, 2004; Reece, Roberts, & Smith, 2016), or (d) the PDS can involve several colleges
from one university collaborating with several schools across districts, serving elementary,
middle and high schools (Dangel et al., 2009). All of the research mentioned above referred to
higher education institutes but did not elaborate on program specifics such as the number of
programs involved. I did not find studies referring to a PDS exclusively in one school complex.
Section 2: Theoretical Framework
Activity theory is a theoretical framework to understand human interactions, specifically
in complex learning environments (Yamagata-Lynch, 2010). Yamagata-Lynch defined complex
learning environments as, "situations in natural settings where multiple individuals are involved
in shared activities within a single or multi-organizational context" (p.vii). It is a crossdisciplinary framework as it theorizes how knowledge is acquired by the individual while
positioning the individual in his or her social context, which shapes and is being shaped by the
individual (Yamagata-Lynch & Smaldino, 2007).
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Cultural-Historical-Activity-Theory
Cultural-Historical Activity Theory has its foundation in the cultural-historical
psychology of Vygotsky (1978) and was further developed with the activity theory of Leontiev
(Yamagata-Lynch, 2010). Whereas Vygotsky and Leontiev theorized that the development of the
individual must be in consideration of the individual's cultural-historical interactions, it was
Leontiev (1978) who explicitly integrated the socio-historical component. This second
generation of the activity theory integrated the analysis of the individuals’ broader activity
context as part of a collective activity system. Lektorsky (1999) further developed the theory by
integrating the community as an interacting entity with the individual (subject) and his or her
activity (object). This so-called third generation of activity theory considers that work systems,
such as teams and organizations, describe human activity that is situated in a collective context
(Engeström, 1987; Engeström & Glaveanu, 2012). The application of CHAT or the activity
theory to real-world learning environments is found in activity systems analysis (YamagataLynch, 2010).
Cultural-Historical Psychology. Vygotsky’s interest was in the relationship between
individuals and their social environments where the organism and the environment were part of a
complex system. In his time, this was a divergence from the development of the behaviorist
movement and the theory of classical conditioning. Behaviorists treated the organism as separate
from the environment and connected the two entities through stimulus and response relationships
(Scribner & Tobach, 1997). In order to understand the development of human consciousness,
Vygotsky believed that psychologists needed to study the relationship between the individual’s
internal mental processes and that individual’s external actions within cultural, historical and
institutional settings (Yamagata-Lynch, 2010). The approach tried to overcome the dichotomy of
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the subject and object and to stress the mediated character of human interactions (Lektorsky,
1999).
Mediation. Vygotsky (1978) introduced the concept of mediated actions to explain the
development of human consciousness through the subject’s interactions with artifacts, tools, and
other individuals in an environment. These interactions result in finding new meanings in the
world. The subject is not passive in this process but actively interacts to make meaning while
modifying and creating activities that will affect the artifacts, tools and other individuals in the
environment (Scribner & Tobach, 1997).
The following figure (Figure 1) illustrates Vygotsky’s basic mediated triangle. The
subject is the individual or the group of individuals engaged in an activity. The tools or mediated
artifacts can be artifacts, social others, and prior knowledge that might influence or mediate the
subject’s actions. They can be of technical form like skills or knowledge, or of psychological
form like signs which include language, works of art, writing, schemes, diagrams, and maps
(Wertsch, 1994). These tools explain how human activity is tied to cultural, institutional, and
historical settings as they become carriers of sociocultural patterns and knowledge (Wertsch,
1994). The object is the goal of the activity, the motivation or reason why participants choose the
activity (Yamagata-Lynch, 2010). Without the object, the subject does not need to use a tool.
Figure 1
Vygotsky’s Basic Mediated Action Triangle
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The Zone of Proximal Development (ZPD). According to Vygotsky (1978), the ZPD
describes what the child can do independently and what the child can do with assistance
provided by a teacher or peer. The ZPD also describes the child’s development in the learning
process. Yamagata-Lynch (2010) defined the ZPD as “a conceptual tool for understanding the
complexities involved in human activities while individuals engage in meaning-making
processes and interact with the environment" (p.19). Viewing this definition from a CHAT
perspective, the ZPD presents more than the numerical value of a child's problem-solving skills
working alone compared to the child’s skills collaborating with peers or an adult. The ZPD
integrates the interpersonal and intrapersonal activities and is the interaction between the
individual and the environment (Yamagata-Lynch, 2010). Engeström and Glaveanu (2012) used
the ZPD to model a new way of working. This form of new behavior or way of working becomes
a core concept in the process for making changes in the working environment.
Activity Theory
Leontiev (1978) was a former colleague of Vygotsky, and a primary contributor to
activity theory. He focused on the psychological analysis of activity, where the mental and
observable activity is the unit of analysis, and the interaction between the two affects the
individual and the environment. Leontiev saw the process of learning as taking place in this
interaction between mental and observable activity. He stated, “In social conditions that ensure
the well-rounded development of people, intellectual activity is not separated from practical
activity. Their thinking becomes reproducible to the extent of the need of the moment in the
integral life of the individuals” (p.61).
Engeström (1987) developed a graphical depiction of activity theory (Figure 2). The top
triangle is taken from Vygotsky’s mediated action triangle, the bottom adds the socio-historical
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aspect of the mediated action. The components rules, community, and division of labor affect
how the mediated activity meets a goal. The rules refer to formal and informal regulations and
provide guidance to the subject on how to proceed; these rules can be constraining or liberating
(Engeström, 1993; Roth & Lee, 2007; Yamagata-Lynch, 2010). The community describes
colleagues or groups of people involved in the activity, or with whom the subject identifies
participating in the activity. Lastly, the division of labor defines the responsibilities of the group
members in the activity. All components of this activity system mediate change not only for the
object but also for the other components (Yamagata-Lynch, 2010). The outcome is the result of
the subject’s activity. This activity triangle can help to understand how collective action by
social groups mediates the activity.
Figure 2
Activity Triangle

Activity Systems Analysis. Activity systems analysis is a method to analyze the human
activity situated in a collective context (Engeström, 1999). Activity systems analysis helps to
enhance the qualitative investigation as it provides a framework to analyze human interactions
while exploring how the individual or group of individuals and their interactions directly affect
their activities (Yamagata-Lynch, 2010). The method can assist in identifying how past results
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affect current activities; it can support the documentation of relationships and provide a
foundation for discussion.
Yamagata-Lynch and Haudenschild (2009) referred to research applications of the
activity systems analysis in the field of organizational change, designing constructivist learning
environments, and evaluation of educational partnerships. Engeström (1987) applied the activity
theory to analyzing and redesigning work. His research applied the analysis in clinical and
educational settings where people formed a working collective. Engeström and his colleagues
(1987; 1999; 2000) used activity systems analysis to discover systemic contradictions in
activities and constructed models to resolve them. Sketching a zone of proximal development for
an activity functioned as a model that became the core concept for a new way of working
(Engeström & Glaveanu 2012). Following, I describe the components of the activity system as
they apply to the PDS.
The Complex-Wide PDS as an Activity System
An activity system is a theoretical lens through which I viewed the development of the
PDS. The analysis of the collected data will explore how teacher education activities were
evolving with the introduction of the PDS and what steps supported and impeded the
implementation of the PDS. This application allowed examination of the human interactions in
the Complex-wide PDS and defined the research questions.
The subjects in this PDS specific activity system are the mentor teachers, school and CE
liaisons, and administrators including CE and DOE members. The object is the individuals’
understandings of the complex-wide PDS. Research Question One addresses the object and asks:
What is the common understanding of the Waiwai Complex-Wide PDS? As an example, one
outcome in connection with the goal of the PDS is the expectation of contributing to teacher
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education in Hawaiʻi. The tools are the resources that subjects use to obtain the object or their
goal. To identify these tools it is important to consider what is happening in the PDS. The
NAPDS (Brindley et al., 2008) and NCATE (NCATE, 2001) required that PDS work followed
an agenda to guarantee (a) placements for teacher candidates, (b) professional development for
all participants, (c) inquiry and research, and (d) student learning; findings will elaborate on
these key principles of a PDS. Identifying these tools is an objective of this research as defined in
Research Question Two: How does the Waiwai Complex-Wide PDS apply the tools (placements,
PD, research and inquiry, student learning) to meet requirements for PDS work?
Figure 3 provides a depiction of the activity triangle adapted for the Waiwai ComplexWide PDS. The socio-historical components in this PDS activity system are defined through the
subjects’ activities in the form of rules, the community and the division of labor. The rules are
provided through the participants’ roles as they interact as members of their community in this
collaborative effort between the school and the teacher education program. Research Question
Three asks: What is the understanding of the participants’ roles in the Waiwai Complex-Wide
PDS? The division of labor signifies supporting and impeding components in this collaboration.
Research Question Four asks: How do organizational structures support or impede the
development of the Waiwai Complex-Wide PDS?
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CHAPTER III. Methods
The purpose of this study was to explore individual perceptions, interactions, and
organizational structures that advanced, supported, and challenged the development of a
complex-wide PDS. The situation in the participating schools and teacher education programs
was unique and the context shaped the participants’ experiences. I conducted a qualitative singlecase study to understand how participants interpreted and made meaning of their experiences in
the development and implementation of a complex-wide PDS. Activity theory provided the
framework for analysis and, combined with a grounded theory approach, helped to investigate
supporting and impeding components, as well as the context of the phenomenon under study.
In this chapter, I present the research paradigm and the research design of a case study in
connection with the theoretical framework. Next, I describe the participants and the context of
the study and follow with the procedures and instrumentation of the. Finally, I discuss the
combination of grounded theory and activity systems analyses and how they applied to the data
analysis in this research. In a final step I address the credibility and validity for this research.
Research Paradigm
In a constructivist and social constructivist worldview, truth and reality are made up by
our senses; therefore, the reality is constructed and dependent on the individuals' interpretations
(Creswell, 2014). In the social constructivist perspective, individuals seek to understand the
world and develop subjective meanings of their experiences through interactions with others.
This meaning-making process is illustrated in the activity triangle (Engeström, 1987). Every
individual develops subjective meanings of their experiences which results in multiple and varied
perceptions of one activity. Rather than limiting meanings to a few categories, the researcher
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looks for the complexity of the different opinions, relying on the participants' views as much as
possible (Creswell, 2014).
The objective of research from a constructivist worldview is to understand the historical
and cultural setting of the participants by studying the process of interactions between
individuals and the contexts in which they work and live (Creswell, 2014). The theoretical
framework of activity theory aligns with this objective and will guide the analysis (YamagataLynch, 2010). Researchers’ backgrounds shape their interpretations and they position themselves
in the research with their own personal, cultural, and historical experiences (Charmaz, 2006). A
researcher’s goal is to make sense of the meanings that others have made about the situation;
through this process, the researcher generates meaning of the situation and communicates this
back to the field. Findings can be used to improve or change the practice.
Case Study
Qualitative research is used in the social sciences to study organizations, groups, and
individuals to uncover and understand the nature of a phenomenon about which little is yet
known (Strauss & Corbin, 1990). It allows for exploring intricate details of the objective being
studied and reaching novel perspectives on this phenomenon. Further, qualitative research is
used to evaluate programs, guide practitioners’ practices, and provide basic knowledge to serve
political and institutional processes (Strauss & Corbin, 1990).
Creswell (2014) defined qualitative research as “an approach for exploring and
understanding the meaning individuals or groups ascribe to a social or human problem” (p. 3).
He pointed out that data are collected in the participants’ settings, and that analysis is inductive
with a focus on individual meaning, reflecting the complexity of a situation. In accordance,
Merriam elaborated that the purpose of qualitative research is to achieve an understanding of
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how people interpret what they experience, and how they make sense of their lives (Merriam,
2009).
The research design for this investigation was a single case study that was bounded by
the Waiwai Complexʻs public schools and the teacher education programs placing teacher
candidates there. The complex-wide PDS aimed to be a collaborative effort to cross the
boundaries among schools and teacher education programs to reflect a collective effort towards
quality teacher education. This context of the PDS called for a single case instead of separating
the different schools as multiple cases. Therefore, the PDS was approached as a single entity. A
multiple case study would use comparison among individuals, groups or entities which would
not fulfill this purpose.
This case was bounded by time, starting with the beginning of the complex-wide PDS in
Fall 2016 and continuing through summer 2019, and setting this research in the beginning stage
of a PDS (Neapolitan & Tunks, 2009). In the beginning stage of the PDS, participants build the
foundation of a shared vision and mission that sets “the stage for planning and exploring the
potential for the PDS” (p. 7). Using the case study approach, I probed the PDS setting, offered
multiple means to describe the building of relationships of trust and collaboration, and
documented the process of the formation of this complex-wide PDS.
According to Merriam (2009), a case study provides a description and analysis of a
bounded system and needs to delimit the object of study to “fence in” what the researcher is
going to study (Merriam, 2009, p.40). The case can be a single person, a group, an organization,
or a community; it can also be a program, a policy, or a new curriculum. The unit of analysis
characterizes the case study, and in activity systems analysis, human activity is situated in a
collective context (Engeström, 1987). Yamagata-Lynch (2010) stated that “case studies are
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particularly compatible with the theoretical assertions and analytical intentions involved in
activity systems analysis” (p.63). The case consisted of the three activity systems of mentor
teachers, liaisons, and administrators who worked toward developing a complex-wide PDS.
Context of the Study
In the following I provide the context of the study by illustrating the individual
participant mentor teachers, liaisons, and the administrators. I also provide brief summaries of
the participating schools and teacher education programs.
Participants
According to Merriam (2009), interview partners must be selected from a sample from
which the most can be learned. This purposeful sampling provides the greatest ability to advance
an in-depth understanding of the nature of the phenomenon under study, the complex-wide PDS.
I used a purposeful sample of convenience of each of the participant groups of mentor teachers,
liaisons, and administrators. I made efforts to recruit participants from each school and teacher
education program and from each participant group. Participants included principals, program
directors at CE, PDS steering committee members, CE and school liaisons, mentor teachers and
CE faculty members. Table Two provides an overview of the potential participants and those
who agreed to give an interview. In total I identified 158 people who were involved with the
PDS and I contacted each of them via mail, phone call, or in person.
Table 1
Potential and Actual Participants in the Waiwai Complex-Wide PDS

Activity system

Profession/ Role

Mentors

Mentors* (survey)

Potential

Actual

Participants

Participants

85

42
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Liaisons

Administrators

44

Mentors (interview)

42

8

College

6

3

School

7

6

College, Program directors

5

3

School, Principals

7

4

PDS, Steering committee

6

5

* Anybody who mentored a teacher candidate from the CE since Fall 2016. Mentors from the
high school were not available and not included in this study.

Every semester about 60 teachers were actively involved with teacher candidates.
Excluding the high school, which opted out of participating, and considering that some teachers
mentored multiple times, I identified 84 teachers who had mentored since Fall 2016.
Schools and CE programs appointed seven school and seven CE liaisons who organized
the placements.
The PDS inaugurated a steering committee within the first year of the PDS. Three
members represented the CE programs and another three represented the participating schools.
Together with the principals and the program directors of the CE they formed the administrators’
activity system.
The study is based on 29 interviews with mentor teachers, liaisons, principals, and CE
faculty from six of the PDS schools and three teacher education programs. Also, 42 mentor
teachers replied to a survey. The Naupaka School opted out of participating in the mentor survey
at the time of the study and was not included in the data collection. I interviewed the principal
and liaisons from the Naupaka School in a previous study (Schlaack et. al 2017), and the data
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were not used in this research. Therefore only six of the seven Waiwai schools were included in
this study.
Table 2
An Overview of the Participants
Schools

Mentor

Liaisons

Administrators

Survey

Mentor

School

CE

Response

Teachers

Liaison

Liaison

Kāhili

38%

Keanu

Amelia

Andrea

ʻŌlena

58%

Kate, Kira,

Akoni

n/a

Kristin
Lehua

66%

Kagami,

Steering
Principals Committee
Hale

Hālona
Aurora

Angela

Kainoa

CE
Admin

Leilani

Ian*

Hinode*

Irma

Ivan

Ingrid

Amy*
Hōkū

Pīkake

60%

Kai

Hinode*

n/a

Hinode*

ʻOhiʻa

50%

n/a

Aiden

n/a

n/a

ʻIlima

45%

Kalani

Arno

Alec

n/a

Total

52%

8

6

3

4

Ian*

5

3

*indicates participants who had more than one role

Mentor Teachers. Participants in the activity system of mentor teachers took part in a
survey and a total number of eight mentor teachers from five schools in the Waiwai Complex
joined in-depth interviews. To protect the identities of the teachers and for easier recognition of
the activity system, I gave all mentor teachers a pseudonym starting with the letter K.
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Mentor teachers from the survey were classroom teachers in elementary schools and five
mentor teachers worked at a secondary school. They hosted a teacher candidate in their
classroom and provided experiences about everyday school life and skills as a teacher. The
mentor teachers hosted a teacher candidate either for observational practice for two days a week
or for student teaching full time during an entire semester. The majority of mentor teachers
preferred to only reply to the survey and eight mentor teachers volunteered for an interview. I
compared the demographic background of survey and one-on-one interview participants in order
to ensure that the mentor teachers were represented by the interview participants. Figure 4
demonstrates the similarities in the demographic background between survey participants and
interview participants. Appendix G includes additional information regarding participants’
ethnicity.
Figure 4
Demographic Background Comparing Survey and Interview Participants

Liaisons. Each school had a team of liaisons, one appointed by the school and one
appointed by the CE. One CE-based liaison covered more than one school and was on two
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liaison teams. Each liaison team organized the teacher candidate placements at their school.
Their collaboration also influenced the overall integration of the teacher candidates into the
school community and affected the number of placements. The activity system of the liaisons
reflected the responses from in-depth interviews with six school liaisons and three CE liaisons.
For the purpose of protecting the identities of the liaisons and for easier recognition of the
activity system, I gave all liaisons a pseudonym starting with the letter A.
In the group of the six school liaisons there was one principal, three vice-principals (all
male) and two resource teachers (both female) involved with teacher candidates and mentor
teachers. As a principal and vice-principal, the school liaison acted as an evaluator for teachers’
performances and as a supervisor for teacher candidates. As a resource teacher, the liaison was
responsible for the professional development of the teachers. This person was also an evaluator,
but in the role of a colleague. In general, the school liaisons provided support, feedback, and PD
for teachers.
The CE liaisons were cohort coordinators, instructors, specialists, and professors. They
taught methods courses, made field observations, and coordinated teacher candidate field
placements. Out of the three participating CE liaisons, two were instructors (one male, one
female) and another was an associate specialist (female). At two schools, the cohort coordinator
who previously worked with the school stepped into the role of the liaison. At the other five
schools, the CE liaison was new to the school.
Administrators. Participants in the activity system of the administrators were directly
involved with the PDS in an administrative function. This activity system reflects the responses
from in-depth interviews with four principals, three CE Program Directors, and five steering
committee members for a total of 12 interviews. All participating principals were male and in
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their role for the past two years or longer. Participating program directors were in their position
for at least two years (one male, one female). To protect their identities, I gave program directors
and steering committee members belonging to the CE a pseudonym starting with the letter I, and
principals and steering committee members a pseudonym starting with the letter H.
Collaborating Schools
The seven collaborating public schools were all within the Waiwai Complex, which is
part of a larger district on the Island of Oʻahu. The seven principals met monthly regarding
initiatives in the complex and to align educational programs between elementary, intermediate,
and high schools. In Spring 2018, the Waiwai schools participated in a WASC accreditation site
visit as a complex, the only schools in Hawaiʻi to do so, and demonstrated a strong unity among
school forms. Table 3 provides school descriptors of demographics, socio-economic status,
achievement, and school size. Following, I describe how each school and each CE program
participated in the PDS.
Table 3
School Descriptors
Student
School

Demographics

Socioeconomic

Proficiency

population*

A

C

PI

FL

RL

M

R

State of Hawaiʻi

29%

12%

29%

40%

10%

42%

54%

185,273

Waiwai Complex

56%

1%

21%

43%

11%

42%

50%

large

Kāhili

75%

>1%

7%

40%

15%

52%

52%

large**

ʻŌlena

50%

1%

23%

51%

11%

38%

41%

medium

Lehua

51%

2%

11%

35%

10%

44%

47%

medium
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Pīkake

47%

>1%

13%

26%

9%

62%

59%

medium

ʻOhiʻa

36%

2%

47%

67%

9%

32%

34%

large**

ʻIlima

63%

1%

28%

45%

12%

29%

41%

large**

Naupaka

71%

1%

21%

36%

13%

36%

57%

large**

Note: All numbers are presented in %, taken from www.publicschoolreview.com
Demographics, socioeconomic status, and proficiency are presented in percentage: A- Asian; CCaucasion; Pacific Islanders- PI; FL- free lunch; RL- reduced lunch; M-math; R-Reading
* According to DOE enrollment 2015-16 DOE Trend Report, schools are categorized as medium
(over 600 students) and large (over 1000 students).
** One of the five largest schools for the grade level in Hawaiʻi

Kāhili Elementary School. Akami Elementary School has a history of hosting teacher
candidates from another higher education campus but not from the CE. In Fall 2016, the CE
liaison organized placements for 14 teacher candidates at the school for their first semester of
observational praxis. During their second semester, these teacher candidates were placed at other
schools so they could experience a variety of schools, which left Kāhili Elementary with only
two teacher candidate placements. In Fall 2017, the number climbed again to nine teacher
candidates, and the following spring the school agreed to host additional teacher candidates from
four different cohorts within the CE and reached capacity with 21 placements. During the third
year, the number of placements dropped to 18 over the two semesters. The school hosted
orientation sessions for the incoming teacher candidates to provide information regarding school
expectations and the school programs. The CE liaison, school liaison, and the principal were in
ongoing communication about the process and reflected on difficulties with this large number of
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teacher candidates, including the increased number of supervising faculty at the school.
Collaboratively, they decided to limit the number of programs placing teacher candidates at the
school in the future so that teachers at the school would have a better understanding of program
requirements. School and faculty liaison from Kāhili Elementary attended and co-presented at
the Association for Teacher Education Conference in 2018.
ʻŌlena Elementary School. ʻŌlena Elementary had an established history of
collaborating with the CE. However, the CE liaison, who was new to the school, initiated regular
communication with the school liaison about opportunities, placements, and progress of teacher
candidates. The school liaison had been a mentor teacher for several years himself and was a
former teacher at Naupaka School which participated as a PDS for several years prior to this
program expanding to the entire complex. During the study, he served in the position of viceprincipal. The school was one of the smaller ones in the complex, but kept the number of
placements at ten and above across the semesters, hosting teacher candidates from various
teacher education programs from the CE.
Lehua Elementary School. The school had established a relationship with a cohort
coordinator over the past years who took the function of the CE liaison. The school liaison was
in the role of curriculum coordinator, who also organized the induction and mentoring of firstyear teachers. The school liaison demonstrated awareness of the difficulties of incoming teachers
and supported mentor teachers and their candidates through supervision. The liaisons intensified
their coordination over the last two years by communicating regularly, aligning opportunities for
teacher candidates to be involved in the school community, and planning professional
development. The school hosted four placements most semesters over the three years. The
principal changed over the time of the study.
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Pīkake Elementary School. Pīkake Elementary hosted eight teacher candidates in the
first school year, did not participate in placing teacher candidates in the second year, and placed
13 in the third year. The principal held the role of the school liaison and the CE liaison changed
after the first year. The principal was involved in the steering committee and the school hosted
an annual principal panel to prepare graduating teacher candidates for job interviews. In the third
year of the PDS, Pīkake Elementary placed six teacher candidates with mentor teachers.
ʻOhiʻa Elementary School. The school hosted six teacher candidates in the first year,
three in the second year, and a total of 11 in the third year. ʻOhiʻa Elementary School was in a
restructuring process of its curriculum and its administration. The school liaison changed within
the first year and another time after the second year. The CE liaison also changed after the
second year. Additionally, the principal changed after the second year.
ʻIlima Intermediate School. The school and CE liaisons changed during the second year
of the study and the new team collaboratively worked to shape their partnership. The
intermediate school organized a one-day school visit for interested teacher candidates and held
an orientation meeting at the beginning of the semester for teacher candidates in the second year
of the PDS. The school increased the number of placements from seven to 22 teacher candidates
in the third year of the PDS in Spring 2019. The liaisons and two mentor teachers participated in
the NAPDS conferences in 2018 and 2019.
Naupaka High School. The high school and the master’s program from the CE
intensified their partnership by placing a cohort of 20 teacher candidates at the school for their
clinical training in Fall 2012 and again in 2014. With the start of the PDS in 2016, Naupaka
School functioned as the exemplar for the PDS initiative in the Complex. Activities like the
community tour, utilizing the Design Thinking process for community projects, hosting a
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substitute teaching course, and conference participation, were fundamental activities to develop
the collaboration and functioned as best practices for scaling the collaborative PDS in the
Waiwai Complex and the CE teacher education programs. The CE liaison was a former Naupaka
teacher and had a long work relationship with the school liaisons. The two school liaisons
functioned as a resource teacher and a vice-principal. This school opted out of having the mentor
teachers participate in the study.
Collaborating Teacher Education Programs
The CE offered a variety of teacher education programs including a master’s degree,
post-baccalaureate certificate, and/or a bachelor’s degree. CE departments offering teacher
licensure degrees included the Department of Kinesiology (adapted physical education), Special
Education (SPEd), and elementary and secondary education. The Department of Kinesiology did
not have any placements in the Waiwai Complex. SPEd was represented in the capacity of a dual
certification program with the master’s program in elementary and secondary education. All
programs prepared teacher candidates for the Hawaiʻi Teacher Standards Board approved
teaching license and the teaching profession in general. Teacher candidates were organized in
cohorts of 15-20 teacher candidates. A consistent team of faculty members, instructors,
specialists, and field supervisors coordinated these cohorts for the duration of each program.
Master of Education in Teaching. The program offered elementary and secondary
license preparation, and dual SPEd certifications for elementary and secondary education.
Typically, teacher candidates participated in field experiences two to three times each week
during their first two semesters. In their third semester, teacher candidates had a five-day per
week assignment at a school along with teaching responsibilities. In their fourth semester,
candidates completed an internship at a school, which was equivalent to a partial teaching load.
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In the Waiwai Complex, quite a few teacher candidates took a course to attain a substituteteaching certificate and were hired as full-time teachers during their fourth semester. During this
fourth semester, they planned to graduate and were under the supervision of a faculty member
and a mentor teacher at the school for support and evaluation.
Post-Baccalaureate. The post-baccalaureate certificate was a three-semester program
with field experiences during the first two semesters and student teaching in the third semester.
Often, teacher candidates in this program had provisional approval to teach and were working in
the schools as emergency hire teachers. They had to complete the program to receive their formal
teacher licensure. The Post-Baccalaureate Special Education program was a four-semester
program with three semesters of field experience and the fourth semester of student teaching.
Bachelor of Arts (BEd). This program offered three dual licensures including
elementary and early childhood, elementary and multilingual learning, and elementary and
special education. There were differences in the organization of the field experience, but in
general, teacher candidates completed an observational practice during the first three semesters
including field placements for two to three days a week. During their final semester, teacher
candidates were placed all week at a school and had responsibility for solo teaching for three
weeks.
Procedures
This research investigated the first three years of the complex-wide PDS that started in
Fall 2016. Data collection of interviews and surveys started in February 2018 and lasted until the
summer. I started the data analysis as I was conducting the data collection, as recommended for
qualitative research (Charmaz, 2006; Merriam, 2009; Strauss, 1987). Observations and document
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analysis cover the time period from 2016 until summer 2019. Below I describe the procedure in
recruitment and confidentiality.
Recruitment
To identify potential mentor teachers, I used a CE list of current and previous mentor
teachers at the Waiwai schools; I then contacted the CE liaisons to distribute the survey via
email. The first round resulted in a low response rate. I followed up with school visits, reached
out to principals and school liaisons, and I provided a pen and pencil edition of the survey to the
teachers’ mailboxes.
I had access to all school and CE liaisons at the liaison meetings. Though I originally
planned to meet with the school and CE liaisons as a group, in the process of interviewing and
talking to members of the PDS, I decided that one-on-one interviews would deepen the
conversation and provide more flexibility with scheduling. When possible, I interviewed liaisons
as a team at their respective schools.
I approached most principals in person to schedule an interview when I saw them at
complex-related events or made a school visit. CE program directors and steering committee
members responded to my emails to schedule meeting times. One liaison, one program director,
and one field supervisor were in transition out of their positions and not available for interviews.
Interviews took place at the schools or CE, in participants’ offices, classrooms or meeting
rooms. Interviews were scheduled for one hour each. I audio-recorded and transcribed the
individual interviews and sent them to the participants for member checking (Merriam, 2009).
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Confidentiality
To guarantee a confidential research environment, this study was approved by the
University’s Human Subject Review Committee. Additionally, the study was approved by the
Hawaiʻi Department of Education through a data sharing agreement. I informed participants
about their rights and the study procedures and collected participants’ signed consent forms
before conducting individual interviews. Participants had the option to withdraw at any time
during an interview. To secure individuals’ confidentiality I included participants’ roles and
assigned individual schools’ pseudonyms in the final paper. Referring to interviewees’ roles
provides a chance of identification and I noted this in the consent form and also verbally when
inviting participation.
Instrumentation
Qualitative research includes data that represent personal experiences, in particular realworld situations (Stake, 2010). Common instruments are observations, interviews, surveys, and
reviews of records and documents and I used these instruments for data collection. Interviews
were the primary data sources for this study. I also used a mentor teacher survey, which not only
provided a description of the group of mentor teachers, but also functioned as a means to recruit
participants for interviews.
Document analysis made up a third data source. Documents included meeting minutes
from multiple PDS meetings and literature from the university and the schools concerning their
programs (Appendix F). During my visits to school events and meetings, I took ethnographic
field notes. Memo writing, a tool in grounded theory analysis, provided space and time for me to
reflect on events as a fourth data source.
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Interviews
Interviewing is a powerful way to gain insight into “educational and other important social
issues” (Seidman, 2006, p. 14). Intensive interviewing permits an in-depth exploration of a topic
or experience. The interviewer is there to listen, to observe with sensitivity, and to encourage
people to reconstruct their experiences and to reflect on actions within the context of their lives
(Seidman, 2006). Creswell (2014) stated that questions should be open-ended and broad to leave
room for the participant to construct the meaning of a situation. This is predominantly done in
discussions and personal interactions. Strauss (1987) emphasized using generative questions to
make distinctions and comparisons among respondents. Further, I reflected Merriam’s (2009)
examples of interview questions which consider and ask for participants’ experiences, behaviors,
and values in order to elicit information and opinions.
I used the same open-ended interview guideline for the different groups of respondents.
Some questions were adapted slightly to be more appropriate for interviewees’ roles (see
Appendix A for a list of all interview questions). The questions reflected the components of
activity theory (Yamagata-Lynch & Smaldino, 2007). Following the framework, I specifically
included questions regarding the subjects’ perspectives about the goals for the organization
(object), the procedures and working conditions (rules), the relationships between school or CE
communities (community), and how each participant contributed to the PDS (division of labor).
An example of a question inquiring about the object of the participants’ action was: “What goals
do you see for your organization (school or CE program) in this collaboration between the school
and CE?” I encouraged a detailed description, by probing further: “Can you tell me more about
this? Or can you give an example?” After the participant clarified his/her goal, I followed up
with three questions inquiring about the tools (e.g., the means or ways a person addressed the
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goal): “What is happening to reach this goal? What is your role in this? How is this (reaching this
goal) supported?”
The use of the activity theory as a theoretical framework provided a guideline in drafting
the interview questions. As a qualitative researcher, I wanted to hear the participants’ perceptions
and I did not want to limit their responses by providing too much direction. At the same time, I
wanted to frame the study clearly and identify aspects that justify calling this initiative a PDS.
Survey
A survey is used to provide numeric descriptions of trends, attitudes, and opinions by a
sample of the population to make generalizations about the population (Creswell, 2014). I
developed and used a survey to describe participants and their perspectives in the mentor teacher
community and to identify participants for focus groups conducted at each school (see Appendix
B for survey). I designed the 23-item survey, available to participants online or on paper,
primarily to gain a richer perspective of mentor teachers’ viewpoints and their experiences with
the complex-wide PDS and the teacher education programs. The questions consisted of seven
short-answer, ten multiple-choice, and six Likert-scale format questions. There were four parts to
the survey. The first four questions collected demographic descriptors and the following eight
asked about the participants’ teaching assignments and understanding of the PDS. The third part
included three questions concerning the working climate at the school. The last section inquired
about mentoring including participants’ experiences, perceptions of the value of mentoring, and
perceptions about the collaboration with CE faculty. At the end, participants had the option to
state their contact information and make comments There were two options for a voluntary
follow-up, participation in one-to-one interview or a phone call interview.
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Primarily, the survey allowed me to identify participants for the follow-up interviews and
to assess the representation of the interview participants related to the larger group. Responses
helped me to gain an understanding of participants’ understandings of a PDS and to describe the
group of mentor teachers in the Complex.
Observations and Documents
Observations generally take place in the natural setting where the phenomenon under
study occurs and provide the researcher with firsthand experiences with the participants’
everyday activities (Merriam, 2009). I was a participant observer (Angrosino, 2007). As such, I
participated in PDS meetings, took meeting minutes and attended other events in connection with
the PDS and the Complex. I recorded these events with field notes documenting my observations
of collaborative work and my impressions regarding participants’ outlooks towards the PDS.
I reviewed existing documents regarding school programs and CE teacher education
programs. Further, in the process of the development of the PDS, PDS-related documents were
created that illustrated and described structures and roles in the PDS (See Appendix F for a list of
the documents). These documents were drafted by PDS members and shared with participants
within the Complex on Google Drive.
Memo Writing
Memo writing is a technique in qualitative research to help the researcher keep track of
ideas and thoughts during data collection and data analysis. By backtracking thoughts and ideas,
these memos become data (Charmaz, 2006). This became more important when I integrated
memos to sum up and sort codes and concepts (Strauss, 1987). Examining and sorting are
techniques to produce “memos of greater scope and conceptual density,” (Strauss, 1987, p. 18).
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Data Analysis
To report on the procedures of the complex-wide PDS I applied grounded theory as a
mode of analysis (Glaser & Strauss, 1967). The theoretical framework of activity theory with its
activity systems analysis was the structure to organize findings and discover relationships and
contradictions among the activity systems and their participants.
In the data analysis, I employed inductive methods to compare and find meaning in
participants’ experiences (Merriam, 2009). It is a process of taking apart the data and putting it
back together (Stake, 2010), a process that involves consolidating, reducing, and interpreting
data (Merriam, 2009), with the ultimate goal of providing the participants’ stories (YamagataLynch, 2010).
I used NVivo, a qualitative data computer software, and Google to organize and code the
data. I stored all digital files on my home computer which was secured by a password. Nondigital documents such as surveys and consent forms were stored in a file cabinet in my home
office for safekeeping. I assigned schools and participants pseudonyms to protect the anonymity
of participants.
Activity Systems Analysis
Scholars in CHAT have applied activity systems analysis in qualitative research
(Yamagata-Lynch, 2010). They used it as a descriptive tool to capture processes in
organizational change and to identify systemic contradictions and tensions in educational
settings. Engeström (2000) used this method in work settings to reflect upon and bring changes
to work settings, known as change laboratories. It is a method for researchers to “extract the
essence of complex data sets in a graphic model that they can communicate with others”
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(Yamagata-Lynch, 2010, p. 10). This method allows researchers and practitioners to compare
different activity systems to draw systemic implications.
Participating entities in the PDS were the mentor teachers, the liaisons, and the
administrators; each comprised one activity system. Though CE and school participants might
have had conflicting opinions or perceptions about aspects of the PDS, they were the boundary
spanners, the people who operate in the schools and the teacher education programs at the same
time (Whitenack & Swanson, 2013). The activity system of the liaisons combined CE and school
liaisons into one group because of their similar functions in respect to the PDS. The activity
system of the administrators combined CE and school administrators for the same reason. Figure
5 illustrates the three activity systems.
Figure 5
Activity Systems of Mentor Teachers, Liaisons, and Administrators

Coding Qualitative Data. The essence of grounded theory analysis is a reciprocal
relationship between data collection, analysis, and theory building (Glaser & Strausse, 1967).
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Data analysis began shortly after the beginning of data collection and involved the constant
comparison of emerging codes and categories in the data. Through this process, I was looking for
saturation of data, where the information being received from participants was duplicative rather
than original. Applied techniques in the process to analyze the qualitative data were open coding,
axial coding, selective coding, and theoretical memos (Strauss & Corbin, 1990).
The data analysis included three steps. Each activity system was analyzed using open and
selective coding as described below. To compare the activity systems, I aligned categories and
subcategories across the groups of mentor teachers, liaisons, and administrators. Once I coded all
interviews, I used selective coding as a second step and then described each activity system. In
the final step, I applied selective coding to compare participating groups to discover
congruencies and differences among the activity systems. The activity systems analysis allowed
me to identify contradictions, sources of disruption, innovation, and change that were present and
influenced the PDS. This addressed the purpose of identifying supporting and impeding
components in the development of the PDS.
Step 1 - Open and Axial Coding. In the process of open coding, concepts are identified
and developed in terms of their properties and dimensions (Strauss & Corbin, 1990). Categories
are discovered when concepts are compared and are found to pertain to a similar phenomenon.
Axial coding follows open coding and is the process of putting the data back together to make
meaning. It is the process of making connections among concepts, relating and clustering
subcategories in one larger category. It involves inductive and deductive thinking, making
comparisons and asking questions.
After open coding of the first interviews with a CE liaison and a principal, I clustered the
identified concepts in accordance with the theoretical framework of CHAT. The theory provided
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categories, which aligned with the research questions. I identified and defined properties
according to the theoretical framework which described the categories of goals and motivation,
tools, roles, community, and division of labor. I proceeded with open coding with a third
interview I conducted with a mentor, using the categories and subcategories I had previously
defined. In the next step, I compared the sub-categories across the different activity systems to
define concepts. This process allowed for a preliminary structure of categories and subcategories
that were applicable across the activity systems.
Figure 6 below provides the example for the category, object. Column A lists the
preliminary concepts under object (Define PDS, Motivation, Benefits, Goal, Vision). The first
line lists each exemplary interview participant labeled as liaison, principal, and mentor teacher,
and the mentor teacher survey. The Figure provides an overview of the subcategories.
Figure 6
Subcategories Across Exemplary Participant Groups and the Mentor Survey: Example for
Object

Within each system I then coded the other interviews using the already determined categories
(goals, tools, etc.) and subcategories that I outlined in this process. At this stage I treated each
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activity system as one entity. The next step was selective coding to determine integrated
subcategories within each activity system.
Step 2 - Selective Coding. Selective coding is the process of selecting a category by
systematically relating it to the other categories (Strauss & Corbin, 1990). The integrated
category is the central phenomenon and combines several of the subcategories. The goal is to
identify the essence of the story; this process is descriptive and narrative and involves the
development of a story line, the conceptualization of the story.
Once I coded all interviews within one activity system, I applied selective coding to
determine integrated subcategories to tell the story of each activity system. Figure 7 illustrates
the integrated subcategories for the category object. The first line in the table provides the name
of the activity systems. The columns list the integrated subcategories. Column F defines the
category across the activity systems; the category object reflects Motivation. Figure 8 is a
depiction of each activity system with categories and defined integrated subcategories.
Figure 7
Integrated Subcategories within each Activity System of Mentor Teachers, Liaisons,
Administrators: Example for Object
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Step 3 - Selective Coding Across the Activity Systems. I applied selective coding across
the three activity systems presented in Figure 8 above. Figure 9 summarizes the activity system
for the PDS and depicts the PDS with its categories and the emergent themes. These themes are
presented in detail in Chapter 4.
Figure 9
Activity System of the PDS Including Categories and Themes

Credibility and Validity
The researcher is considered as one of the instruments in qualitative research (Stake,
2010). The research literature refers to common approaches to limit these flaws. In my research,
I considered member check, gained consciousness about my researcher bias and used
triangulation to maximize credibility and validity.
Member Checks. To increase the credibility of the data, once interviews were
transcribed, I invited the interviewee to provide comments and corrections (Stake, 2010). This
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validation of the data helped to reduce errors. Stake recommended a timely follow-up with the
participant to increase the chances of feedback. According to Merriam (2009), a member check
could include the sharing of a preliminary analysis with participants to check the accuracy of the
researcher’s interpretations (Merriam, 2009). She suggested that participants need to be able to
recognize their experiences in the researcher's interpretation, and if needed, comment for
possible revisions.
I shared the interview transcripts with the participants and ask for feedback. Three CE
faculty members provided minor clarifications on their statements. I took advantage of principal
and liaison meetings to provide preliminary findings and to ask for feedback (Appendix
I). Member checks increased the accuracy of my interpretations.
Researcher’s Bias and Positionality. My position as a graduate assistant at the CE
provided me the connection to participants but also associated me with the CE. It was part of my
job to analyze, document, and support the PDS development at the Waiwai School Complex and
I participated regularly at liaison and steering committee meetings and attended PDS related
events throughout the three years of data collection. I presented findings at PDS related meetings
and presented at national conferences, this added to conversations regarding the vision and
mission statements and role clarifications for PDS participants. The benefit of my status as an
employee granted me access to participants and inside knowledge and allowed me to build trust
and rapport with the participants in the complex-wide PDS.
A drawback of my role could have been that participants were cautious about being
critical of the CE and the PDS. As an employee, I was an advocate for the PDS; as a scholar I
exercised a critical voice addressing the CE and the PDS. This conflict of interest was settled
with terminating the GA position in the final stage of the study. In addition, I followed research
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procedures as outlined. Following the planned procedures in data collection and analysis
provided rigor to the study.
I was aware of potential biases stemming from my past experiences as a teacher. I taught
and mentored at an elementary and high school in the German school system. One of my
extracurricular jobs was to strengthen collaboration among schools in the community. In my
experience, a lack of time and the geographical distance between the schools were two persistent
obstacles for collaboration in the everyday life of the teachers I worked with. During the data
collection I journaled my thoughts and kept reflective notes following interviews, field
observations, and meetings. I periodically stepped back and examined my assumptions,
maintaining an attitude of skepticism. In the interviews, I asked the participants for clarifications
of their ideas to strengthen their perspectives. In the analysis, I used triangulation of the data.
Journaling and triangulating the findings helped me to detect assumptions and to eliminate
statements that were not supported by evidence.
Triangulation. Triangulation of the data is one way for the researcher to increase the
confidence of correct interpretation. It helps to see identified components from different
perspectives. Often this adds to a more complex or deeper explanation than originally
envisioned. Triangulation requires the researcher to look and listen from various vantage points,
and to build confidence in the quality of the evidence. Stake (2010) elaborated that the researcher
needs to determine whether or not triangulation is needed. For trivial descriptions and personal
interpretations, there is little need for triangulation. If the description is relevant but debatable,
there is some need for triangulation. When a statement is important for the findings, multiple
sources of data are needed to cross-check the evidence (Merriam, 2009).
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I triangulated when necessary in the following ways: (a) Triangulation of data supported
conclusions through the use of interview transcriptions, surveys, documents and meeting
minutes, (b) triangulation of methods supported conclusions through the use of surveys,
interviews and observations. Though a dissertation is a process of thought delivered by the
individual work of a scholar, discussion with participants and other scholars can count as a
triangulation of researchers. I did this through presentations to stakeholders in steering
committee and principal meetings, and at multiple conferences. I received feedback on both the
content and my interpretation of the data.
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CHAPTER IV. Findings
The purpose of this research was to document and analyze the first steps made in a
school-university partnership. Participants were involved with teacher education at six schools
and three teacher education programs in diverse roles as mentor teachers, liaisons, principals,
College of Education (CE) program directors, and other administrative staff from the CE and the
Hawaiʻi State Department of Education (DOE).
This chapter presents the results of the activity systems analysis incorporating the
grounded theory analysis of the data. I analyzed participants’ experiences regarding their
involvement, actions, interactions, and perceptions about teacher education in the context of a
PDS.
The emerging themes follow the categories of the theoretical framework and address
goals, tools, rules, community, and divisions of labor of the PDS. The findings presented in this
chapter seek to answer the research questions, that align with the theoretical framework of
Cultural-Historical-Activity-Theory (CHAT):
1. Goal: What is the common understanding of the Waiwai Complex-Wide PDS?
2. Tools: How does the Waiwai Complex-Wide PDS apply the tools (placements,
professional development, research and inquiry, student learning) to meet requirements
for PDS work?
3. Rules/ Community: What is the understanding of the participants’ roles in the Waiwai
Complex-Wide PDS?
4. Division of Labor: How do organizational structures support or impede the development
of the Waiwai Complex-Wide PDS?
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Participants’ individual stories contributed to the collective stories in the activity systems
of mentor teachers, liaisons, and administrators. In this section, I compare and contrast themes
across the activity systems to understand human practices that are situated in the collective
context to help discover differences in participants’ actions (Yamagata-Lynch, 2010).
The data analysis is presented in two sections. Section I reports on the organizational
structures of the PDS based on the descriptive data of meeting minutes, PDS-related documents,
and field observations, spanning the first three years implementing the PDS, Fall 2016 to
Summer 2019 (see Appendix F for list of resources).
Section II provides the analysis of the interviews with eight mentor teachers, nine liaisons,
and 12 participants in administrators’ roles, all conducted in the Spring 2018. The data from
mentor teachers were supported by the survey results from 42 participating mentor teachers. The
section covers the themes that emerged in the four categories of motivation, tools, roles and
division of labor.
Section 1: The Context of the Waiwai Complex-Wide Professional Development School
This section describes the context of the PDS; the findings are based on data from internal
documents and meeting notes and listed in the Appendix F. I start with the description of the
historic events leading up to the PDS and follow with an overview of organizational structures
introduced with the agreed governance structure and the Memorandum of Agreement (MoA)
between the Waiwai Complex of the DOE and the CE and its teacher education programs. Other
organizational structures that changed and got refined with the implementation of the PDS were
placements of teacher candidates, conference participation, communication, and Complex
activities. These were shared and discussed among the schools and CE’s teacher education
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programs at various meetings during the time of the data collection from Fall 2016 to Summer
2019.
History
The Waiwai Complex consisted of seven schools, all of which had been involved in some
form of teacher education with the CE or another higher educational institution. The motion to
formalize the collaboration between the Complex and the CE under the umbrella of a PDS
originated from the successful collaboration between Naupaka School and the CE master’s
program during 2012 to 2016. During this collaboration, two cohorts of up to 20 teacher
candidates were placed with mentor teachers at Naupaka School. The mentor teachers worked
with the teacher candidates and provided them with a learning environment to become skilled in
the profession while embedded in the school community. This partnership was recognized by the
participating institutions as a win-win situation. Cohort leaders from the CE believed in serving
and supporting the school through the work of teacher candidates and the school was able to hire
program graduates—teacher candidates whom they knew and had worked with. In addition,
through partnering with Naupaka School, the CE was able to provide a quality, community
embedded teacher preparation program. The idea to form the first complex-wide PDS was
developed through informal conversations among administrative personnel and was quickly
supported by the District’s Complex Area Superintendent and the Dean of the CE. Both were
convinced by the benefits of this cross-institutional work relationship. Within the CE, faculty
members discussed the idea of the PDS and at the complex level and principals agreed to the
idea of a Waiwai Complex-Wide PDS to generate wide support for this endeavor. As a result, a
group of faculty members at the CE drafted a MoA to constitute the first complex-wide PDS in
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Hawaiʻi, beginning in Fall 2016. All seven principals in the Complex approved and signed the
MoA in Fall 2016.
Governance Structure
In the Fall of 2016, each school in the Complex chose a school liaison and the CE
assigned a CE liaison for each school; together they organized the teacher candidate placements.
Thus, the PDS work started with 14 appointed liaisons who met at a Complex liaison meeting for
the first time in November 2016. Following this meeting, CE faculty drafted and proposed a
governance model to clarify structures in the PDS (See Figures 10 and 11 below). The steering
committee, consisting of principals and CE faculty, was formed to support the coordination of
the PDS and to reduce the number of meetings for the larger group (i.e., 14 people at the liaison
meetings). From 2016 to 2019, when data were collected for this study, the liaisons and steering
committee met once a semester. Additionally, the college held a CE-liaison meeting once each
year.
Figure 10 demonstrates the different groups organized in a star arrangement, showing the
collaborative nature of their relationships. This was in contrast to the common hierarchical
structures in organizations like the DOE and CE.
Figure 10
Governance Structure
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Figure 11 provides an overview of the people involved in the different groups within the
star structure of the PDS. The original version stated names, Figure 11 provides participants
anonymity. During the three years of data collection for this study, there were changes in
personnel and clarifications in peoples’ roles. For example, all of the members of the executive
committee changed due to retirement or new job assignments. In the CE, all but one program
director changed positions. There was more consistency among the principals; five of the seven
principals stayed in their positions during the first three years of the PDS. The steering
committee members all stayed in their roles over the first three years. The liaisons also
demonstrated stability; there was only one change in the CE liaisons and all school liaisons
stayed in their roles for the first three years of the PDS.
Figure 11
People Involved with the PDS
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Placements at the Waiwai Complex-Wide PDS
All schools and the CE agreed to the PDS organizational structure of providing
placements for teacher candidates for joint teacher education in fall, 2016. The schools varied in
the number of mentor teachers who were willing to take teacher candidates and in their
organization of working with the candidates. For example, one school chose to host teacher
candidates from various CE teacher education programs, while another school preferred to host
teacher candidates from only one teacher education program at the CE. Most schools increased
the number of teacher candidate placements over the first two years; one school opted out from
hosting candidates for one year, and another school decreased their number of placements. The
number of placements included both observational practice, when the college students were in
the classroom twice a week, and student teaching, when college students were in the classroom
for five days a week. Mentor teachers voiced preferences for either of the two types of
placements as the work with the candidates differed in workload and intensity between the two.
The schools proceeded differently in the selection of mentor teachers. For example, at some
schools the principal was involved in convincing teachers to mentor and at other schools this was
left to the school or CE liaison. Sometimes the CE liaison had established relationships with
mentor teachers and hand-picked mentors in coordination with the principal. At several schools
mentoring was approached as a form of teacher development.
In a non-PDS setting, school placements were organized by the cohort leader in the
different teacher education programs. Organizing school placements through a liaison was a new
concept for the participants in the CE and the schools. If a cohort coordinator would like to make
placements at a school with a CE liaison, that liaison would be the point of contact and not the
school directly. Often the CE liaison was the cohort coordinator with placements at the school,
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but during several semesters the CE liaison had placements at other schools and therefore had a
coordinating role for other cohorts with placements at their school.
Figure 12
Number of Teacher Candidates placed at the Waiwai Schools per Semester

Despite a trend of increasing the number of placements, Figure 12 demonstrates that in
the first two years a higher number of placements in fall semesters was followed by a lower
number during the spring semesters. Figure 13 demonstrates a continuous increase in the overall
number of placements. The divide into school placements shows that over the course of the first
three years the number of placements were more evenly distributed: ʻŌlena, Kāhili, and Naupaka
had fewer placements in the third year, but other schools increased their number of placements.
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Figure 13
Number of Placements According to Schools

Conference Participation
Before the start of the PDS, CE faculty attended and presented at the National
Association for Professional Development Schools (NAPDS) and the Association for Teacher
Education (ATE) conferences. School staff and teacher candidates from the Naupaka School
accompanied the faculty to these conferences and the participants agreed on the learning the
conferences provided for their understanding regarding PDS work. Therefore, CE faculty
promoted conference presentations as an opportunity to strengthen the collaboration among CE
and school faculty and encouraged participation at the liaison and steering committee meetings.
The CE supported the attendance with funding and encouraged schools to send representatives,
but required the schools to contribute half of the expenses. Nine representatives of the PDS
attended the NAPDS conference in 2017; not all of the schools were represented. The following
year, a larger group of school and CE members attended the ATE conference in Las Vegas. 18
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people were involved in six presentations on the Waiwai Complex-Wide PDS. Eleven presenters
were from DOE schools, including mentor teachers, vice principals, and resource teachers. That
same year, 2018, another group of Waiwai Complex-Wide PDS participants presented at the
NAPDS conference in Florida. In 2019, the two conferences shared a location and time in
Atlanta, Georgia; there were six presentations regarding the Waiwai Complex-Wide PDS with a
joint effort between faculty and school staff. These conferences provided an opportunity to build
relationships, collaborate around the PDS, and more importantly learn with and from others who
were presenting and participating in the national conferences. Figure 14 provides the overview of
the conference partticipation and appendix H lists the presentation titles.
Figure 14
Conference Participation Representing the Waiwai Complex-Wide PDS

Modes of Communication Within the PDS
With the number of people involved with the PDS, communication and sharing of
information was an important topic. The liaison meetings became a forum for sharing schools’
experiences with candidates, discussing activities within the Complex, and reviewing the

PROFESSIONAL DEVELOPMENT SCHOOL COMPLEX

78

program and school requirements for the work with teacher candidates. Various documents were
drafted by PDS participants through the first three years and organized in a Google Team Drive
to provide information. Examples are an information sheet about the CE programs and their
operation, shared documents to organize school visits, and conference participation. CE faculty
started living documents such as “Vision and Mission Statements” and “Roles and
Responsibilities” describing the PDS’s goals and procedures (See Appendix F for listing) and
encouraged editing by the PDS members.
Furthermore, the steering committee spurred further conversation by initiating an internal
annual evaluation of how the schools supported the PDS. Each liaison team responded to the
annual evaluation to reflect on the previous year of collaboration by answering a six-question
survey for the school and CE liaisons. Questions request the liaisons to reflect on successes,
goals for the next year, challenges, and ways to support and recruit mentor teachers.
Waiwai Complex-Wide Activities
The MoA outlined “duties and responsibilities with the combined expertise of schools
and CE to best educate and prepare the new teacher generation” (MoA, 2016). CE and school
faculty members adapted successfully activities between the high school and the master’s
program to Complex-wide activities inviting all schools in the Waiwai Complex-Wide PDS to
participate. These Complex-wide activities became reoccurring events during the first years of
the PDS, spanning across the schools and teacher education programs. Examples included
community tours, design thinking workshops, administrative panels, substitute teacher training
courses, and school visits. The community tour provided teacher candidates and cohort
coordinators a geographic and demographic introduction to the community including institutions
that supported K-12 student learning. The design thinking workshop helped to organize school
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projects that were executed by teacher candidates to support the school community. The
principals participated in a panel for teacher candidates to teach job interview skills and explain
the hiring practices of schools. The ability of teacher candidates to substitute teach became an
integral part of the relationship as it provided support for the schools and the mentor teachers.
The process of certifying teacher candidates as substitute teachers supported the schools’ pool
for substitute teachers, improving the schools’ abilities to organize professional development.
According to DOE regulations, substitute teachers have to hold a bachelor’s degree. The PDS
extended this certification option to teacher candidates in the undergraduate programs in the
Waiwai Complex. This required a formal approval on the district level and served as an example
of how the work in this PDS was influencing policy. Table 4 identifies Complex-wide activities
and organizational milestones over the three years of the study.
Table 4
Timeline for Events and Milestones in the Waiwai Complex-Wide PDS
Date

Complex-Wide Events

2016/2017 Community tour,

Organizational Milestones
Drafting a governance structure,

PD-day,

Signing of the MoA by all principals

Design Thinking workshop, Sub

and program directors,

training,

Implementing regular steering

Open day at Naupaka School,

committee, liaison, and CE liaison

Principal Panel,

meetings

CPR/AED workshop,

End of year reflection for liaisons

Job Fair
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2017/18

2018/19

Community tour,

Steering and liaison meetings during

Design Thinking workshop, Sub

the school day,

training for BEd, School visits at

Drafting Vision and Mission

ʻIlima and Pīkake,

Statements,

Principal Panel,

Establishing a Team Drive

CPR/AED workshop,

Offering a substitute certification for

Job Fair

bachelor students.

Individual schools organized

Steering and liaison meetings during

orientations and community tour,

the school day,

PD-day,

Start of PPNL cohort in Summer 2019
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Design Thinking Workshop, Sub
training,
Principal Panel,
CPR/AED workshop,
Job Fair

Section 2: Analysis of the Findings—Participants’ Voices
The data set for Section 2 consisted of 29 transcribed one-on-one interviews that were
coded to illuminate critical statements and to identify relevant themes (Strauss & Corbin, 1990).
To maintain confidentiality, I assigned each participant a pseudonym. Refer to Table 2 in
Chapter 3 (p.45) for participants’ pseudonyms and their inclusion in the activity systems of
mentor teachers, liaisons, and administrators. All mentor teachers’ pseudonyms start with a K, all
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liaisons’ pseudonyms start with an A, all principals’ pseudonyms start with an H, and all CE
directors’ and faculty members’ pseudonyms start with an I. All school names are pseudonyms.
Findings are presented according to four categories of (a) motivation, (b) tools, (c) roles,
and (d) division of labor. Twelve themes emerged across the activity systems and are described
below. The first category, motivation, had three themes:
•

Lack of shared understanding regarding the PDS

•

Institutional benefits

•

Complex culture
Themes in the second category, tools, aligned with the four-fold agenda of the PDS

(Brindley et al., 2008; NCATE, 2010) to guarantee the activities in the Waiwai Complex
represent PDS work.
•

Teacher candidate placements

•

Professional development

•

Inquiry and research

•

Student learning

The third category, roles, included the CHAT component of rules mediating between the subject
and the community and included the themes:
•

Mentor teachers’ role

•

Liaisons’ role

•

Steering committee role

The fourth category, division of labor, mediating between the object and the community,
included the emerging themes:
•

Building community
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Support systems

Motivation—Common Understanding of the PDS
The first category summarized participants’ motivation to be part of the Waiwai
Complex-Wide PDS and what their experiences meant to them. Under this category, participants
spoke about the meaning, goals, and benefits of the PDS. The themes that emerged under the
category of motivation include: (a) lack of shared understanding regarding the PDS, (b)
institutional benefits, and (c) complex culture. The outcome for the participants across the
different activity systems aligned with a common goal to contribute to quality teacher education
that will provide the Complex with new hires.
Theme: Lack of Shared Understanding Regarding the PDS. Waiwai schools had
accommodated teacher candidates in various teacher education programs prior to the PDS. The
Complex’s schools agreed to work with the CE in the organized way under the umbrella of the
PDS in 2016. Different groups of stakeholders had varied knowledge and understanding of the
PDS. The school principals had all signed the MoA and had approved this research project, so
they had heard and read about the PDS. The groups of the liaisons and mentor teachers
developed an understanding of goals for teacher education through interacting with teacher
candidates. Complex-wide activities might also contribute to the knowledge about the PDS.
While mentor teachers did not use the term PDS in their work with teacher candidates, the term
PDS was discussed at the liaison meetings, where the participants shared their work with teacher
candidates, questioned and clarified expectations. Their discussions helped the liaisons to clarify
their understanding of the work within the PDS. This will be discussed further when I elaborate
on the roles of the PDS members.
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In the mentor teacher survey, I asked participants: In three sentences or less, please
describe your understanding of a Professional Development School. Most mentor teachers
focused on the work of teachers and teacher candidates and did not clarify whether they referred
to college students or P-12 students, e.g. “A Professional Development School is a school that
strives to continue and improve all paths of learning for teachers and students” (Survey
Participant #14, 2018). The survey responses revealed that most mentor teachers lacked an
understanding of the term PDS. Only four out of 42 survey respondents explicitly described the
collaborative aspect of the PDS: “a collaborative effort between the [CE’s] student teaching
program and the schools in our complex area, to provide meaningful experiences for future
teachers” (Survey Participant #25, 2018). In her interview, Kate confirmed that most mentor
teachers were not aware of the “new PDS” but rather saw their role as mentor teachers as they
had before. She remarked, “I think I never heard it being described as a PDS, that’s why my
response was like, I think it is this.” Keanu, another mentor teacher, emphasized the PD and
defined the PDS as “where the school sends me to conferences, workshops.” On the other hand,
Kainoa and Kristin expressed more knowledge about the effort in the Complex and described the
PDS as “the schools in Waiwai are taking a more active role in providing support for the
upcoming teachers by collaborating with the education department at [the CE].” Kristin had
participated at one of the conferences and Kainoa had stronger connections to a liaison who had
attended one of the conferences.
Compared to the mentor teachers who did not know much about the concept of the PDS,
the liaisons had developed an understanding of the PDS through the shared experiences at the
liaison meetings. Additionally, all CE liaisons and two of the school liaisons attended one or
more of the conferences, presenting about the PDS. Amelia, a school liaison, expressed a
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revealing moment at a conference regarding her understanding that the PDS involved not only
her school but all schools in the Complex:
I don’t think that even I realized, even coming to the [liaison meetings], I didn’t realize
how much it was a Complex partnership. Until I went to the conference and I saw that
whole, everybody together, it hit me more.
By January 2017, all principals and program directors had signed the MoA and, therefore,
formally knew about their responsibility to involve their school in teacher education with the CE.
All schools were required to offer placements with mentor teachers in some capacity and the CE
teacher education programs were required to provide teacher candidates for these placements at
the schools. One principal, Hale, described the MoA as an arrangement and reflected on the
positive experiences that led to it:
There is an arrangement. Typically, you would not have an arrangement if you do not
have a good relationship. Good as defined as philosophically aligned to some degree,
mutually beneficial for both parties. It is a good idea, in a community like us.
Theme: Institutional Benefits. Across the activity systems, interview participants from
the school level expressed the institutional benefits of being involved in teacher education.
Participants agreed that the collaborative experience for mentor teachers and liaisons contributed
to more learning and inspiration while demanding more professional behaviors from mentor
teachers, such as reflecting on best practices. Liaisons and administrators referred to the mutual
benefits for the schools and teacher education programs. Principals mentioned access to a larger
pool of better trained teachers and being able to fill position with recent graduates. CE program
directors were also interested in ensuring collaborative ties with schools to guarantee quality
placements.
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Collaborative Experiences. Mentor teacher survey participants thought that the schools
could benefit from hosting teacher candidates. They stated that the schools benefited from having
teacher candidates in the classroom since it “allows for more teachers (hands, eyes, and minds)
in the classroom to support student growth” (Survey Participant #1, 2018). Kristin, a mentor
teacher, expressed that she appreciated the modeling for K-12 students when she worked with
teacher candidates in the classroom. She also expressed the positive input that teacher candidates
brought to the teaching staff:
I really hope that for the school, that we will be open-minded enough to allow these
teacher candidates to try all these new things they are learning and in return the veteran
teachers, our existing teachers try new strategies they might be learning because I think
the [college] is more up to date with information now as opposed to all the information at
the school.
The mentor teachers in this study took responsibility to best prepare teacher candidates
for successful teaching in the classroom. This was expressed by the survey participants stating
their responsibilities to “Help prepare teacher candidates for the teaching field” (Survey
Participant #1, 2018). In addition, the interviewed mentor teachers liked to share their
experiences and demonstrate to teacher candidates what the profession of a teacher comprised. A
survey participant stated, “Candidates get a better understanding of the school and classroom
environment, get a head start on classroom management strategies, and learn to form their
teaching style” (Survey Participant #18, 2018). Kate advised teacher candidates, “Don’t … stop
learning. Don’t be like, ‘you got it,’ that is how it is for the rest of your life. Teaching is
continuous learning.”
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The majority of the mentor teachers also valued collaboration with CE faculty and
instructors. For example, Keanu expressed in her interview that the partnership could make a
positive contribution to teacher education:
Just between the school, [our school] and [the CE], so much can be done. Like,
strengthen the teacher program, as we work together as far as mentor teachers, teacher
candidates, as administrations, all those coordinators, field supervisors, those put
together, I can see that to strengthen the teacher program.
The CE liaisons appreciated reliable placements and the opportunity to build “a cadre of
mentor teachers who were open to letting candidates try out things they were learning about and
who were interested in giving feedback and guidance” (Alec). Amelia, a school liaison, saw a
benefit in the collaboration between teacher candidates and mentor teachers because teaching
became a collaborative learning experience. This was expressed in situations when the teacher
candidate tried a form of instruction or used instructional material they were introduced to in a
CE course. Successful implementation of this new instruction or material added to classroom
learning. Amelia expressed the potential of collaborative reflection that served as a learning
experience for the mentor and mentee:
Getting new ideas from the teacher candidate as well, they start trying different things in
your classroom. It is different from the way you normally would have done it and causes
that growth as the teacher which in turn has an impact on students. Just that extra body,
especially when they do small group instruction, I see the teacher taking a group and the
teacher candidate is taking a group.
Inspiration and Learning. Three of the eight mentor teachers explicitly said in their
interviews that they valued input from the teacher candidates. Kristin used the example of a
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teacher candidate’s integration of dance into her lesson, which inspired Kristin to bring in more
of her personal passions to teaching. On a similar note, Keanu stated that she valued the use of
informational texts in addition to the workbook, which was more interesting and fun for the kids
and motivated Keanu to deviate from the textbook. Kainoa found inspiration from her teacher
candidates and mentioned that she was looking for the “fun creative spark” teacher candidates
could bring into lessons. This reminded her of her own experience as a teacher candidate. Kristin
summed up the expressed benefits as:
I see motivation is coming from the teacher candidate to me, what the teacher candidates
have given to me are fresh new ideas. They have taught me a lot to hold myself more
accountable for the things I need to do so I can be a good mentor to them.
The school liaisons confirmed the inspiration mentor teachers received in their mentormentee interactions with the teacher candidates. Alec expressed his hope in the reciprocal
learning, “that the mentors learn just as much from the candidates as well as the candidates are
learning from them.” Liaisons saw a greater willingness among the younger and early career
teachers to mentor. Rather than being on their own in the classroom, the mentor teachers had
partners, the teacher candidates, in their process of figuring out the job of a teacher. Akoni
stated: “The younger ones [...], they are still learning, they are learning together, they say - itʻs
good to have a partner to learn with.”
All liaisons in the PDS showed an interest in organizational and supportive structures to
best prepare teacher candidates for the classroom. The school liaison Arno voiced an
appreciation for participating in the preparation of “great teachers,” in which Akoni added that
the graduates were “well rounded,” while Aiden saw the chance for “teacher education [to be]
grounded in the reality of the state education and the communities they serve.” School liaisons
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recognized their role in teacher education as aligning the theoretical perspective from the CE
with the practical experience at the school. Hōkū, a principal, acknowledged, “There is a little bit
more direction in what we are looking for, in what the candidates should come with, be prepared
with. There is more voice now from the Complex side.”
The CE liaisons saw their participation in the PDS as a chance to strengthen the
connection with the school for teacher candidates, to provide experiences in extracurricular work
and opportunities to collaborate. Angela expressed, “[the school liaison] gives me the dates of all
the extra-curricular stuff, like the parent dates.” Andrea and Alec referred to the learning
experiences, Andrea stated, “our teacher candidates learn so much at the schools and are
welcomed by them.”
The CE Program Director Irma expressed that the teacher education programs wanted to
support the community in providing quality teaching:
I look at it, [participating in the PDS, is] our way to support our school communities, our
kids—K to 12... and hopefully raising more interest in the teaching profession, as well as
supporting schools. We want to provide quality education; our candidates support the
schools.
Professionalism. Mentor teacher survey participants felt that hosting a teacher candidate
enriched them professionally as a teacher. One participant worded this as “I have become an
even stronger teacher as a result” (Survey Participant #25, 2018). Another survey participant
stated, “I feel that mentoring a teacher candidate allows me to share my thoughts and gain
feedback from another source” (Survey Participant #5, 2018). This was supported by the mentor
teachers who were interviewed. Kai explained, “I see the mistakes they are doing, and I sit there,
‘Hmm, am I doing that?’ I have to reflect on my own teaching too, so that is nice.” Keanu
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critiqued herself, “As a mentor teacher, I had been so stringent.” She saw herself become more
flexible and open to different ways of teaching and used different setups in the classroom during
the years she worked with teacher candidates.
While the school liaisons valued the extra work the mentor teachers took on, the
principals echoed the mentor teachers’ views of increased reflective practice due to the work
with teacher candidates. At ʻŌlena Elementary the liaison, who was the vice-principal expressed
that mentoring was cited in the teacher evaluation and recognized in the area of professionalism.
Akoni stated, “We consider having a teacher candidate the highest level of mentorship; when
they get the ratings, that is one reward.”
The principals saw the increased reflective practice change teachers’ behaviors. Hinode
said, “Every time you get teachers mentoring future teacher professionals, it changes their
attitude and their professionalism… it changes their mindset because they know they make a
bare effect on an individual in terms of the profession.” Hale envisioned the potential to “change
teaching from a closed practice to an open-door reflective practice,” while Hālona pointed to
teachers’ development:
It has been a huge benefit for our school, the young teachers bring young blood into the
school, they might relate better with the younger students, and I think the veteran teachers
see that and they have to up their game too.
Teacher Supply. Across the activity systems, mentor teachers, liaisons, and
administrators mentioned one advantage of the schools’ involvement in teacher education as
getting to know potential colleagues. For example, a mentor teacher expressed, “taking on a
teacher candidate gives the school a four-month evaluation of the teacher candidate, versus a 20minute interview” (Survey Participant #4, 2018). At times mentor teachers provided principals
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with feedback regarding the teacher candidates and therefore took an active role in the hiring
process, contributing to a strong teaching community. Keanu explained, “for the principals, they
get to hire more quality, they have seen them being a part, they have been a part of the parent
nights, stopped by their classroom, talked to the mentor teacher. They get that feedback.”
The school liaisons appreciated hiring recent graduates who were already well-grounded
in the Complex community and aware of the schools’ strengths and challenges. Arno stated, “If I
think selfishly, I want to make sure we have development and we are able to create a ‘farm
system’ of teachers within our Complex.” Amelia, another school liaison, praised the recent CE
graduates that the school hired:
The people, the teachers that we were able to hire have been such an asset to our school,
in terms of their energy, their technical knowledge. Their computer skills have been very
supportive of their grade level, the note-taking that they do. When we do our professional
development sessions, it is usually the [CE] students who come up with these fabulous
notes that they are so willing to share with the rest of them.
Principals shared the advantages of finding future hires among the teacher candidates. As
one principal expressed, the involvement with teacher education was a contribution to the
teaching profession in Hawaiʻi. If the school was not able to hire candidates, Hālona was able to
recommend teacher candidates to other schools.
It doesn’t just benefit us, at some point we had as many as 16 at a time on campus, but it
helps our colleagues. When I say colleagues, I mean other administrators when they are
looking for teachers I can recommend.
Encouraging and allowing teacher candidates to certify as substitute teachers added to the
teacher supply for the schools. Schools were able to accommodate mentor teachers’ absences
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while the teacher candidate had additional opportunities to sharpen their skills. On a few
occasions, teacher candidates were hired as long-term substitute teachers, which turned into fulltime positions at the school.
Mentor Teachers’ Sense of Purpose. Mentor teachers shared a high value of mentoring
in general and referred to the positive experiences of being mentored and mentoring others. The
mentor teachers Kate and Kagami expressed their appreciation for the help they had received
from colleagues and mentor teachers, while Kalani wished she had received more help and
feedback. The survey responses highlighted personal benefits for mentoring as: receiving help in
the classroom, sharing knowledge, reflection upon teaching practices, and seeing a sense of
purpose in mentoring. One participant summed it up as, “Teaching someone else your craft really
helps you to understand it more deeply” (Survey Participant #40, 2018).
Many mentor teacher participants felt a responsibility to give back to the teaching
profession. For example, a survey participant stated, “Mentoring has given me a way to offer
something back to the profession” (Survey Participant #21, 2018). Kagami, a teacher about to
retire, was encouraged by her husband to give back to the profession, to help educate the future
generation of teachers. School liaisons and principals echoed the responsibility of teachers to
educate the new generation of teachers and saw this as part of the profession. Hinode stated:
So, my big thing for my school is the mindset of my teachers knowing that our mission is
to give back to the younger teachers that are coming in. Getting more teachers willing
and not so afraid to be mentors is my goal.
Mentor teachers expressed pride regarding their involvement in teacher education.
Kagami explained, “To see the next generation of teachers coming up, it is very
rewarding.” Kate and Kainoa kept in contact with former teacher candidates, knew about their
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employment status and kept relational ties. All mentor teachers referred to hiring college students
who taught in their classrooms and voiced pride that principals consulted them about hiring their
teacher candidates.
Theme: Complex Culture. The principals at the Waiwai Complex expressed that they
were in favor of aligning educational programs at the different schools. Most students stayed in
the Complex’s schools, as Hālona pointed out, “although we are individual elementary feeder
schools, our belief is eventually one day all our kids end up in the same place, so we all look for
the common [in the student’] in the Waiwai graduate.” On the other hand, the principals also
expressed knowing about the unique characteristics of each school. Hālona mentioned, “We are
pretty aware of what every school does.”
Besides regular meetings among principals, Leilani, the Complex representative,
elaborated on the many initiatives that connected the schools across the Waiwai Complex:
Mathcore, our math initiative, School PBIS, which is also our Complex Positive Behavior
Intervention and Support, we have the partnership Teaching and Learning Framework,
we do have National Honors society in all of our schools, all our schools are AVID
schools. […] PTP, Personal Transition Plan from Elementary to High school, we are part
of the P-20 grant.
The principals expressed support for one another by referring potential hires and sharing
professional development opportunities they organized for their school. Hale stated:
I am hosting [a professional development], if anyone is interested let us know. Or we are
hosting the training, but I have maybe 12 open spots, are you guys interested and you
know what- you don’t need to pay, I’ll cover the costs. We do those kind of things, we
are pretty good, pretty collaborative about those kinds of things.
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The mentors Keanu and Kainoa supported the principals’ comments about aligned
instructional and educational initiatives across schools. Keanu participated in professional
development at her elementary school and the intermediate school, and Kainoa reported
collaborating with other elementary grade representatives of their mathcore program. Both
mentor teachers favored collaboration among schools. Within the group of the liaisons, none of
the vice-principals or coaches referred to meetings across schools to design mutual initiatives,
indicating a lack of opportunities to convene and plan PDS activities.
Principals voiced that the schools’ involvement in teacher education had a potential to
support a dialogue regarding best practices in teaching. Three of the five principals
acknowledged that teachers were shy or reticent and did not want to stand out. One principal
attributed this shyness to limited critical discourse about best practices because teachers would
not voice their opinions or share their strengths. Hale saw a fear in teachers to get judged, “don’t
say anything, you gonna get judged.” Hōkū explained this shyness to speak out, “because they
don’t want to share something that someone else might not be doing.” Principals welcomed
discussions on best practices in teaching and mentor teachers demonstrated interest in sharing
their experiences with teacher candidates. Hālona remarked that the work with the teacher
candidates “impacted our culture we have here at the school and infused a lot more energy into
our everyday life in our school.”
Tools—Activities in the Waiwai Complex-Wide PDS and PDS Characteristics
The category, tools, investigated the participants’ perceptions regarding activities that
served the PDS in attaining placements, professional development, inquiry and research, and
student learning. These themes are according to the four-fold agenda in PDS work, stated as (a)
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placements for teacher candidates, (b) professional development for all participants, (c) inquiry
and research, as well as (d) student learning.
Theme: Teacher Candidate Placements. Previous to the PDS, cohort coordinators
organized placements for teacher candidates and relied on their personal contact to teachers and
principals. In the PDS setting CE and school liaisons took over the responsibility for placement
coordination. If other coordinators wanted to place teacher candidates at a school, they had to
contact the CE liaison. The school liaison identified mentor teachers at the school with the
principal’s approval. The mentor teachers’ contact and relationship with school administrators,
school liaisons, and CE faculty were important factors for recruitment.
The theme placements present the differing answers among the activity systems of
mentor teachers, liaisons, and administrators. While mentor teachers primarily commented on
their work with the teacher candidate in providing opportunities to learn about the profession,
liaisons referred to the challenges and benefits regarding conflicting program requirements and
community projects. The administration, on the other hand, made most comments on their
capacity in providing qualified mentor teachers for placements of teacher candidates. Principals
also elaborated on their contributions to welcoming teacher candidates at the schools.
Mentor Teachers Provide Learning Opportunities for Teacher Candidates. Mentor
teachers explicitly mentioned in the interviews the importance for candidates in experiencing the
school day, to learn the “practical part” of the job that connected to their theoretical learning.
They commented on the open communication among teachers and how this interaction modeled
the work of a teacher, e.g., how teachers exchanged their concerns, ideas, and perspectives about
K-12 students, the curriculum, school and classroom procedures. Teacher candidates experienced
teachers’ conversations with each other during lunch breaks and at meetings.
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In the classroom, Kai made sure that teacher candidates got exposed to teaching and he
increased the teaching responsibility for teacher candidates. For him, having a teacher candidate
was a form of a co-teaching model and he assigned the teacher candidates to a student in need of
assistance, “They need to start working with kids because if it is your first year, how do you
know you even want to be a teacher?”
Mentor Teachers Attached Great Importance to the Communication with the Teacher
Candidates. Teacher candidates were encouraged to share their semester plans and their
assignments with their mentor teachers to receive feedback and support on their lesson designs.
Although the interview participants agreed that teacher candidates did so, Keanu, Kainoa, and
also the CE liaison, Angela, reported difficulties with some teacher candidates regarding the
passing on of information to their mentor teachers. For Keanu this lack of transparency led to
miscommunication and resulted in two teacher candidates being advised to drop out of the
program.
Mentor teachers appreciated teacher candidates sharing their observations, asking
questions and participating in conversations since this allowed for reflective discussions. The
interviewed mentor teachers had a positive stance on their interactions with teacher candidates
and stated the importance of making time to communicate regularly. All mentor teachers saw
this as part of their mentor role and Kai explained, “We always make time. As soon as the kids
are gone, we usually sat down, we talked.”
Mentor Teachers Appreciated Knowledgeable Faculty. Mentor teachers valued positive
relationships with the collaborative faculty member, especially when the faculty member was the
CE liaison. Keanu acknowledged a well-structured debrief of the teacher candidate’s lesson that
included the mentor teacher’s perspective. Kagami stated that the CE faculty member consulted
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with her regarding the teacher candidate’s progress and ability to graduate. Five of the eight
interviewed mentor teachers explicitly mentioned the CE’s contribution to educating the teacher
candidates about teaching strategies, educational knowledge, and 21st-century teaching and
learning strategies, and they appreciated this hard work.
Survey respondents reported that CE faculty members were seen as highly skilled and
supportive of K-12 student learning. On average, the 42 survey participants rated CE faculty’s
knowledge as 4 (quite a bit) on a five-point Likert scale and faculty members’ support for
candidates as an average of 4.5 points on a five-point Likert scale. The interviewed mentor
teachers agreed on this positive perception of CE faculty members, with an overall rating of 5
(very much) on a five-point Likert scale. Only four of the 42 survey participants voiced a critical
perspective, rating the CE faculty collaboration with the mentor teacher as two (very little or not
at all). Out of those four, three rated faculty’s knowledge as 2 (very little), one of them rated
faculty’s support for teacher candidates as 1 (not at all). Other responses were rated as 3
(somewhat) and 4 (quite a bit). All of them rated the administration’s encouragement and
recognition of teacher accomplishments as 2 (very little). Only one of the four critical
participants elaborated on the school’s benefit in working with teacher candidates with a rating
of 4 (agree) on a six-point Likert scale (Survey Participant #5). The participant listed the positive
aspects of more help in the classroom, community outreach, and hiring potential, but voiced the
concern that tutoring responsibilities in the afternoon made meetings with the teacher candidate
impossible and that the limited time of two field days for teacher candidates added to the lack of
time to meet.
Liaisons Teams Addressed the Needs of the School. The collaborative work of the
school and CE liaison teams established more congruency between school procedures and CE
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program expectations. As an example, Response to Intervention (RTI), an academic intervention
program to assist at-risk or already underperforming students was implemented at the DOE
schools. The CE liaison, who was also the cohort coordinator, integrated RTI in the course
syllabus to prepare teacher candidates to use RTI procedures at the school. In another example,
Angela, the CE liaison, learned in the conversation with the school liaison and the school mentor
teachers about the Complex’s current pedagogical initiative of Placed-Based Learning (PBL).
The Complex had recently been awarded a place-based learning grant and Angela adapted her
syllabus to prepare her teacher candidates to be familiar with PBL in order to serve the school’s
mission and support the teachers in implementing PBL projects.
In general, the CE liaisons tried to encourage teacher candidates to support school events.
The school liaisons also were conscious about integrating the teacher candidates into the school
community; they were treated as part of the faculty and encouraged to participate in school
events such as teacher-parent talks, extra-curricular grade meetings, professional learning
groups, and holiday celebrations such as Halloween or Christmas fairs (Liaison Meeting Notes).
The CE liaisons emphasized early calendar planning so that CE faculty could integrate dates in
the syllabus for the teacher candidates. Angela mentioned in her interview, “We made a
conscientious effort of communicating clearly, [the school liaison] gives me the dates of all the
extracurricular stuff, like the parent dates.”
Even though each school liaison acknowledged that the teacher candidates were well
prepared for their responsibilities at the school, the school liaisons emphasized the importance of
strong teacher candidates who were aware of their behavior and helped in the classroom. Alec
acknowledged, “I heard many mentors had bad experiences, or had colleagues with bad
experiences and became a little shy about taking up a candidate.” Akoni pointed to the positive
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experiences the mentor teachers had but cautioned “if they got a bad one, it would be reverse.”
Angela added that mentor teachers felt responsible for the teacher candidates. She stated, “the
mentor teachers, actually, all the ones I am working with, they take it personally if their
candidate is not doing well, they question themselves.”
The Importance of Community Projects. While service-learning was an integral part of
teacher education, the master’s program and the Naupaku School used the design thinking
method to assist CE students to plan and execute a community project to support the school
culture. These projects contributed to the school community and strengthened teacher
candidates’ presence at the school. For three consecutive years, in 2017, 2018 and 2019,
Naupaka School hosted a one-day design thinking workshop for teacher candidates to design and
implement a community project.
Teacher candidates from three schools in the Complex participated in the PD and learned
how to use the organizational and structural framework of design thinking. As a group, teacher
candidates organized a project to support their school. The concept of “giving back” was
fundamental in this. Alec expressed, “What we are trying to [do] … is organize our candidates in
groups so that they can organize something for the school - things they can be giving back.” At
ʻŌlena Elementary the school liaison, Akoni, expressed the value of community service:
I think the community service thing is pretty neat too. The students ran a school-wide
assembly for us, they did the whole thing. I said I need an assembly done for four core
values: respect, responsibility, honesty, caring. Choose a date - do it. Every single one of
them, you take your homeroom - so some sang songs, did skits. The [teacher candidates]
organized the whole thing – I stepped back, the whole thing – if you become a teacher,
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your principal may say we want some kind of project and you got to do it. This is how
you learn; they serviced all 650 students.
Another example for a community project came from Kāhili Elementary. Teacher
candidates explored students’ wishes; they listened to students and explored possible solutions to
the problems the students identified. Amelia explained the process:
They wrote up a grant, they really talked to students and found out what the need for our
school and one of it was, they found out that kids just wanted to have benches to sit on
during recess and so they wrote a grant and they were awarded the grant, so we are
getting 15 new benches on our campus. It was a product from design thinking, from this
year’s fall. They haven’t installed it yet. I think they started it the year before, and finally
got approved. That is a significant contribution.
Liaisons Aligned Conflicting Program Requirements. The various teacher education
programs in the PDS requested information about program requirements, not only for the schools
and the mentor teachers, but also for the program representatives, supervisors, and CE liaisons.
This was especially important when there were teacher candidates from different programs
placed at the same school. This lack of coordination became obvious during the liaison meetings
when participants reported differing program expectations and raised questions. Following the
meeting, a CE faculty member drafted and circulated a short overview of program organization
and basic requirements (Mentor Teacher Recruitment Talking Points, 2017). Additionally,
faculty and field supervisors were advised to contact the schools’ principals and liaisons to
inform them about the program requirements. The CE liaison at ʻIlima Intermediate requested a
one-page summary from cohort coordinators with placements at the school that he distributed to
mentor teachers. At Kāhili Elementary, which had teacher candidates from multiple programs
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and cohorts, Andrea, a school liaison, summarized the challenge of coordinating between the
various programs:
A challenge I think, the challenge was in the communication between the different
programs and the cohort coordinators. Just disseminating information or having them
understand what was happening at the school. [...] And other coordinators not knowing
about the PDS and its focus. There was no mandatory information at the [CE] itself, and
the coordinators were in the process of figuring this out.
Two Complex schools, Kāhili Elementary and ʻŌlena Elementary, had more than ten
teacher candidates each. Not only did teacher candidates from different programs have different
requirements, they also had different field days during the week, meaning that some teacher
candidates were at the school on Monday and Tuesday while others were at the school on
Wednesday and Thursday. This created a challenge to provide all teacher candidates with the
same opportunities to participate in the school community. For example, all elementary schools
had their teacher meeting times on Wednesdays. If the cohort had field placement days on
Tuesdays and Thursdays, the candidates would miss the teacher meeting time, whereas teacher
candidates with field placement days on Wednesday and Thursday had the opportunity to attend.
Capacity Building. Monetary compensation for mentoring was provided only minimally
and did not prove to be an incentive for teachers to mentor. Recruitment for mentor teachers was
heavily dependent on the CE and school liaisons’ contacts with teachers and the principals’
support. Increasing the capacity of schools to mentor candidates was important and the
administrators saw the numbers of placements as an indicator of the success of the PDS. Mentor
teacher recruitment was a recurring topic at the liaison and steering committee meetings. The
internal annual evaluation among the liaison teams included questions of how the school
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recruited mentor teachers and how they supported them. Principals who responded to the
interview request immediately, worked at schools with higher placement numbers and
demonstrated longevity in their position. Table 5 connects the principals’ availability for an
interview with the number of placements and shows a positive trend. The two schools that
experienced a turnover in the position of the principle demonstrated a lower percentage of the
staff involved in teacher education.
Table 5
Principals’ Involvement
Schools
Kāhili

ʻŌlena

Lehua

Pīkake

ʻOhiʻa

ʻIlima

Yes

Yes

Yes

Yes

n/a

n/a

No

No

Yes

No

Yes

No

# of Placements

2-21

6-16

3-7

0-7

1-8

1-11

Mentor Teacher*

25%

43%

18%

17%

8%

14%

38%

58%

66%

60%

50%

45%

4

5

5

2

1

3

Principal
Interview
Turnover of
principal

Survey Response
Rate
Total
participants
* The number of teachers involved in mentoring in regard to the total number of teachers, see
also Figure 15 below
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Administrators saw the PDS as an opportunity to develop and sustain a reliable number
of teacher candidates for the schools in the Complex. Principal Hālona stated, “And I love the
fact that we have some numbers we can plan with.” Ingrid, a CE faculty member representing a
program director, said that the PDS offered a change in perspective for finding placements.
While previously she felt like she was coming from a position of “begging and pleading”
principals to take in teacher candidates, the PDS created more opportunities. Principals began
requesting, “Who do you have for us next year?”
CE program directors and steering committee members discussed recruiting teachers who
were CE graduates to expand the mentoring capacity of the schools. They reported that this was
already happening; teachers who were hired from CE teacher education programs stepped into
the role of mentoring once they became tenured or had an equivalent of three years of teaching
experience. Of the eight interviewed mentor teachers five were graduates from CE programs.
Principals and school liaisons expressed that some teachers were reluctant to mentor. For
example, Principal Hālona described his understanding for teachers who were at a point in their
career where they were seeking more predictability. Taking on a teacher candidate could prove
to be a burden for organizing their work because teachers wanted the afternoon to prepare and
grade student work. Hinode mentioned another reason that teachers refrained from mentoring;
some veteran teachers had already mentored multiple times and felt that they had already given
enough back to the profession. He expressed his understanding, if “they have done it one, two,
three, four years [of] being a mentor – that could burn them out – ‘I did my time, I have done
enough, I gave back.’”
It was not uncommon to place less than six teacher candidates at one school, but with the
increased coordination of the Waiwai Complex-Wide PDS, the number of candidates at three
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schools increased to as many as 16 or 20 at a time. This high level of placement was not always
seen as positive. Principals had varying ideas about the schools’ capacities for placements. One
principal voiced a feeling of being “tapped out” with the school’s ability to provide up to 16
quality mentor teachers. At another school, the principal only saw five teachers as qualified and
willing to mentor. A third principal was confident about providing quality mentoring for as many
as 20 teacher candidates. But he also foresaw that this would not be sustainable on a long-term
basis and articulated that the school would need a break at some point. Hono voiced that he
would appreciate if other schools in the Complex increased their number of mentor teachers for a
more even distribution of teacher candidates.
The Waiwai Complex schools differed in size and number of teachers. Therefore,
comparing the number of placements to the number of teachers at the school served as a more
accurate representation. Placements were represented as the percentage of teachers being
involved with the PDS. On average, 22 percent of teachers in the Complex were involved with
teacher candidates from the CE within one year. The range at the seven schools started at 8
percent and was as high as 43 percent of teachers having a candidate in their classroom. Figure
15 demonstrates the relationship between the number of placements and the size of the teaching
staff.
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Figure 15
Placements in Relation to Teacher Staff

Principals and Teacher Candidates. To demonstrate welcome and respect, the principal
Hālona, memorized all teacher candidate names before they started; at his school, there were up
to 20 teacher candidates. Hinode promoted an open-door policy to build relationships with the
mentees. He invited the teacher candidates to stop by his office, he shared expectations and
provided advice to them.
Teacher candidates were treated as part of the school faculty and had full access to the
school, which included faculty meetings, articulation meetings among complex schools, PDs
organized at the school, and the teacher mentoring and induction programs. Principals
appreciated the preparation the teacher candidates received at the CE in content and professional
knowledge. Hōkū emphasized the schools’ responsibility for teacher education, to be the place to
“see how things work and how it makes sense.” He acknowledged a change in teacher candidates
as a result of the PDS—they were taking more opportunities to participate in the school, such as
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joining their mentor teacher before school to help prepare the classroom. Hālona mentioned that
the quality of the teacher candidates had improved with the PDS.
Theme: Professional Development. Participants referred to professional development
related to the PDS. Forms of PD included professional development due to the interaction among
the mentor and the mentee, orientation meetings with mentor teachers and teacher candidates,
and mentor teacher meetings. The CE organized and offered a Professional Practice NonLicensure Program (PPNL), a masterʻs degree program and, in collaboration with the school,
teacher candidates were able to certify as substitute teachers.
Inherent Professional Development. Andrea, a CE liaison, articulated the forms of
professional development happening when teacher candidates were placed at the school:
That reciprocal relationship is going well. Our teacher candidates learn so much at the
schools and are welcomed by them. We are hoping to provide professional development,
whether it is in the form of the candidates sharing their new knowledge with the mentors
at the school, or coming in to do PD or just planning with the school, in terms of what we
see as needs and what they see as needs.
The principals agreed that professional development occurred through the interaction
between the mentor teacher and the teacher candidate. They also saw the work of teacher
education as an enrichment for the school. Hōkū summarized this as:
I say it is a benefit for my teachers to upscale their game a little bit, because having a
student teacher they realize they have to be showing as far as modeling, what teacher
behaviors are in the classroom, outside the classroom.
The CE program directors and steering committee members also labeled the interaction
between teachers and teacher candidates as an indirect professional development. Steering
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committee member Ian explained, “Candidates are influencing the teachers; therefore, they are
getting an indirect PD, a hope that new teaching strategies introduced with candidates will
improve the praxis of mentor teachers.”
Orientations and Professional Development. Within the first years of the PDS, most of
the schools held orientations for teacher candidates and mentor teachers at the beginning of the
school year or the start of the semester. These were opportunities for mentor teachers and teacher
candidates to convene, for principals to address their expectations to teacher candidates, and for
CE faculty to meet mentor teachers. The orientations were organized by the school liaison in
collaboration with the CE liaison or other CE faculty members making placements at the school.
In some instances, they included instructional content such as forms of co-teaching and
communication strategies. Mentor teachers appreciated this form of collegial support. Kristin
voiced that she would have liked to see more get-togethers and suggested meetings that would
provide preparation time for mentors and mentees. Keanu expressed an appreciation for more
opportunities for mentor teachers to get together to share their experiences with mentoring. She
said she valued “Getting together and, ‘hey what are your questions, what are your ideas, what
do you do.’” Kagami agreed, and even more so saw the chances for teachers to meet across the
school Complex in their grade level for an academic discussion:
If you have teachers from other schools just meet and discuss within the Complex to see
how their third graders are working, at least a grade level coordinator to go, […], have a
meeting day and discuss – these are the problems we are having with this reading
program, that is what we are working on, what are you doing, what did you succeed in,
share.
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Mentor Teacher Training and Professional Development. Several mentor teacher
interview participants discussed collegial support from their peers. Keanu stated that if several
teachers in one grade level mentored, they could get together to collaborate and provide
feedback. At another school, Kate and Keitha were doing exactly this, sharing the difficulties
they had with mentoring and supporting each other in finding solutions. In the second year of the
PDS, none of the schools held an official mentor meeting in addition to the orientations, but at
two schools the CE liaison planned for one in the future and looked for opportunities for mentor
teachers to convene. At the Complex Professional Development Summit in September 2018, CE
liaisons offered a workshop on mentoring.
Keanu shared her positive experience with a mentor training organized by the school
district. She experienced a change in her role from being the person providing an evaluation to
the person facilitating the reflection about the candidate’s teaching experience. Now she would
start the reflection with, “Hey, what do you think you did? Oh yeah, this, you are right, I noticed
that too. Maybe you should- how can you do it next time?” At her school, mentor teachers
approached the school liaison regarding their needs to learn more about mentoring. Amelia
shared:
Yes, just recently one of the teachers felt like she needed … more preparation for the
mentoring itself and so she suggested that we have some kind of mentoring like another
optional class. And so [the CE liaison] is coming in and teaches a basic mentoring class.
Her CE liaison partner picked up on the request and offered a workshop, and Amelia appreciated
the ease with which her request was granted.
And then when [the schools] have a need, they reach out and ask. Like [Amelia] said, one
of the mentor teachers had asked about a mentor workshop and that is how that started.
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So, the open communication and being able to reach out, not being worried about asking
for something on both ends, it makes things easy.
This exemplifies the common procedure for creating a professional development
opportunity. The school liaison collected teachers’ needs or interests and then, in contact with the
CE liaison, either provided the training or connected with other faculty who were able to meet
teachers’ requests. At Kāhili Elementary and ʻIlima Intermediate schools, the school liaisons
expressed appreciation for the professional contact with the CE and its opportunities for
professional development. Amelia explained:
An example would be the teacher took a course that [a CE employee] offered with the
Family School Partnership, and then from that, we were able to have some teachers do
their own training, a PD for other teachers at our school for other teachers. And then one
of the aspects, part of the PD was student portfolio, which is something we have not been
emphasizing but kind of wanted to head toward, so [the same CE employee] came in and
did another PD about student portfolios after school.
Professional development for schools was part of the PDS; the MoA stated, “The [CE]
will provide, whenever possible, professional development services at participating Complex
schools at the request of school personnel” (MoA, 2017). This happened in the form of one- to
two-hour workshops at Kāhili Elementary, ʻŌlena Elementary, Lehua Elementary, ʻIlima
Intermediate and Naupaka School, and at the Complex PD Day in Fall 2018. The content for
these PDs included language development, school-family partnerships, mentor teacher
preparation, and instructional techniques like co-teaching. Nevertheless, not all schools took
advantage of the opportunities for PD by the CE. Hinode explained, “To be honest, I know it is
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available and as an instructional leader I have not exercised this relationship benefit to date, but I
know it is there.”
Professional Practice Non-Licensure (PPNL). The PPNL was designed as a foursemester master’s program spanning two summers, one fall and one spring semester. This
accelerated program helped teachers who mentored in the Waiwai Complex to get their master’s
degrees. It provided a form of support for the mentor teachers’ work, leadership development, an
increase in the education-level dependent pay scale and contributed to the research agenda for
the PDS. Although teachers had to cover tuition expenses, the CE provided venues for
scholarship applications and welcomed the DOE to provide additional funding. Further, the CE
intended to collaborat with the PDS steering committee and the Complex to develop guidelines
for acceptance into the program. The DOE did not provide additional funding opportunitites and
the steering committee lacked clarification for guidelines.
Substitute Teacher Certification. The Complex’s principals and vice-principals designed
the substitute teacher certification for Waiwai undergraduate teacher candidates as a one-week
intensive training. Substitute teaching required a bachelor’s degree, but CE faculty requested that
the school district waive the requirement to allow for all bachelor-level teacher candidates in the
Waiwai Complex to take the substitute-certification course and for those who passed to be able
to substitute teach within the Complex. The goal was to provide the schools with a pool of
substitute teachers who already knew the school and students.
At ʻŌlena Elementary, Akoni stated the benefit for the school and the teacher candidate,
“we have two [teacher candidates] who finished up the school year as long-term subs. They are
doing a great job, and that is a more valuable experience than being a student teacher, they are
running everything on their own.” At the same school, a bachelor-level teacher candidate
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finished the substitute training class and was able to substitute teach while the mentor teacher
was at a training. Akoni said, “So the kids already know [the teacher candidate]. It helps them
too; it is a good paying job for the [CE] student.”
Theme: Inquiry and Research - Conferences. One of the mentor teacher interviewees
had attended the NAPDS conference in 2017 and spoke highly about the connections she was
able to make with faculty and colleagues at the conference. She learned more about what was
going on at another school and got inspired in her work with teacher candidates and CE
supervisors. Kristin expressed her feelings about the PDS, “I really value the relationship
between [the CE] and our school, because when we work together that is the bridge for the
teacher candidates.” Keanu, a mentor teacher, did not attend any conferences but a couple of her
colleagues attended the ATE conference in Las Vegas. She recognized the good work the school
did and was proud of the sharing that took place. She said:
When you ask me what is happening, I see that collaboration between those two, CE and
[the school] collaborating on what they learned, and then going to a conference for
schools who have teacher programs, not only gives those participants a view of what we
are doing but also strengthens, validates what we are doing.
Conference participation was one indicator for research and inquiry taking place at the Waiwai
Complex. As previously shown in Figure 14 (p.77), the number of presentations was steady
across the three years of the PDS with an increased participation in Las Vegas in 2018.
Theme: Student Learning—Instructional Improvement. K-12 student learning is an
expressed goal for the work in the PDS. The survey participants mentioned the benefit of “extra
hands and eyes in the classroom,” and “having a co-teacher is wonderful.” Echoing this, in his
interview Kai appreciated the opportunity for his K-12 students to build a relationship with
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another adult. Kristin recognized the motivation the teacher candidate was able to raise in
students, and Keanu referred to the chance for students to learn from the teacher candidate in the
classroom. Principals echoed the mentor teachers’ emphasis on increased learning opportunities
with having teacher candidates in the classrooms. Hālona stated,
I think, now when you have extra bodies in your class you are able to more effectively
transition into smaller group instruction.[…] it has helped to have the bodies in the
classroom, to be able to get a lot more familiarized with the practices involved with coteaching.
Ingrid, a CE faculty member representing a program director, expressed that the PDS
could “really boost student learning.” Supervising CE faculty members could influence teachers
and they could also conduct research on how different teaching methods impacted student
learning.
Rules—Participants’ Roles in the PDS and Their Challenges
The category of rules summarizes participants’ perceptions regarding their interactions
within the structure of the PDS. To understand the community of the PDS, it is important to
reflect on participants’ understandings of the roles and how the roles are formally defined. I
summarize the participantsʻ understanding of the roles pertinent to the PDS in three themes, (a)
the mentor teacher role; (b) the liaison role; and the (c) steering committee role. Each role had
inherent challenges. While mentor teachers were challenged in balancing their teaching
responsibility for K-12 students and teacher candidate learning, the liaisons were confronted with
organizational challenges in scheduling and accessing resources. Student dispositions and time
were an overarching challenge for both. The prevailing difficulty of the steering committee was
communication.
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Theme: Mentor Teacher Role. The interviewed mentor teachers repeatedly voiced the
perspective that the CE taught teacher candidates in a theoretical setting and that CE faculty
members were unable to provide the experience about everyday teaching practice. For example,
mentor teachers believed that classroom management was something the candidates needed to
experience. Therefore, mentor teachers took pride in filling this gap in teacher education by
allowing the candidate to be part of everyday teaching experiences. Mentor teachers opened up
their general education classrooms, inclusion settings, and special education pull-out classrooms
for teacher candidates to come, watch, and teach. Keanu described her role in mentoring as being
“part of the pre-service teacher growth [...] giving them ideas, letting them try ideas, […] offer
expertise, what I learned, what works for me […], but letting the [CE] student try ideas and be
okay with it.”
Instructional Coaching. Kristin differentiated between two phases of instructional
coaching. In the first phase, the teacher candidate observed how Kristin was teaching and coteaching. In the second phase, teacher candidates practiced teaching parts of a lesson or whole
lessons with the mentor teacher in the classroom to provide feedback. Kristin guided the
candidate by listening to their ideas and worked alongside them. Kagami explained how she was
working with the teacher candidates:
They make the lesson and I go like, so what are you gonna do now…. A lot of it is
questioning, I give them questions – “So what are you going to do if this happens?” And
while she is teaching, I am typing down what she is doing correct, and I write down
challenges, successes.
Time to Talk and Reflect. All interviewed mentor teachers referred positively to
scheduled meetings with the teacher candidates. Meetings usually occurred after school, since
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time was tight during the school day. Keitha described, “We have a constant conversation,
meeting after school, what we expected of them, how do they feel, what they could do better.”
Kate added, “It is a lot of after school to take the time to talk to them. You can talk to them
during the day, but it is really fast and short and not thorough.” Kainoa shared that she was
willing to plan lessons with the teacher candidate in the afternoon, which extended her workday.
Kai said, “We always make time. As soon as the kids are gone, we usually sat down, we talked.”
Two mentor teachers pointed out the importance of sharing expectations. Kalani expressed the
importance of stating her expectations in the beginning to find a common ground for
communication. Kate liked to brief her teacher candidate on her classroom procedures and rules
to develop a shared understanding of what was going on.
Emotional Support. For Kristin, mentoring included providing emotional support. She
tried to see and verbalize the teacher candidate’s strengths and give advice regarding teaching
strategies and behavior management. She expressed that she tried to see what “they were
struggling with, to help, maybe provide ideas, have the expertise—maybe if we tweak something
[they] are already doing anyway, they might be a little more successful.” Kristin wanted her
teacher candidates to bring in their own expertise and she wanted them to discover their
strengths. As a mentor teacher, her goal was to guide the teacher candidates to overcome their
struggles in teaching.
Socializing Agent and Model. Mentoring a teacher candidate had a collaborative
aspect—the reciprocal work of mentor teachers and teacher candidates contributed to the
community. Mentor teachers saw value in their own collaboration with the teacher candidate but
also the candidates’ connections in the school. Kristin described her relationship with the teacher
candidate, “So, I think putting the emphasis on building a relationship with them really helped
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[me] to be a good mentor to them, to be open to their ideas, to really work together. If you got a
good relationship with someone that opens the line in communication so much more.” Kate and
Keitha had an open classroom set up and offered teacher candidates the opportunity to be part of
a co-teaching setting. Their collaborative work relationship provided a model for classroom
organization and the social aspects teaching can have when co-teaching.
Kainoa pointed to the importance of teacher candidates interacting with the
administration and other teachers as part of the school community. Lunch breaks allowed teacher
candidates to visit with other candidates and also to experience the collaborative talk between
teachers in the same grade level or among grade levels.
Principals’ Views of Good Mentoring. The five principals interviewed all agreed on
what constituted good mentoring skills. These included modeling good teaching and providing a
support system in the context of the school. Hale described good mentoring as “progressive in
instructional practices, someone with an open mind who is willing to share.” Even though the CE
required mentor teachers to have three years of teaching experience, Hōkū expressed a different
view:
So, it might not [be] necessary [to have] the years of service but just in terms of things
they learn on their own [such as] PD, working with other teachers, having those types of
conversations, [and the] professional collegiality they have with others. There are certain
teachers, despite their age, that have… moved past other teachers with more experience.
Hālona felt that mentoring required interpersonal skills such as co-teaching, modeling,
and essential aspects for 21st-century learning such as collaboration and communication. He
concluded, “What better way to model and also learn, because we are life-long learners also, so
learning doesn’t come without challenges.”
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Liaisons’ Views of Good Mentoring. School and CE liaisons voiced some differences in
what they were looking for in mentor teachers. School liaisons saw the mentoring role as a
learning opportunity while CE liaisons saw it more as modeling, facilitating, and imparting good
teaching practices. Amelia explained the different expectations:
At the universities’ end, you are looking for a certain quality of a teacher that might not
always be there. I think we [the school] are a learning institution as well, so it is not about
being the best or considered [to be the best], we all can learn and grow from these
different experiences.
This statement was supported by other school liaisons who valued mentoring as
professional development for teachers. While mentor teachers work with the teacher candidates
and are exposed to the candidates requirements for teaching, mentor teachers have the
opportunity to grow in their practice. Aiden expressed, “A lot of our teachers might have the
character traits to be a good mentor, but lack the science of it. They might have the art but lack
the science.” He wanted more professional development offered to mentor teachers.
The school liaison, Akoni, advised teacher candidates to stay the whole day at the school
to get an idea of the teachers’ workloads, to build their relationships with their mentor teachers
and to better understand the school culture. He explained the importance for teachers to be
connected to the school community, “That is what will make teachers stay at the school or in the
classroom; isolated teachers are the ones who do not last.”
Compared to this, the CE liaisons painted a picture of a quality mentor teacher as
someone positive towards the teaching profession, who has a positive influence on students and
who is willing to let the teacher candidate try out different teaching strategies. Angela expressed
her ideal mentor teacher as someone who is, “releasing control, being reflective and giving
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feedback, and not just to the candidates but also to me [the CE liaison].” Alec expressed his idea
of a supportive mentor-mentee relationship:
Finding a candidate and a mentor that work well together. Ideally, it is more than just a
mentor-mentee but partners. Ideally, the mentors are interested in the ideas the candidate
has, and the things the candidate is learning. And [for] many, that is the case, they have
been learning and reading about it.
Alec added that mentor teachers act as an instructional model, and therefore as an
exemplar teacher. He expressed the challenge when teacher candidates were not able to see the
practical application of the CE’s teaching:
Where it becomes challenging is where it is at odds, where the candidate does not see
what he is learning about being reflected in the teaching. And they are not getting the
freedom to do it differently [from] what the mentor is doing. Math is my background,
very few of our math placements are running their classroom how we are trying to teach
our candidates to teach math.
Challenge: Providing Room to Experiment for the Teacher Candidate. Keanu
learned the importance of letting teacher candidates try teaching strategies and classroom
organization. She reflected on herself as being stringent in the past. She was set in her ways of
teaching and classroom organization and did not want candidates to change the setting in her
classroom. As she got experienced in mentoring, she accepted the need for teacher candidates to
make their own experiences. For example, Keanu grew to be okay with a teacher candidate
changing the classroom seating arrangement. Kainoa had experienced flexibility from her mentor
teacher when being a teacher candidate herself; her mentor teacher was willing to let her try
anything as long as it aligned with the teaching standards. She tried to demonstrate this flexibility
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with her teacher candidates. Kate voiced the problem of letting teacher candidates experiment
and “mess up” and Keitha elaborated the inner conflict:
When they [teacher candidates] come in it is hard because you are in control of your
students, and the students respond to us. We are the authority figure in the room. How are
they going to be teaching it, are they teaching it the right way, do I have to re-teach it, is
that the way it should have been done?
Keitha was also aware of her own need as a teacher—she enjoyed when her students
came to her for help and missed the feeling of being needed when students approached the
teacher candidate. Kate agreed to the challenge of making sure students addressed the teacher
candidate for help even when Kate was in the classroom. She consciously pulled herself out of
the scene by grading papers in the back of the room; that way she was not available for students
and forced the teacher candidate to take control. Kai also emphasized providing teacher
candidates the room to experiment,
I let them fail. If it didn’t work out well for you, what did you experience? It isn’t like
you damaged the student. Now you go back and fix whatever may have been mistaught,
or whatever. If it is starting to get out of hand because of classroom management, yes that
is something we can step in and work out well.
Challenge: Mentor Teachersʻ Accountability. Classroom teachers are responsible for
successful student learning and having a teacher candidate teaching alongside added an
unforeseen variable to this responsibility. For example, Keanu’s fifth-grade students had to take
the State of Hawaiʻi standardized test during the time of her mentorship. Despite the teaching
time she allocated to the candidate, she needed to make sure students were taught all relevant
content for the test. Keanu described the sometimes slow pace of teacher candidates, “One day
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might go into two days, the next day might go into the following two days. So, it put me back in
pace.”
Mentor teachers also expressed feeling responsible for their teacher candidates’ success.
For example, Kagami who had mentored multiple times expressed, “You are their teacher, their
parent, their cheerleader. Because you are the one who can tell them what’s going well and what
is going not so well. You want them ready for when the CE professor is coming in.” Twice
Kagami had been in the situation that a teacher candidate did not pass the requirements for
graduation. She voiced, “I know teachers who do not want to be mentor teachers because they
don’t want to tell them no, you are not going to pass. It is not my job; my job is to encourage
you, cheer, lead you on.” Kainoa experienced a similar situation. Two of her teacher candidates
who were in their first year dropped out of the program after discussions with CE faculty.
The liaisons commented on the difficulty for mentor teachers when a teacher candidate
dropped out of the program. Angela, a CE liaison, commented on the situations with Kagami and
Kainoa, saying, “The mentor teachers, actually all the ones I am working with, they take it
personally if their candidate is not doing well, they question themselves.” At the same school, the
CE liaison had developed strong relationships with mentor teachers over the years and highly
valued their skills in working with teacher candidates. As she expressed it, she saw “these
mentor teachers somewhere like superwoman, they can fix it.” Angela concluded:
What it did, it made the mentor teacher exhausted. And I think I have to, so the challenge
for me is how can I not lose these really great mentor teachers because I have been
putting them in the miracle worker category and now it is getting to a point or it got to a
point where they don’t want to be mentor teachers anymore, because it is a lot of work.
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Challenge: Time and Teacher Candidate Disposition. Even though the interviewed
mentor teachers did not mention available time as a challenge, they all described working with
their teacher candidates after school as an extension of their workday. The issue of time was not
an item in the survey and only 3 participants commented that mentoring was time consuming and
rated the personal benefit as 3 (rather disagree) or below on a six-point Likert scale. Survey
participant #25 said, “Mentoring a candidate involves personal interest, investment in time and
cooperation, explanations, takes away from personal classroom prep time.” Another survey
participant commented on the lack of time for teacher candidates due to her tutoring of students
in the afternoon and survey participant #26 voiced, “From the last three candidates I had
personally not seen any enrichment towards my teaching. I have had to spend lots of time
teaching the candidate.”
At Lehua Elementary and Kāhili Elementary the school liaisons specifically stated that
they saw taking a teacher candidate as extra work and stress, and they appreciated the mentor
teachers’ attitudes regarding teaching the next generation of teachers. Survey participant #26
echoed this, “I realize now [after mentoring three candidates] how much less stress it is not to
have a candidate.” CE faculty member Ingrid expressed that the time factor is experienced
differently by each mentor teacher, “Sometimes it is perceived as more work [having a student
teacher in the classroom], some teachers perceive it as helpful.”
Some mentor teachers complained about unprofessional behavior from teacher candidates
such as not following the dress code, being late, using cellphones during class, rude behavior in
meetings, or not providing quality lesson plans in advance. These problems bothered many
mentor teachers. Kagami voiced her concern that other teachers were less willing to take in
teacher candidates because of negative incidents. Other mentor teachers had explanations for this
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unprofessional behavior. For example, Kai attributed it to inexperience, “They are young, they
are college students, they still want to be that young teenager type thing, not quite learning what
it means to have a job or work, and that is gonna come with time, it’s immaturity.” Keanu and
Kate both stepped up to confront teacher candidates about unprofessional behavior but felt
challenged in doing this.
Theme: Liaison’s Role. The role of the liaison was introduced with the start of the PDS.
People taking this role were aware of their responsibility to organize teacher candidate
placements at their respective schools. They also knew that this task was in addition to their
existing job responsibilities as the vice-principal, resource teacher, faculty member, instructor, or
specialist at their respective institutions. Every liaison began this role without concrete
instructions, but the work at Naupaka School functioned as a model and was referred to at
multiple liaison meetings. Alec, a CE liaison, voiced his perception:
I like that that everybody is still figuring this out, nobody is telling me how to do things.
[Ailani] only said, this is what we have done [at the school] but you certainly do not have
to do it that way. That is very freeing to move forward.
Amelia, also a CE liaison, summarized her work and the importance of communication:
As far as the liaison goes, I see myself helping to facilitate placements with the specific
school. That includes communication with school-based administrators and staff, also
finding out what their needs are, communicating with the mentors and liaison there, find
out if there are any concerns about what we can do to support the school and what the
school can do to support our candidates.
Coordinator. The liaisons were in charge of the coordination of teacher candidates’
placements. By working closely together, the CE liaison and the school liaison made agreements
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on these placements together. All CE liaisons were cohort coordinators and familiar with the
organization of placements. The CE liaison also carried the organizational responsibility for
other CE faculty who made placements at the school. Therefore, they took a middle position
between the school liaison and other field coordinators. As the CE liaison, Alec was responsible
for funneling the communication to school personnel. “I see my role as being the one who helps
to set up initial communication.”
The school liaisons took the responsibility to introduce the teacher candidates to the
school community at an orientation meeting at the beginning of the school year. The liaisons
shared how they conducted this activity at the liaison meetings and by the third year of the PDS,
almost all school liaisons initiated an introductory meeting for teacher candidates and mentor
teachers. Common topics in the orientation were a campus tour, meeting with mentor teachers,
receiving information about school policies, and a word from the principal. Amelia summarized,
“My role as the liaison is to help coordinate between the school and [CE]. Initially, there is that
orientation, the candidates hear what is going on at our school, where we get to share.”
The CE liaison appreciated the reliable contact with the school and the schools’
willingness to work with teacher candidates. School liaisons eased the process of placements as
explicitly discussed by Andrea and Alec. In two instances, school liaisons helped to organize
last-minute placements for teacher candidates when a previous arrangement failed.
Collaborator. The CE liaison demonstrated presence at the school when supervising the
teacher candidates. This presence provided the opportunity for informal meetings and
connections within the liaison team. But even without the regular school visits the liaisons at
ʻIlima Intermediate and Kāhili Elementary kept in regular contact to reflect on the progress of
teacher candidates and to plan for the upcoming year.
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Each liaison team developed differently and allowed school teams to develop according
to their needs, expertise, and availability. School and CE liaisons used terms such as co-creating
and connecting to describe their work. Alec used these terms when describing his work with his
school liaison team partner:
My role is kind of co-creating with [the school liaison] what [the partnership] looks like
at the school. Each time we have met, there had been an immediate task thing that needed
to be resolved, the first thing we talk about this. We have always taken the time to talk
about moving forward—what do we need to see? What else do we need to do?
The regular liaison meetings provided time for connection and for sharing procedures,
ideas, and difficulties in the PDS work. Participating members shared experiences about their
work in teacher education and developed ideas on how to organize more opportunities for
teacher candidates at their schools. At Lehua and ʻOhiʻa Elementary schools, the liaisons
expressed that the sharing at the liaison meetings provided them a better picture of their roles as
well as opportunities to contribute to teacher education. Aiden, the school liaison from ʻOhiʻa
Elementary, explained, “the relationship and the communication of hearing other peoples’
experiences, relying on how they address those issues that come up, give me ideas on how to
bring it back to our school to support our teachers.” Angela remarked on the progression of her
work as a team with the school liaison:
I think we have been much more diligent about, knowing we are on each other’s radar,
but not necessarily figuring out [...]. I think we understand what our schedules are like.
She tells me certain topics they have been covering so I can follow up with the
candidates.
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Working with Mentor Teachers. At the liaison meetings, participants broached the issue
of increasing the number of mentor teachers at the schools. Participants questioned means to
encourage teachers to mentor, the expectations required of mentor teachers, and challenges
regarding schedules, and teacher candidates’ dispositions. A few initiatives that were
implemented to increase the number of mentor teachers were mentor meetings, professional
development on mentoring, receiving DOE recognition in the form of PDE3 credits for PD
regarding mentoring, and introductory meetings like the orientations that included mentor
teachers and teacher candidates. One school experimented with having the teacher candidates
write short introductions about themselves so that mentor teachers could have a voice in
choosing their mentee.
Encouraging Teachers to Mentor. Interviews with the liaisons revealed that they valued
building relationships with mentor teachers. Some mentor teachers were graduates from the CE
and had worked with the CE liaisons in recent years. Because of this personal contact, more
teachers were willing to mentor. School liaisons referred to the positive experiences mentor
teachers conveyed, and their appreciation for extra helping hands in the classroom. Amelia said,
“and others just have had such a positive experience that they want to continue, they always
looking for—hey I take one next semester.” School liaisons also expressed difficulties in finding
mentor teachers and described talking to teachers multiple times to encourage them to take up
the mentoring role. Aiden stated, “For the next semester, right now I am chasing down people to
see who would want to mentor.” And he acknowledged the importance of strong relationships by
saying, “In the past, we had a strong mentoring system, I think it was because we had a
relationship with one of the cohort leads.” Alec, who had worked with mentor teachers for
multiple years, explained teachers’ reluctance to mentor as following:
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First, teachers are reluctant to take a teacher candidate, having them there every day.
Once they had that, they go: “This is wonderful!” I heard many mentors had bad
experiences or have had colleagues with teacher candidates that had bad experiences and
they become a little shy about taking up a candidate.
At ʻŌlena Elementary and ʻIlima Intermediate, the school liaisons expressed that
mentoring was a part of the teacher’s job and that it was something they as vice principals
expected teachers to do. At ʻOhiʻa Elementary, Aiden shared this disposition but also expressed
his concern to not overload teachers:
I don’t know how we get our teachers to get that belief [mentoring as a part of your
instructional obligation]. It is hard to, not just be a teacher but it is hard to live in Hawaiʻi
in general, so a lot of time I think it goes back to making sure we are okay.
Other liaisons agreed that teachers had “a lot on their plates” with school initiatives and
Complex requirements from the DOE. Angela stated, “Even though a full-functioning PDS is
seen as an ultimate goal, other developments at the school require a balance of how the school
keeps evolving.”
Challenge: Time and Resources. School and CE liaisons were conscious of each other’s
time since the liaison role was additional to each of their other responsibilities. Even though the
CE liaisons agreed that teaming with school liaisons made the process of their placements for
teacher candidates easier, acting as a person of contact and arranging placements for other cohort
coordinators was extra work. One CE liaison managed his time commitment by evaluating his
needed presence and opted out when possible (e.g., he did not participate at the orientations),
especially if he had not made any placements at the school.
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For the school liaisons, it was a different picture. As their involvement as a coordinator
for the teacher candidates grew, their responsibility did as well. At Lehua Elementary, the school
liaison supported mentor teachers and teacher candidates. Aurora attended lessons taught by the
candidate and provided feedback for the mentor teacher and candidate on the candidate’s
progress. Aurora’s CE liaison partner, Angela, described Aurora’s support of a mentor teacher
who was supervising a teacher candidate on an academic plan:
This particular candidate [the school liaison Aurora] has watched, she is on an academic
plan with a colleagues’ cohort. She was on the borderline of not passing, and we all
questioned, and so the mentor teachers asked [Aurora for feedback]. It is great that
[Aurora] has been able to [observe the teacher candidate]. I mean we do not have a solid
schedule set up to do that, and I know it is hard, but when mentor teachers have asked she
tries to find a way.
Angela pointed out that neither school nor CE liaisons “get extra time to mentor teacher
candidates, so if there is a teacher candidate who needs extra help and supports it is on their extra
time.”
When Kāhili Elementary had placements from various CE cohorts, the school liaison
invested time in coordinating the field supervisors and cohort coordinators to keep them
informed about school opportunities. Again it was the CE liaison who commented on the
responsibility her school liaison partner undertook. Andrea acknowledged:
We realized, especially on the part of the school liaison, it was a lot of work. And for us,
this is on top of what Amelia already does at the school, so for her to coordinate and be in
touch with different programs, different coordinators, different field supervisors were a
challenge.
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Ivan, a CE administrator, cautioned that other administrators needed to be aware of the
increased responsibility for the liaisons. He acknowledged, “It is resource-intensive if you
compare PDS to the typical placement, it is a lot more resource-intensive, so if we understand
that, we need to commit to that or let’s not call it a PDS.” He further called for a proportional
school workload for faculty from the teacher education programs and for the school liaison.
Challenge: Conflicting Schedules. Participants at the liaison meetings repeatedly
expressed conflicts resulting from disparities in CE and school schedules. Flexibility was
required from the schools to accommodate teacher candidates beginning their school-based
experiences weeks after the school had started and to release them weeks before school ended.
This excluded the teacher candidates from experiencing a full cycle in the school year unless
they came into the school as volunteers on the school’s calendar. It was hard for teacher
candidates to accommodate this extra time at the school because some travelled home for
semester breaks, their dorms were closed, and others had work obligations. To meet the
divergent schedules, the teacher education programs advised teacher candidates to follow the
CE’s schedule during their first two semesters and the school’s schedule in their third and fourth
semesters (Liaison Meeting Notes).
Challenge: Teacher Candidate Dispositions. Although teacher candidates had to fulfill
certain requirements and pass a rigorous application to be accepted into the teacher education
program, some CE students struggled to fulfill requirements once accepted into the program. The
bachelor’s program developed an assistance plan for struggling candidates that involved support
from cohort coordinators, field supervisors, mentor teachers, and in some cases involved the
school liaison. Further, the teacher candidates in the master’s and bachelor’s programs
demonstrated different levels of maturity. Master’s students were generally older and had work
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experience which provided them more maturity in their teacher dispositions. Students in the
bachelor’s program were generally younger; some were in their teens or early 20’s. Liaisons
reported on CE student circumstances—some had a job on the side, were still unsure about their
career choice, or struggled to balance school, work, and personal lives. One CE liaison, Angela,
summarized:
Another challenge for me especially in the first year, the candidates are so stressed. As
much as we want them to volunteer and do other things, they can’t, because they are
either working or maybe they don’t see the investment in it. Like the parent activity you
had, the day before four of them came and helped set up, but then the next day only one
of them showed up, for whatever reason.
In general, the liaisons responded positively to the teacher candidates’ dispositions. They
attributed some of the problems to age and professionalism that would develop over time.
Principals experienced teacher candidates dropping out of the teacher preparation
program as a loss since the school invested time in them. Still, they expressed understanding that
teacher candidates in their first semesters were figuring out the workload and demands of the
teaching profession, and withdrawal from the program was always a possibility. At Lehua, the
mentor teachers, liaisons, and the principal voiced their concerns about the incoming generation
of millennials into the teaching profession. Mentor teachers referred to a lack of resilience,
experienced a lack of humility in their daily interactions with teacher candidates, and the liaison
and principal referred to a different work ethic in millennials. Hōkū explained his perception:
Like I said the work ethic, a generation where everybody gets a trophy, they come with
thinking—everything is going to be given to them a lot of times, almost to a point where
they think things are very easy.
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Hōkū commented on teacher education as a collaborative effort between the school and
the CE. He stated that this could foster resilience in the teacher candidates coming into the
teaching profession.
Theme: Steering Committee and its Role. During the first three years of the PDS, the
steering committee met twice per school year, in January and August. Topics on the agenda were
discussing past events and planning future events in the Complex. The purpose of the steering
committee was to be an inclusive platform for collaborative PDS decision-making. For this
reason, the DOE and CE were represented equally in number and appointed by the Complex
assistant superintendent and the dean of the CE. Ivan, a representative from the CE, reported,
“Ideally, when I thought about a steering committee, I thought about an entire entity that is
responsible for steering the PDS.”
Despite the hopeful goal and positive comments about the steering committee, the equal
representation did not equate to taking equal responsibility. The reality was that the CE members
called the meetings, drafted the agendas, and facilitated the meetings. Another member from the
CE voiced his concern, “We wanted the steering committee to be a platform to make sure that
the decisions were collaborative, but I don’t know if that is the right place for that.” Amy, a
liaison and steering committee member, critiqued that, “I think the steering committee, it needs
to be reevaluated. I don’t think it is useful or valuable as maybe people hoped it would be. [...] I
think it is not steering the PDS as it is.” She also expressed that she was confident about the
collaborative work at the schools without having a steering committee. “If there was no steering
committee, it would be business as usual. Collaboration still happens without the steering
committee. It sounds good to have one, but if it is not providing value, it is just another meeting.”
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The work situation for steering committee members differed. While people from the CE
had their offices in one building, the members from the school side were situated across three
different places in the Complex. Ivan, who convened the meetings, referred to frequent meetings
between the steering members from the CE to address not only PDS issues, but other roles and
responsibilities at the CE that overlapped the PDS. Ivan explained:
I think the communication between the members is pretty strong, that goes back to the
proximity to each other, the work we do, the work we do outside of the PDS too, we see
each other a lot, we come together for multiple reasons.
Only two of the DOE steering committee members met regularly at the principals’
meetings. As Hinode explained, information from the steering committee meeting was dispersed
there. Leilani stated how she shared information concerning the PDS and other schools: “I share
information to and from the principals during the Complex principals’ meetings.” She identified
a challenge of reminding the DOE steering committee members about steering committee
meetings. She sent out reminders, “I send them a text because otherwise we show up and it is a
surprise.”
Challenge: Communication. The steering committee was part of a governance structure
designed to communicate, generate ideas for the Complex PDS, and disseminate information to
all participants. Unfortunately, the steering committee exacerbated an uneven distribution of
knowledge. As one member explained, being part of the committee could be viewed as having an
advantage in accessing information. Hinode explained:
If there is a perception that one, two, or three whatever it is, maybe have a little more
information than the other, you are not a team. That kind of thing we need to be
cognizant as a steering committee that we make sure that is true. Being on the steering
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committee is linked to certain schools and only those schools, I just don’t want the
perception that one school has more information.
And Leilani acknowledged that she could have been clearer in reminding and informing
principals about the reasons and advantages for conference participation. She saw an unequal
distribution among the schools sending liaisons and mentor teachers to the PDS-initiated
conferences. She commented, “I know not all of our schools sent people, and some took
advantage and sent more.”
The poor organization of the PPNL master’s degree program demonstrated the
deficiencies in the operation of the steering committee. Members of the steering committee from
the CE raised the idea of the PPNL and the committee agreed to disseminate information to the
schools, gather feedback, and conclude with action regarding application requirements. Agreed
actions were not carried out by the steering committee members and Hale, a principal, who was
not a member, expressed confusion about who to turn to with questions:
It is just really hard, to decipher anything and pass it on and there are so many questions
that I wouldn’t be able to answer. We got a lot of younger teachers, so some of them are
interested in a master’s program. It would be really helpful, once we pass the
information, we can trump it up, but as far as the finer details, there has to be someone to
answer the questions.
Ivan reviewed the problem in communication from a structural perspective and identified the
importance for the steering committee to revisit the committees communication. But he also
acknowledged the learning process for the Steering committee:
But the SC should be thinking about communication, how that is functioning in
relationship to our governance structure. That structure is fairly new; like every new
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government you need to tweak it and revisit it. It takes time to come up with something
that is working.
In the end, the PPNL did not start with its first cohort in the summer of 2018 due to not
enough applications. The steering committee saw this as a lost opportunity to strengthen the PDS
and Leilani concluded, ”So we need to structure [the application process] better…, and that we
communicate… better with the mentors so that we [in the DOE] can take advantage and [the
PPNL] is continued to be offered to us.”
The PPNL did start in the following summer of 2019. The CE members organized the
communication regarding the PPNL in the liaison meetings. School and CE liaisons
disseminated the information about the professional development and the program organized
information sessions over the summertime at various schools in the Waiwai Complex. It was
evident that the steering committee was lacking a communication structure to reach mentor
teachers while the liaisons were in direct contact with the mentor teachers.
Division of Labor—Structures that Support the PDS
The category of division of labor summarizes participants’ perceptions regarding their
interactions within the social collective of their participant groups of mentor teachers, liaisons,
and administrators. The themes pertinent for the PDS are (a) building community and (b) support
systems, and elaboration on the responsibilities of the participant groups for each other in PDS
activities.
Theme: Building Community. Principals voiced enjoying building relationships with
the CE liaisons, and they appreciated having a person to contact in the teacher education
program. In addition to the CE liaisons, field supervisors visited and observed teacher
candidates. When a school hosted teacher candidates from multiple cohorts, multiple field
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supervisors visited. While one principal enjoyed learning more about the different teacher
education programs, another principal voiced his concern with this increased number of faculty
visiting the school because he was not able to get to know everyone. Hale expressed his
expectations for visiting supervisors:
Well, it’s nice if people come in to introduce themselves—yes, these are my candidates, I
think so and so is doing well—okay what makes you think that way, what are you folks
looking for in your candidates, what are the recommendations for a good candidate? And
for me that is always a learning thing, for me, I am always refining my traits in term of
the candidates that I want a part of here.
Another principal, Hālona, mentioned that he valued the increased interaction with CE
faculty and the communication and presence of the CE liaison:
I think it is the constant communication, constant and consistent communication. [Our
CE liaison] is here quite a lot, she is quite visible, but there are others that come, whether
it is in their special field, they all come. But I think the communication has been very
good.
Principal Hinode expressed a certain pride to be part of the PDS, “it is larger than what is going
on in the individual school, it just breeds success. I feel very fortunate to be part of this larger
picture. Super good feeling.” The liaison Akoni praised that the teacher candidates had become
much more aware of DOE terminology when entering the field.
Though principals gave final approval for teachers to mentor, they viewed the liaisons as
well suited to decide on and recruit competent mentor teachers. Hale acknowledged, “[At the
school it] is a constant challenge to convince our teachers to take on this responsibility. [The
liaison] is really good, she has a lot of deeper relationships with the teachers, so she can convince
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them.” At all schools, principals voiced their appreciation for the liaisons. They acknowledged
their relationships with the teaching staff, their continuous work to recruit mentor teachers, and
their support for mentor teachers and teacher candidates. Hale identified a difference between the
PDS and other arrangements with teacher education programs,
There is a lot of interaction between the [CE] coordinator and the school liaison, perhaps
even the mentor teacher, whereas our arrangement with the other teacher colleges are
more traditional where they place the [college] students here, normally there is not much
interaction unless something is not going well.
Theme: Support Systems. The PDS involved change to the organization of teacher
candidates’ placements including support for mentor teachers and liaisons from administrators at
schools and the CE programs. This challenged the existing procedures and required a
commitment to the PDS from the participating schools and teacher education programs.
Support for Mentor Teachers. Survey results demonstrated that mentor teachers felt
well-supported by their colleagues, CE faculty members, and school administrations in their
work with the teacher candidates. Overall, more than 30 of the 42 survey participants answered
with a 4 (quite a bit) or 5 (very much) on a five-point Likert scale. Only ten mentor teachers rated
the support as 3 (somewhat) and one rated it as 2 (very little). In interviews, the mentor teachers
reflected this positive outlook—they expressed that they felt connected to their colleagues in
their roles as mentor teachers. Kate and Kainoa sought advice from colleagues about their
mentoring role and Kira reported having had regular exchanges with another mentor teacher
regarding their teacher candidates. Kagami relied on her collegial network to connect her teacher
candidates to other teachers. Her purpose was to provide teacher models closer to the candidates’
ages who demonstrated a good balance of work, school, and private life.
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Mentor teachers rated the support by the CE faculty members as an average of 4 (quite a
bit) on a five-point Likert scale. The support by the administrators was equally highly rated.
There was only a slight variation between the schools, which was also reflected by the mentor
interview participants. At two schools the mentor teachers did not see the principal actively
involved with the teacher candidates on a day-to-day basis, but both mentor teachers stated they
believed they would receive appropriate support from the principal upon request.
Support Through Liaison Meetings. School and CE liaisons valued the liaison meetings.
The meetings were seen as places to connect, exchange, discuss, and report about what was
happening at the individual schools in the Waiwai Complex-Wide PDS. Andrea, a CE liaison
reported that:
It is always good to meet with people, especially those of the school. I mean I see [the
school liaison and the principal] all the time but I don’t get to see the other [school
liaisons and CE faculty members] in the Complex and hear what’s happening at their
schools. I think that is helpful, hearing what’s happening at the schools, to get ideas.
From the administrator’s perspectives, the liaison meetings demonstrated a positive
influence on participants’ involvement, understanding, and action in the work as a PDS. They
helped to provide ideas and structures for collaboration. Ivan summarized:
The liaisons from both sides are taking this more seriously. They are more aware of what
the PDS entails; they are more responsive than they were initially and genuinely more
interested in this type of work. That is good. In terms of buy-in as a whole, the buy-in
from the liaison is stronger than when we started.
The high participation rate at the liaison meetings echoed this. Rarely did a liaison miss a
meeting and even principals and program directors made an effort to attend the meetings.
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Andrea raised the question about the purpose of the liaison meeting, whether the
meetings were to “funnel information” or to make decisions. The agendas for the meeting
minutes implied that a main purpose was to share information with participants regarding what
was happening with events, conferences, and workshops. The meeting minutes also revealed that
participants were taking part in group discussions involving the Vision and Mission Statement of
the Waiwai Complex-Wide PDS. The group also reflected on the results of the internal annual
evaluation for the liaison teams and drafted liaison team goals. But the meetings did not include
any decision-making. The Vision and Mission Statement maintained a working document and
the drafted goals received no further attention in the liaison meetings (Meeting Minutes
Liaisons).
A couple of members addressed making the meetings more interactive and less a mode of
information transmission. Leilani, a DOE administrator, voiced:
In the liaison meetings, I feel like people check out, they are not quite as engaged. But I
don’t know how to make it more engaging, more that they are participating. That is one
of the challenges, to make the liaison meetings more engaging.
And the liaison, Alec, requested more collaborative time at the meetings to make better use of
the time:
Sharing what we have done, each school, since the last meeting, looking at the data (the
survey results). What I would have appreciated at the liaison meeting, if the last half hour
we [the liaison teams] have time to meet. Instead, now we have to meet another time to
talk about what’s next. Maybe even embed it, to have an hour breakout with the liaison
[partner].
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Support from Administrators. Compared to the mentor teachers who felt supported by
their administrators, the liaisons did not specifically mention principals’ or program directors’
support, but the liaisons and administrators referred to a collaborative and positive relationship
with open communication. Ian acknowledged, “The relationship is very positive and very
collaborative. The communication is very open, free-flowing.”
One principal mentioned the progressive culture among the schools that was reinforced
by the Complex Area Superintendent (CAS) and one of the Complex principals who encouraged
the Waiwai Complex administrators to engage in the PDS. Hale stated, “when you think about a
progressive principal, who basically asks the question—why not?, as opposed to—why?, that is
what we cultivate [in the Complex], why not do it, versus to why do it.”
Program directors saw it as their responsibility to sustain the effort of the PDS, to
encourage faculty members to place teacher candidates in the Waiwai Complex, and to allocate
resources to support them. One CE program director stated a need to find faculty members to
work at the Waiwai schools and Irma encouraged them to make placements in the Complex and
supported them with resources such as field supervisors.
Challenge: Procedures and Mandatory Placements. An important part of the PDS
collaboration was establishing a reliable number of teacher candidate placements in the Waiwai
Complex. The CE faced difficulty providing a steady stream of teacher candidates at every
school due to common procedures regarding placements. To expose teacher candidates to
different student populations, coordinators favored a change of school sites for teacher
candidates after the first semester. As a result, the schools often had more placements in fall
semesters than in the spring, unless there was another cohort making use of the available
placements. This happened at two school sites and raised confusion among participating school
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members as to why the CE did not place teacher candidates even though placements were
available. Adding to this situation was a history that cohort coordinators partnered with specific
schools, therefore other coordinators would not place their teacher candidates at that school. The
idea of having multiple cohorts at the same school was a new situation for elementary schools in
the PDS, and became more common throughout the first years.
The other challenge for providing reliable numbers of teacher candidates was that cohort
coordinators had freedom to choose placements for their teacher candidates. Though the CE
program might request that a coordinator placed teacher candidates at a Waiwai school, the
coordinator often used their existing relationships with schools and principals. As an example,
Ingrid felt mandated to make placements in the Waiwai Complex and expressed concerns about
losing her network of excellent mentor teachers outside of the Complex.
The schools faced another organizational challenge. All teachers had the freedom to
decline the request to mentor. Also, there was a lot of movement within the teaching staff, with
teachers changing schools or being reassigned to different grade levels. Hinode remarked that he
wanted more information about the candidates to inform the mentor teachers; he voiced that this
information would make it easier to find mentor teachers and explained: “Here I am willing and
wanting, but I just need to know, so I can plan accordingly. The more time we have to
communicate with our people, the more we can recruit.”
Challenge: Buy-In from Faculty and Staff—Commitment. Each school was at a
different pace regarding their involvement with the PDS. This was expected from participants at
the CE and voiced at the liaison meetings. Every school had a different history with the teacher
education programs. During the first three years, not all schools or teacher education programs
participated in Complex-wide events such as the community tour, administration panel, school
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visits, or the design thinking workshop. Each school, liaison, or teacher education program had
the freedom to shape the collaboration at their own pace and to their own needs. Amy pointed to
the strong relationship among the liaison team as an indicator for involvement with the PDS
effort. She explained:
I think each school has its unique relationship [with the PDS] and it depends a lot on the
liaison, how well the liaison works with the CE liaison because that is where the
relationship is rooted. If that is a strong relationship, then it is safe to say that the
partnership at that school will flourish. If it is a weaker relationship, or maybe someone
has been assigned to it, on either end, I wouldn’t put a lot of weight behind that school
moving forward and blossoming.
Amy also cautioned against mandatory participation in the PDS when commenting on
activities across the Complex:
Because we never wanted people to feel pressured to do things they are not ready for or
take teacher candidates when they are not wanted. It could be just as a Complex, we are
just not ready for constant Complex-wide activities and initiatives because there are some
schools that are not ready for that.
CE faculty member Ivan agreed with voluntary participation for all, but also raised the
question about the knowledge among school faculty regarding the work in the PDS, “we do not
have any data on that, what percentage of teacher and staff at any given school actually think that
[the PDS] is a good idea.” Faculty and staff meetings spread the word about the PDS and
provided people with opportunities to voice their opinion and discuss their perspectives. While
the PDS was a standing agenda item at the master’s program faculty and staff meeting, it was
unknown if the PDS was an agenda item at school staff meetings. Other teacher education
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programs, as well as the principals’ meetings, did not list the PDS on the agenda regularly
(Leilani Interview, 2018). Steering committee members met in various contexts but compared to
members from the CE who frequently discussed the PDS (Ivan Interview, 2018), it was not often
a topic on the agenda at DOE meetings.
The number of placements varied across schools; in the second year some schools
increased the number of placements while others decreased. In the third year, the overall total
increased and the schools also reach a more even distribution of placements among each other.
All schools had placements again (see Figure 13). Interviews with principals during the second
year of the PDS revealed concerns about the uneven distribution. Two of the principals voiced
that their high number of placements were not sustainable, and Hale expressed that he would
have liked other schools taking more candidates. Akoni, a school liaison, raised the question of
capacity building at other schools in the Complex. “My question was are we building capacity at
the other schools?”
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Chapter V - Discussion
The primary purpose of this study was to document and analyze the early steps in the
development of the Waiwai Complex-Wide Professional Development School located in a
suburban area of Honolulu. This school complex included seven public schools collaborating
with three programs in a teacher education institute. This study was designed to seek answers to
the fundamental question: What facilitates and impedes the development of the PDS? Based on
the theoretical lens of activity theory I developed four sub questions:
1) Object - What is the common understanding of the Waiwai Complex-Wide PDS?
2) Tools – How does the Waiwai Complex-Wide PDS apply the tools (placements, PD,
research and inquiry, student learning) to meet requirements for PDS work?
3) Rules - What is the understanding of the participants’ roles in the Waiwai Complex-Wide
PDS?
4) Division of Labor - How do organizational structures support or impede the development
of the Waiwai Complex-Wide PDS?
These sub-questions allowed me to investigate the individuals’ actions in the context of
social interactions of the PDS. Though unique in their situation and context, the findings offer
insight into expectations, challenges, and successes in providing teacher education embedded in
a school-university partnership that strived to fulfill the characteristics of a PDS. This
information is valuable not only for potential growth of the PDS in Hawaiʻi to other school
complexes, but also for the organization of teacher education in general.
This study echoes other research (Cozza, 2010; Zeichner, 2010) that found that PD
schools provided a model of quality teaching. The Waiwai Complex-Wide PDS is a quality
teaching model for its participants. Teacher candidates, as well as mentors, and the teacher
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education program facilitators learned from each other in the endeavor to provide quality teacher
education. I present my conclusions to the research questions and discuss them in the context of
the prevalent literature. Next, I discuss implications from the Waiwai Complex-Wide PDS and
the recommendations for this initiative. I close this chapter with limitations for this study and
recommendations for future studies.
Conclusion 1: Involvement Contributed to a Learning Culture and Better Teacher
Education
Leontiev (1981) described the objective of an activity as its motivation. The findings of
this study raised four aspects that pertain to the research question 1: (a) a need to raise
consciousness for the PDS, (b) mentoring contributed to the learning culture (c) the PDS
contributed to better teacher education and (d) the Complex culture supported the PDS.
A Need to Raise Consciousness for the PDS
Across the three activity systems of mentor teachers, liaisons, and administrators, the
participants aligned in their overall goal to improve teacher education, but they differed in their
understanding of what the PDS entailed. The mentor teachers had the least information provided
to them at the start of the PDS. Compared to the situation of the mentor teachers and
administrators, the liaisons actively developed their understanding of the PDS in the regular
liaison meetings. The literature regarding PDS work referred to the importance of sharing
information for transparency and of providing room to clarify expectations and goals in the PDS
(Cozza, 2010; Dana et al., 2001; Edens et al., 2001). Breault (2013) cautioned that
communication becomes more difficult the more partners become involved and that
communication structures need to be clear to keep everyone informed. The Waiwai ComplexWide PDS involved over 117 people across seven schools and three teacher education programs.
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The literature regarding change in organizations pointed to the importance of aligning
goals and creating a shared vision (Kotter, 2014; Senge, 1990). Both NAPDS and NCATE stated
that a comprehensive mission is important for any PDS (Brindley et al., 2008; NCATE, 2001).
Other researchers reported that an increased dialogue created a better understanding among PDS
participants (Cozza, 2010; Dana et al., 2001). Communication is a critical aspect of PDS
relationships. When partners meet to examine goals, discuss and reflect on the relationship, they
are building trust (Edens et al., 2001). The members of the Waiwai Complex-Wide PDS revealed
a need for more conversation about what the PDS entailed, provided, and requested of the
different participants in a PDS community (Neapolitan & Tunks, 2009). Despite the drafting of
Vision and Mission Statements, no one ever finalized these statements and the authority for
doing so was unclear.
Mentoring Contributed to the Learning Culture
In this study, mentoring affected the cultures of the schools. This aligned with the first
NCATE (2001) standard that PDS partners create a learning-centered community and with the
expectations in teacher education of reciprocal learning between the mentor teachers and teacher
candidates (Hudson, 2013). According to Senge (1990), continuous learning is a successful
attribute for development within an organization. When schools are exposed to continuous
change because of new policies and instructional innovations, a school can only benefit with a
faculty that embraces learning and development and is open to change. Collaboration can be a
strong predictor of change in teaching instructions (Parise & Spillane, 2010). For example,
principals saw an increase in small group instruction because of teacher candidates in the
classroom. Furthermore, research regarding successful instructional development considered
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experimentation in the classroom and reflective practices over a period of time as successful
practices (Guskey, 1985; Supovitz & Turner, 2000).
PDS Contributed to Better Teacher Education
The literature regarding PDS work referred to the potential of pooling resources to create
a stronger link between the theoretical and practical experiences of teaching (Levine, 2002;
Zeichner, 2012). A stronger discourse between the institutions helped to define common grounds
for expectations and goals (Valencia et al., 2009; Zeichner et al., 2015). In this study, across the
three activity systems, participants agreed that the schools’ involvement with teacher education
was important for the profession. Mentor teachers became models for good teaching instruction.
Teacher candidates mirrored collaborative behavior to students when interacting with the mentor
teachers. Finally, liaisons collaboratively influenced the way teacher education was organized at
their respective schools. CE liaisons provided professional development or made the connections
to other faculty members and supported the interests of teachers.
Teacher education in the PDS provided contextualized knowledge with these communitybased experiences (Zeichner, 2010). Community involvement was a central aspect in the Waiwai
Complex-Wide PDS and not only contributed to teacher candidates understanding of the
population in the school Complex but provided opportunities to interact with students outside the
classroom in community projects, and increased hiring of qualified teachers. As described in the
literature, community involvement increased access to teachers for high-risk student populations
(Sutcher et al., 2016).
A PDS can promote development for teacher education programs (Levine, 2002;
Zeichner, 2012). At liaison meetings, school partners expressed their confusion with the differing
requirements of various teacher education programs. They expressed a need for transparency.
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The development of the Waiwai Complex-Wide PDS sparked conversations among the teacher
education programs so that faculty members became more knowledgeable about each program’s
requirements.
A Culture in the Complex Supported the PDS
The culture of a school includes shared participant assumptions, values, and norms that
are mutually reinforcing (Hoy, 1990). The principals in the Waiwai Complex conformed to
educational values by implementing congruent educational initiatives and giving their teaching
staff common opportunities for professional development. The literature finds that principals
communicate the culture of the school by managing instructional and institutional resources
(Varrati, Lavine, & Turner, 2009). This held true in the Waiwai Complex where principals, who
provided time and support for mentors, advocated for the Complex-Wide PDS. The stability in
school leadership and the culture of expanding initiatives throughout the Complex contributed to
the implementation and the support for the PDS.
This Complex culture was demonstrated among principals but was absent among the mentor
teachers, who for the most part had no interaction with mentor teachers from different schools in
the Complex other than perhaps sharing the same professional development. The liaisons showed
a similar situation, but the liaison meetings became a place where values, purpose, and goals for
the PDS could be shared, connected and discussed. This will be discussed below.
Conclusion 2: The Waiwai Complex-Wide PDS Applied Tools as Required for PDS Work
The tools described how the PDS fulfilled the four-fold agenda for PDS work (Brindley
et al., 2008; NCATE, 2010). According to the activity system, the tools applied to the
development of a Complex-wide PDS mediated the relationship between the subjects in the PDS,
which were the mentor teachers, liaisons and administrators, and the object, or the goal of the
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PDS. How the PDS fulfilled these requirements of the four-fold agenda were reflected in
research question 2: (a) placements and adapted recruitment of mentor teachers, (b) opportunities
for mentor teacher’s professional development, (c) combined research effort promote
collaboration, and (d) prospects for student learning.
Placements and Adapted Recruitment of Mentor Teachers
Learning was an important aspect of mentoring, and focusing on collaborative learning
encouraged teachers to become mentors (Dana et al., 2001; Hudson, 2013). In the Waiwai
Complex-Wide PDS, mentor teachers enjoyed sharing their knowledge and receiving support in
the classroom from teacher candidates. They also referred to the rewarding aspect of teaching the
future generation of educators. Mentoring provided a sense of purpose to the mentor teachers.
Leadership engagement supports the success of a school initiative and the school culture
is a strong indicator in shaping teachers’ practices (Hipp et al., 2008; Senge, 1990). Although
principals and liaisons often defined mentoring as part of the job of an educator, they understood
when teachers declined the mentoring role. The more the principal was invested in the PDS, the
more accepted mentoring became among teachers. At two schools the liaisons were also the
vice-principals, and in this role, they expressed an expectation for every teacher to mentor. At
both schools the number of placements increased over the three years. This may indicate that
mentoring was becoming part of the school culture.
The literature regarding mentoring qualifications cautioned that a high number of mentor
teachers at a school could lower the quality of mentor teachers demonstrating the requisite skills
(Rickenbrode et al., 2018). Research in PDS development stated that despite porfessional
development for mentor teachers and clarifications for expectation, the capacity of qualified
mentor teachers was hard to grow (Reece et al., 2016). Principals and liaisons voiced their
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concerns regarding the schoolsʻ capacity to recruit highly qualified mentor teachers. When
participants in the Waiwai Complex-Wide PDS explored different ways to increase the capacity
in mentoring they cosidered potential benefits and ways of support for mentor teachers. Some
school liaisons reframed the role of mentoring. They focused on the professional learning a
mentor teacher was able to obtain in their collaboration with the teacher candidate and the CE
faculty member. This approach reflected the experiences from a study conducted by Dana et al.
(2001), their PDS had more mentor teacher than they needed for the placements of their teacher
candidates when teachers started to attibute professional growth to mentoring.
Opportunities for Mentor Teachers’ Professional Development
Mentor trainings contribute to improving mentoring skills and therefore support the
teacher candidates (Eby et al., 2008; Jones, 2009; Sayeski & Paulsen, 2012). The recruitment for
mentor teachers in the Waiwai Complex-Wide PDS mandated some form of mentor training. The
participants in the PDS addressed this need by providing opportunities for mentor training and
requires clarifying expectations for mentoring. Over the first three years of the PDS, liaisons and
CE faculty members developed training opportunities such as orientation meetings, mentor
meetings, DOE professional development credits, and the PPNL master’s program to support the
mentor teachers’ development. Additionally, faculty members from the CE provided PD or
referred to other faculty members to serve the schools’ interests. Though not all schools tapped
into this opportunity for PD, participants expressed the great potential in this.
At the time of this research, participants and the administrators have not clarified a
reduction in the workload for liaisons nor have they allocated any form of compensation to
facilitate professional development. Given that professional development and collaboration are
essential feature of PDS work, administrators need to clarify available compensations.
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The master’s degree tailored to the Waiwai mentor teachers made professional
development a critical aspect in the PDS and was strongly supported by the CE administrative
participants. Other studies have demonstrated the potential for staff development through
professional development organized in an academic setting where the requirements involve
research and inquiry (Edens et al., 2001; Hobbs et al., 1998). The first 13 participants in the
master’s program started in Summer 2019, expecting to graduate in Summer 2020.
Combined Research Efforts Promote Collaboration
As mentioned by a CE administrator, an increased presence of the CE faculty members at
the schools potentially ignited research practices. Planning for conference participation generated
collaboration among CE faculty members, school liaisons, and mentor teachers. This aligned
with Breault’s (2013) finding that research supported the development of a PDS. Breault (2013)
also referred to the divide among school and university cultures. While faculty members are
required to publish and present research, DOE school faculty members generally focus on their
professional development as practitioners. Their lenses in approaching PDS research may differ.
Over the first years of the Waiwai Complex-Wide PDS, conference proposals were mainly
written by CE faculty members. As a result, faculty searched for ways to increase the mentor
teacher and school liaison participation in research. Both NAPDS and NCATE promoted
classroom-based research for the development of the PDS, but this was not yet observed in the
Waiwai Complex-Wide PDS (refer to Appendix H for conference participation titles). Potential
for more research in the classroom setting might start with graduates from the PPNL program in
their thesis papers and potential conference participation.
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Prospects for Student Learning
Students are the ultimate beneficiaries of improved teacher education and teachers’
opportunities for professional development (L. Darling-Hammond, 2000). The Waiwai
Complex-Wide PDS provided both, but this study did not address student achievement.
Participants believed that the schools’ climates were positively influenced by teachers’ reflective
practices. Collaborations in Complex-wide activities expanded teachers’ and CE faculty
members’ relationships and participants valued these growing relationships.
Teacher relationships were found to reduce teacher turnover (Kraft et al., 2016), and this
also occurred in a PDS setting with community relationships (Latham & Vogt, 2007). Research
attributed higher P-12 academic achievement to lower teacher attrition (Sutcher et al., 2016).
Again, the current study did not investigate student performances, and this would be a topic for
future research to investigate.
Conclusion 3: Roles were Clarified Through Interaction and Communication
The rules are part of the socio-historical component in the activity system and mediate
the subject-community relationship. The rules mediate any kind of conventions attributed to the
participant groups and contribute to the social context of the PDS. Research question 3 in this
study investigated participant groups’ roles and perceived responsibilities. When participants
clarified their responsibilities and expectations through dialogue, transparency was increased
among PDS participants (Cozza, 2010; Dana et al., 2001).
The Waiwai PDS started without clear role descriptions or a written program or
handbook. The development was left to the individual schools and CE liaisons. The
Memorandum of Agreement (MoA) defined the liaisons as representatives of their institutions
and stated that the PDS was a collaborative effort among schools and CE teacher education
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programs. In Themes mentor teacher role, liaison role, and steering committee role, I
summarized the stated and unstated expectations PDS participants attributed to their roles and
others in PDS teacher education. Below, I look at how these expectations have been reflected in
the literature.
The mentor teachers described their roles in high congruency with what the literature
described as good mentoring (Rickenbrode et al., 2018). They set aside time to reflect with the
teacher candidate, they provided emotional support, integrated them into the school community,
and modeled good teaching practices in the classroom (Butler & Cuenca, 2012; Eby et al., 2008;
Valencia et al., 2009; He, 2009). The small sample of interviews with mentor teachers did not
allow for a generalization. Still, their description of the mentor role could contribute to a
discussion regarding quality mentoring happening in the Waiwai Complex. Liaisons’ and
administrators’ perceptions of good mentoring also reflected the literature. Other research
showed that when mentoring was perceived as a learning opportunity for teachers, it could
increase the numbers of mentor teachers (Dana et al., 2001), but may decrease the rigor in
mentoring (Rickenbrode et al., 2018).
The liaisons attributed activities such as co-creating, coordinating and communicating to
their role and they were aware of their role as boundary-spanners between the PDS schools and
the CE and teacher education programs (Whitenack & Swanson, 2013). An important premise in
the PDS was innovation; liaison teams explored how to structure their work relationships to
serve the teacher candidates and mentor teachers in innovative ways (Douglas, 2017). The
liaison meetings contributed to the understandings of the liaisons about how to structure their
work and find different ways to clarify and fulfill their roles and responsibilities (Brindley et al.,
2008; Gardiner & Lorch, 2015). But the liaison role was always added to the regular work of the
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coordinators, vice principals, and resource teachers and therefore, liaisons shared the challenge
of time commitment with mentor teachers (Brink et al., 2001; Dangel et al., 2009).
A steering committee provides a forum for governance, reflection, and collaboration
(Brindley et al., 2008). The steering committee in this study was created to provide leadership for
the Waiwai Complex-Wide PDS but was unable to find a functional role. Members questioned
the committee’s contributions toward the development of the PDS because the committee failed
to communicate important information regarding the master’s degree and lacked leadership
regarding generating and organizing activities for the PDS. Steering Committee meetings were
also criticized by some members as becoming simply a means for information transmission.
Conclusion 4: Organizational Structures Improve the Development of the PDS
In the activity system, the division of labor is part of the socio-historical component and
mediates the relationship between the participant groups (community) and the goal of the PDS
(object). Research question 4 investigated the supporting or impeding organizational structures in
the development of the Waiwai Complex-Wide PDS. There are three aspects to be discussed: (a)
the collaborative leadership and institutionalized meetings in the PDS, (b) the Complex-wide
activities, conference participation, and community involvement in their contribution to a PDS
culture, and (c) the needed support for the members in the PDS to address components that
impeded the development of the Waiwai Complex-Wide PDS.
Collaborative Leadership and Institutionalized Meetings
The leadership placed an important role in the schools’ commitment to the PDS (Hipp et
al., 2008; Varrati et al., 2009). At schools with high numbers of placements, the principals
expressed the value of the work of the school and CE liaisons who organized placements and
interacted with the mentor teachers. This indicated a shared responsibility in leadership. Further,
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the governance structure of the PDS was organized in a star structure to assure a collegial
collaboration among the groups. CE administrators called this a grassroots initiative that
encouraged each school’s needs-based development. Each school developed in different ways
based on the collaboration within the liaison team.
Communication among groups is an important element regarding goal setting and
development in the PDS (Cozza, 2010; Dana et al., 2001; Zeichner, 2012). Liaison meetings, CE
Liaison meetings, and steering committee meetings were introduced as forums to develop, share,
question, and reflect on PDS activities. Participants valued the liaison meetings because the
information and activities were personally relevant, but they also criticized them for being too
information heavy.
In line with experiences of other PDS groups across the country, at the early stage of the
PDS, the CE steered the initiative (Burns et al., 2015). But successful PDS development also
calls for the importance of “shared commitments” and “boundary-spanning roles”(Brindley et
al., 2008; NCATE, 2010). Though CE faculty members expressed the intention of the steering
committee to be the forum for collaborative decision making, the reality was different. Meetings
were planned and convened by CE faculty members. Additionally, a DOE representative stated
that the agenda at principal meetings and other DOE school faculty meetings did not often
mention the PDS. The Waiwai Complex-Wide PDS was at the point where the schools had to
step up and take on more responsibility and ownership.
Complex-Wide Activities, Conferences, and Community Projects
The PDS partners sought opportunities to develop the partnership and PDS events were a
standing item on the liaison and the steering committee agendas. The activities in connection
with the teacher candidates brought awareness to the positive contributions made by the teacher
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candidates to the school culture. In general, the partnership thrived on Complex-wide activities
such as community tours, design thinking workshops, “Complex PD Day,” and school visits and
trips where the participants had a chance to interact, make positive contributions, and value each
other’s expertise. Conference travel and presentations provided members with opportunities to
collaborate and to learn about the larger scope of teacher education. Participation in conferences
provided insight into teacher education across the United States.
Breault (2013) acknowledged clashing cultures among schools and teacher education
programs and promoted activities to create positive and normative spaces for groups to interact.
This study found that the Complex-wide activities, conferences, and community projects
functioned as positive and normative spaces, encouraging mentor teachers, liaisons and
administrators to interact and create a culture for the PDS. The next step would be to generate
new ideas for Complex-wide activities and to share the responsibility in facilitating these
activities.
Support with Resources
PDSs are resource-intensive initiatives and the members have to be supported with the
resource time (Conaway & Mitchell, 2004; Dana et al., 2001; Dangel et al., 2009; Eby et al.,
2008). Creating a well-functioning PDS requires adequate support for mentor teachers and
liaisons to operate and organize teacher candidate education in the PDS. Mentor teachers and
liaisons have additional responsibilities that could be challenging to sustain. Mentor training or a
master’s program will raise the mentoring skills for teachers, but do not address the problem of
the lack of time. Complex-wide activities or professional development cannot be facilitated by
the same people on a regular basis if they do not receive any form of compensation. At the time
of this study the Waiwai Complex-Wide PDS operated without any grant support that could
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provide resources for mentor teachers, liaisons, or steering committee members. In general,
faculty members and staff need adequate support to thrive (Breault, 2013; Edens et al., 2001).
Both institutions, the CE and the DOE need to support the PDS through ensuring
competent teacher candidates and mentor teachers. CE teacher education programs were
responsible for preparing teacher candidates who are ready for work at the school. This was
reflected in the programs’ admission process that only allowed promising teacher candidates into
the program. Mentor training programs were also necessary to ensure adequate mentoring skills.
The DOE is the ultimate beneficiary of well-prepared teachers who could transition into firstyear teaching with ease. The DOE should be interested in and get involved in teacher education.
Implications
The PDS was shown to be a valuable structure to promote and improve teacher
education. It was based on collaboration among programs and emphasized relationship building
and discourse about best practices in teacher education. This study demonstrated successes and
needs for improvement for the Waiwai Complex-Wide PDS and can contribute as this PDS
development moves forward. Organizing teacher education in the format of a complex-wide PDS
was a valuable experience for all stakeholders. Following, I elaborate on three implications for
the development of a PDS: building community relationships, fostering a learning culture, and
supporting collaborative leadership.
Building Community Relationships
A successful PDS is built upon relationships (Breault & Breault, 2012; Dana et al., 2001).
These relationships are nurtured through interactions where the members can collaborate and
rely on each other. Acknowledging challenges in PDS work has also fostered awareness and a
search for solutions (Breault, 2013; Hess-Rice, 2002). The importance of discussing and
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reaching an agreement on a shared vision is a common principal in driving change (Kotter,
1994). Edens et al. (2001) referred to the importance of goal examination, and Senge (1990) saw
the “Principle of Creative Tension” as the momentum for organizations to organize their actions
according to their visions. Communication and future-oriented actions became means for
discourse in sharing a common goal and vision for the Waiwai PDS. The themes in the category
motivation portrayed participants’ reasons to participate in the Waiwai Complex-Wide PDS. It
demonstrated that the various schools in the Complex shared an effort to improve education for
their student population. The participants attributed institutional advantages to their collaboration
in the PDS, such as having direct contact with potential hires and improving the quality in
teacher education. Though this study exposed that mentor teachers lacked information about the
meaning and goals for the PDS, the study demonstrated a growing interest, understanding, and
involvement among liaisons and administrative personel. Through the liaison meetings and
conference attendance, participants created a PDS community which reflected and developed
PDS practices in the Waiwai Complex-Wide PDS.
The research showed that the participants valued the PDS partnerships. Throughout the
first three years of the PDS, the relationships became stronger and collaborative ties between the
CE and the schools increased. Teacher candidates increased their presence in community-based
projects and school and CE faculty members participated together at conferences. Members of
the PDS created new programs such as the master’s program for mentor teachers and the
substitute teacher-certification for bachelor’s students.
The study also demonstrated that participants actively influenced the nature of the
partnership; each school had the opportunity to develop the partnership to fit its needs. That this
development was dependent on the participants and the context of the schools and teacher
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education programs was not a surprise. Like other PDSs across the country, providing a forum,
space, and time to convene and exchange experiences across and within each organization was
the foundation of the PDS (Breault, 2013; Zeichner et al., 2015). Creating these opportunities to
meet and interact required continuous development. In this study, a number of established
Complex-wide activities, conferences, and meetings provided these opportunities. I conclude that
improvement and sustainability of the PDS are dependent on innovation and support in creating
boundary-spanning activities.
Fostering a Learning Culture
The Waiwai Complex-Wide PDS, like other partnerships, supported an improvement in
teacher education by providing community-embedded experiences for teacher candidates and
learning opportunities for members of the schools and teacher education programs (Cozza, 2010;
Dana et al., 2001; Zeichner, 2010; Zeichner et al., 2015). The literature points to successful
collaboration among the organizations as leading to program and school development (Doolittle
et al., 2008). Further, a collaboration based on trust, open discussions, and accountability
influence teacher practices (AACTE, 2010; Cozza, 2010; Guskey, 2002). A pooling of resources
among organizations was shown to be a way to reach goals which could not be reached by
working by oneself, either individually or as a single organization (Hess-Rice, 2002). The shift in
the organization of teacher candidate placements from the personal responsibility of the
individual cohort coordinator to an institutional responsibility brings with it the possibility of
more quality in placements and a change in policy (Frazier et al., 2015).
In this study, the themes in the category tools described multiple means of how PDS
participants created opportunities for interaction and development within the Waiwai ComplexWide PDS. The data revealed a change in the practice of teacher candidate placements and a
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evolution of professional development that was pertinent to each schools’ needs. Both were
important to increase recognition, acceptance, and involvement with the PDS at the various
institutions at both school and teacher education programs. This helped the PDS community
build on the complex culture to expand and create a learning culture around teacher education,
that included teacher candidates, school staff and teacher education faculty members.
The literature has found that organizations need to be in a constant state of learning to be
able to adapt and embrace changes (Rabe, 2012; Senge, 1990) and PDSs have demonstrated that
they are places where learning is embraced by its participants (Brink et al., 2001; Cozza, 2010;
Dana et al., 2001; Edens et al., 2001). Creating a learning community emerged as a central aspect
for PDS work (NCATE, 2001). Senge (1990) promoted a systematic approach when a school or
an organization changes procedures. He stated that learning is inherent in the process of change.
An inherent learning culture within an organization, such as schools and a teacher education
program, is supportive of the continuous development of best practices in teacher education.
Therefore, the organizations’ and the individuals’ positive approach to learning influences the
development of a PDS. This study verified that the organizational frame of the PDS supported
the development of innovative learning opportunities for teacher candidates, school members,
and CE faculty members.
Supporting Collaborative Leadership
Like in other PDSs, leadership was an important factor in the organizationsʻ
committment to the Waiwai Complex-Wide PDS and principals’ commitment influenced
successes and difficulties in this enagegment (Hipp et al., 2008; Varrati et al., 2009). Successful
leadership among schools and teacher education institutes promoted shared responsibilities and
yielded professional development for all participants in a PDS (Frazier et al., 2015). A shared
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leadership among the principals and liaisons of the Waiwai PDS supported the development of
the PDS.
The themes in the categories rules and division of labor demonstrated that the various
stakeholders were involved in clarifying their roles and responsibilities. School and CE liaisons
looked for ways to assist mentor teachers and teacher candidates. The regular meetings of
school-liaison teams and Complex liaison meetings contributed to the discourse regarding the
PDS development. While the steering committee members lacked initiative in leadership,
individual members, principals, and CE faculty members took initiative in their contributions to
the Waiwai Complex-Wide PDS.
Leadership plays an important role in communicating the culture of an organization
through the allocation of instructional and institutional resources (Varrati et al., 2009). This
distribution of resources is a fundamental contribution to building trusting relationships (Dana et
al., 2001). The Waiwai Complex-Wide PDS started without any grant money and each institution
decided on the resources they could allocate its development. Schools and teacher education
programs were involved in the PDS but their investments to actively develop the PDS were
different. One result of this study was that the more each school administration participated
actively in the PDS, the greater benefits the school’s participants perceived. This study illustrated
that, at times, a lack of commitment from the DOE impeded the development of the PDS. For
example, some schools did not partake in Complex-wide activities and school participants were
not aware of the PDS and its potential benefits.
Recommendations
Studies reporting on potential benefits identified in PDS collaborations inspired,
developed, and transformed work relationships among PDS partners (Cozza, 2010; Edens et al.,
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2001). This study contributes to the development of the Waiwai Complex-Wide PDS by
investigating participants’ goals, challenges, and successes in their work and relations in teacher
education. Concluding, I provide recommendations for participating partners in a PDS. These
will be different for teacher education programs and schools, since they face different
arrangements and restrictions in their organizational structure.
Recommendations for Teacher Education Programs
•

Connect with community partners and integrate community projects for teacher
candidates

•

Provide mentor training and find other ways to support mentors by linking program
requirements with schoolʻs needs.

•

Promote agency for faculty members working with and in teacher education. Share the
responsibilities in facilitating and innovating ideas to build a partnership that holds
members accountable to their commitment. Support the school partners to take ownership
in teacher education.

Recommendations for Participating Schools
•

Build a shared understanding around the components and the goals for participating in a
PDS. Provide a forum, space, and time to learn from the experiences of mentors, school
liaisons, and principals

•

Advocate for the building of a learning organization; participatory involvement in teacher
education opens up opportunities for action research and evidence-based practices in
education.

PROFESSIONAL DEVELOPMENT SCHOOL COMPLEX
•

159

Allocate resources in the form of time to members participating in the PDS. Advocate for
changed policies that will allow greater recognition, involvement, and resources for
teacher education.

Implications from the Theory
Sociocultural theories recognize that learning is based on prior knowledge and
experiences are shaped by the individuals’ social and cultural environments (Vygotsky, 1978).
Learning and development are constructed from experiences. A socio-cultural approach to
cognition adds the situated, interactional processes of learning in the social practices of the
community (Mason, 2007). In this study, mentor teachers, liaisons, and administrators built their
understanding of the PDS on their prior knowledge of teacher education. Their current
understandings were developed through their social interactions and practices within the PDS.
The Cultural-Historical-Activity-Theory (Leontiev, 1978) theorized that the analysis of
the individual’s activity is in the context of a collective activity system. This process of seeing
interrelationships among activity systems helps to discover patterns and understand interactions
in joint activities such as changing the way teacher education is organized (Yamagata-Lynch &
Haudenschild, 2009). CHAT, as a framework, can contribute to situations when people are trying
to develop a common object (Postholm, 2015). The system shows the connections between the
acting group or groups of people and the context, where the context is interwoven in the actions.
Activity theory is a valuable frame to reflect on the PDS as it allowed me to see the
different stakeholders as one subject. I was able to contrast the activity systems of the mentor
teachers, liaisons, and administrators to integrate their experiences into the larger scheme of the
PDS. As a single case study, the research aimed to reflect on the PDS as a whole without
comparing the individual schools or programs. By using Activity Theory, I was able to look at
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each of the three participant groups from the participating schools and teacher education
programs to see the commonalities in their experiences of the PDS despite differences in
institutional cultures.
This study adds to the growing body of research that confirms the usefulness of applying
activity theory to research in education. Seeing the individual as a social self, Activity Theory
puts the individual’s action in context with a person’s participation in a community or culture.
The theory guided the development of research questions, conceptualized activity systems, and
identified tensions and relationships among the participants.
Limitations of the Study
People willing to participate in research often have a positive attitude about the
phenomenon under study. School staff and CE faculty members participated in the PDS on a
voluntary basis and there was no direct funding involved for the PDS. I assumed that people
wanted to be part of the PDS because they saw a benefit in it. Therefore, the study might be
positively biased and lack hearing the voices from people who did not want to participate in the
PDS. I did not expect to hear strong opposition to the PDS, but I tried to capture participants’
skepticism, and to identify difficulties and challenges. In my interviews I addressed potential
problems I had identified in the literature to hear participants opinion.
A potential limitation was that the schools varied in their depth of involvement. For
example, the high school was involved in this project since 2012 and the other schools had
teacher candidate placements in the past but not in the format of a PDS. Additionally, the schools
differed in their number of teacher candidate placements; over the course of the last three years,
placements ranged from zero to more than 20, with an average of four teacher candidates per
school. Two schools increased their number of mentor teachers in the first year. Although the
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schools participated differently, the depth of involvement was not reflected in the number of
participants from each school. This is a potential weakness of the study because some schools
were overrepresented compared to their involvement in the PDS.
Unforeseen challenges arose throughout the study that forced decisions about how to
move forward with respect to the purpose of the study. For example, only half of the mentor
teachers who were contacted replied to the survey. Multiple modes of contact delayed the time
for interviews until the end of the school year, which challenged the scheduling for interviews.
Additionally, one school opted out of distributing the mentor surveys which excluded a large
number of mentor teacher participants. I made the decision to drop this school from the study,
which challenged the goal to have all schools represented. Overall, mentor teachers were
underrepresented in this study considering the number of them who were involved in the PDS.
Not including the teacher candidates can be seen as a limitation of this study as their
education represents the ultimate outcome for the PDS. But including the teacher candidates was
beyond the scope of this study.
It was not the purpose of this study to compare the different levels of school involvement
in the PDS. The design of a single case study does not invite this. As the PDS was a
collaborative effort across the Complex, I believe it is important to reflect on its development as
one system. The activity systems analysis helped to focus on the various groups participating in
the PDS and not the schools they represented.
Recommendations for Future Studies
The PDS was a collaborative initiative among the schools and teacher education
programs, but the most important contributions took place in the classrooms where mentor
teachers worked with the teacher candidates. This fostering of mentor teachers’ professional
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development provides a topic for future research. Another research topic worth investigating for
the development of the PDS would be the master’s program developed for the mentor teachers.
Whether or not graduates of the program contribute to the research of the PDS and develop
personal motivation, mentoring skills or teacher leadership would be worth exploring.
The absence of teacher candidates was a limitation of this study and therefore including
them is highly recommended in future studies. In order to determine what teacher candidates
voice as their preferences for their successful education, a comparative study between PDS and
non-PDS teacher candidates could highlight the benefits. Discovering how and what teacher
candidates gain from the PDS could help to deternine its value of the increased personal effort
from liaisons and the administration.
The literature identified the potential for PDS work in addressing the problem of teacher
turnover and for growing your own teachers (Carver-Thomas & Darling-Hammond, 2017).
Research could investigate teacher candidates in their progression through the teacher education
programs located in the Waiwai Complex and their first years as teachers in the Hawaiʻi DOE
system. A longitudinal study could provide answers as to whether teacher education in the frame
of a PDS contributes to teacher retention.
This study revealed the difficulties of the steering committee and concluded with a
recommendation for collaborative leadership. Investigating the role and positive contributions of
steering committees within a PDS context are recommended to provide suggestions for this
important leadership committee within the PDS.
As much as the single case study contributed to the understanding of the development of
the Waiwai Complex-Wide PDS, a deeper understanding of the individual school cultures is
needed to discover the supporting interactions in the community of each school. Future research
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could adapt a method of social network analysis to understand network structures bridging the
school and teacher education programs. The Waiwai Complex-Wide PDS is socially constructed
by its participants and analyzing the social networks could provide insight into structures that
support this effort in changing teacher education at the individual school site.
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Appendix A: Interview Guidelines
Understanding the Dynamics of a Professional Development School
Bounded by a School Complex in Hawaiʻi
Thank you for taking the time for this interview, it should take about 45 minutes. Questions
relate around the Complex-Wide Professional Development School. The purpose of this
interview is to gain the different perspectives from stakeholders involved in the Complex-wide
Professional Development School initiative.

This interview is taken with: Principal, Steering member, Liaison, Mentor, UH faculty

1. What is your role in the Waiwai Complex-Wide PDS?
2. What is your understanding of the Complex-Wide PDS? (Object)
3. What motivates you to participate? (Object / Outcome)
4. What goals do you see for your organization (school or program) in this collaboration
between the school and CE? (Object) - [Can you tell me more about this/ give an
example]
5. What is happening to reach this goal? (Tool)
6. What is your role in this?
7. How is this (to reach this goal) supported? (Tool)
8. Has there been a change in procedures, attitude, work-climate since the collaboration
started last year? (Rules)
9. How would you describe the relationship between your school and the COE?
(Community)

PROFESSIONAL DEVELOPMENT SCHOOL COMPLEX
10. How do you support teacher candidates? (Division of Labor)
11. How do you get information concerning the PDS and other schools? (communication)
12. Any stories of success to share?
13. Any aspects that are challenging (difficulties that came up)?
14. What is your vision for this work (Complex-Wide PDS)? (outcome)

Additional questions for the leadership:
1. How do you institutionalize the PDS model?
2. What is the importance of the PDS model to your school/ to your UH program?
3. What difficulties do you anticipate?

Additional questions for the mentor teachers/ COE Liaison/ COE faculty:
1. Has the collaboration affected the work with your students (K-12/ College students)?
2. Has this work influenced your curriculum/ syllabus?
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Appendix B: Survey
Understanding the Dynamics of a Professional Development School
Bounded by a School Complex in Hawaiʻi
* Because of the set up with Google Forms the numeral sequence differs slightly between the online
version and the paper printout. Questions 2 and 3 are one item in the online version, same as question 21/
22. Therefore, the online version is a 23-item questionnaire, the paper version has 25 items.
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Appendix C: Interview Consent
CONSENT TO PARTICIPATE IN RESEARCH PROJECT
Understanding the Dynamics of a Professional Development School
Bounded by a School Complex in Hawaiʻi
Aloha! My name is Nicole Schlaack from the College […]. I am interested in exploring the development
of the Complex-Wide Professional Development Schools. PDS characterizes the collaboration among
schools and teacher training programs with reciprocal benefits for all participants; schools, College, and
teacher candidates. I am asking for your participation because you are an administrator or mentor teacher
in the Waiwai Complex, or and administrator or faculty member in the College of Education in the
Waiwai School Complex. I anticipate approximately 7-10 people of each of the categories above for a
total of 35 to 50 people.

Project Description – Activities and Time Commitment: If you choose to participate, I will conduct a
semi-structured interview, either with you personally or as part of a focus group depending on your
available time and preference. Interviews will last approximately 45 minutes; focus groups will last
approximately 1 hour.

Benefits and Risks: There will be no direct benefit to you for taking part in this project. The findings
from this project may help create a better understanding of the process in developing a Complex-wide
PDS. There is little to no risk to you in participating in this project.

Confidentiality and Privacy: During this research, I will keep all information private. All digital
information will be encrypted, protected by a password on my laptop computer, and all paper documents
will be kept in a locked file cabinet. My supervisor and I will be the only people with access to the
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information, although legal authorities, including the College of Hawaiʻi Human Studies Program, have
the right to review research records.

After transcription, I will erase audio recordings. When I type transcripts, report the results of the
research, and develop manuscripts for presentation or publication, I will not use your name, the name of
your institution or any other personally identifying information. Instead, I will use a pseudonym (fake
name). I will also group participants’ concerns together, so that nobody is singled out. If you would like a
copy of the final report, please use my contact information listed near the end of this form.

Voluntary Participation: Participation in this research project is voluntary. You may choose freely to
participate or not to participate. In addition, at any point during this project, you can withdraw your
permission without any penalty of loss of benefits. If you choose to withdraw, please notify me by phone
or email as listed below.

Questions: If you have any questions about this study, please call or email me at schlaack@hawaii.edu or
808-2772413. You may also contact the principal investigator Katherine Ratliffe at ratliffe@hawaii.edu
or 808-9564281.

You may contact the UH Human Studies Program at (808) 956-5007 or by e-mail at uhirb@hawaii.edu to
discuss problems, concerns, and questions; obtain information; or offer input with an informed individual
who is unaffiliated with the specific research protocol. Please visit
https://www.hawaii.edu/researchcompliance/information-research-participants for more information on
your rights as a research participant.

Please print a copy of this page for your reference, and keep it for your records.
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CONSENT TO PARTICIPATE IN RESEARCH PROJECT
Understanding the Dynamics of a Professional Development School
in a Hawaiʻi School Complex

Signature(s) for Consent:

I agree to participate in the Complex PDS research project.
I understand that I can change my mind about participating in this project at any time by
notifying the researcher. If you choose to withdraw, please notify by phone (8082772413) or email (schlaack@hawaii.edu).
I grant the researcher of the project Complex PDS the right to take and use audiorecordings and field notes that are in line with the project goals (for the purpose of
recording information, NOT for distribution).
OR
I do not agree to participate in the Complex PDS research project.

Your Name (Print): ___________________________________________________________

Your Signature: __________________________ Date: _________________
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Appendix D: Survey Consent
Understanding the Dynamics of a Professional Development School
in a Hawaiʻi School Complex
Aloha! My name is Nicole Schlaack from the College of Education at the [….]. I am exploring the
development of the Complex-Wide Professional Development Schools (PDS), which incorporates the
collaboration between the Waipahu schools and the College of Education (COE). I am asking for your
participation because you are a mentor teacher in the Waiwai Complex. I anticipate approximately 3-20
people of each school in the Waiwai Complex to answer this questionnaire and anticipate a total of 50
responses.

Project Description – Activities and Time Commitment: If you choose to participate, please fill out the

questionnaire below. The questionnaire should take only 10 min.

Benefits and Risks: There will be no direct benefit to you for taking part in this questionnaire. The
findings from this project may help create a better understanding of the process in developing a Complexwide PDS. There is little to no risk to you in participating in this project.

Confidentiality and Privacy: During this research, I will keep all information private. All digital
information will be encrypted, protected by a password on my laptop computer, and all paper documents
will be kept in a locked file cabinet. My supervisor and I will be the only people with access to the
information, although legal authorities, including the University of Hawaiʻi Human Studies Program,
have the right to review research records.

After the analysis, I will destroy the questionnaires. There is no trace to your identity by taking the

questionnaire. When I report the results of the research, and develop manuscripts for presentation or
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publication, I will not use any name, the name of your institution or any other personally identifying
information. Instead, I will use a pseudonym (fake name).

Voluntary Participation: Participation in this research project is voluntary. You may choose freely to
participate or not to participate. In addition, at any point during this project, you can withdraw your
permission without any penalty of loss of benefits. If you choose to withdraw, please notify me by phone
or email as listed below.

Questions: If you have any questions about this study, please call or email me at schlaack@hawaii.edu or
808-2772413. You may also contact the principal investigator Katherine Ratliffe at ratliffe@hawaii.edu
or 808-9564281.

You may contact the UH Human Studies Program at (808) 956-5007 or by e-mail at uhirb@hawaii.edu to
discuss problems, concerns, and questions; obtain information; or offer input with an informed individual
who is unaffiliated with the specific research protocol. Please visit
https://www.hawaii.edu/researchcompliance/information-research-participants for more information on
your rights as a research participant.

Completing the questionnaire will be considered as your consent to participate in this study. All answers
are kept confidential and will not be traced to any individual. For a possible follow-up interview, please
state your contact information, this is completely optional.

Please print a copy of this page for your reference and keep it for your records.

PROFESSIONAL DEVELOPMENT SCHOOL COMPLEX

189

Appendix E: Follow-up Letter Communication
Understanding the Dynamics of a Professional Development School
Bounded by a School Complex in Hawaiʻi
Letter:

Aloha ___________,

My name is Nicole Schlaack and I am addressing you because you have mentored a student
candidate from the Colle in the previous 2 years. Since then the Waiwai Complex started the
collaboration with the Institute for Teacher Education under the umbrella of the PDS
(Professional Development School).
For my doctoral degree I investigate the development of the PDS, the relationship between the
Waipahu schools and the Institute for Teacher Education Programs. I kindly ask for your
participation in the survey and if you are willing to participate in a follow up interview, this
would contribute to the representation of Waipahu Elementary in the study. Your participation is
voluntary and is not taken as individual contribution but rather as a part of the Complex.
Thank you for taking the time. The survey is attached, and I added a self-addressed envelope.

Regards,
Nicole Schlaack
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Appendix F: List of PDS Relevant Documents
Understanding the Dynamics of a Professional Development School
Bounded by a School Complex in Hawaiʻi

Resources
•

Waiwai Complex-Wide PDS Directory

•

Mentor Recruitment Talking Points

•

MOA with Waiwai Complex Area

•

CE Substitute Teaching Support Letter

•

Vision and Mission Statements

•

Waiwai Complex-Wide PDS Role Expectations

Meetings (Fall 2016-Summer 2019)
•

Steering Committee Meetings (five)

•

Liaison Meetings (seven)

•

COE Liaison Meetings (Three)

Discussions
•

Waiwai Complex-Wide PDS Survey Summery 2017

•

Waiwai Complex-Wide PDS Next Steps 2018

•

Collaboration Ideas
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Appendix G: Survey Analysis
Understanding Dynamics of a Professional Development School
Bounded by a School Complex in Hawaiʻi

Survey Participants and Interview Participantsʻ Ethnicity
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Survey Participants per School
School

Kāhili

ʻŌlena

Lehua

Pīkake

ʻOhiʻa

ʻIlima

Mentor surveys

12

14

6

3

2

5

Response rate

38%

58%

66%

60%

50%

45%

Interviews

1

3

2

1

n/a

1
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Appendix H: Conference Participation - Titles
Understanding the Dynamics of a Professional Development School
Bounded by a School Complex in Hawaiʻi
Conference Number
NAPDS

1

2017

Title
Greater than the Sum of its Parts: Leveraging the Resources of a
Complex-Wide PDS

2

Expectations and Reasons to Participate in a Complex-Wide PDS.

3

P20 and the Park: Propelling PDS with Conservation, Curriculum and
Cure

NAPDS

1

2018

7+5>12 A complex of Seven PK-12 Schools Partner with Five University
Preparation Programs to Create PDS Synergy

2

Making the Next Generation the Best Generation: Attracting and
Retaining Next Gen Faculty

3

Cultivating Teacher Candidates' Passions into Leadership for Tomorrow:
The Gift that Keeps on Giving

NAPDS

1

2019

ATE 2018

There are “I”s in Our Team: How Implementation, Innovation and Impact
help Foster a Sense of Community Give Back

2

Creating a Culture of Learning - Mentoring in a PDS

1

Leading Change in a Complex -Wide PDS

2

Aiming for Higher Grounds
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3

Living and Working above the Noise: Voices from a Complex Area PDS

4

Locally Grown and Globally Engaged: Preparing Teachers to be Agents
of Democracy

5

Aiming for Higher Grounds. First Steps for a Complex-Wide PDS

6

Ideate this: Developing Teacher Candidates as Design Thinkers in a PDS
Partnership

ATE 2019

1

The Successes and Challenges of a Beginning PDS Partnership and it's
First Graduating Cohort

2

School university partnerships to strengthen community involvement for
pre-service teachers

3

The Intersection between School-Based and University-Based Teacher
Educators: Where the Magic Happens

4

One Thread at a Time: Weaving together a Community of Learners
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Appendix I: Member Check
Understanding the Dynamics of a Professional Development School
Bounded by a School Complex in Hawaiʻi

A.Results shared at a Liaisons Meeting
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B. Results shared at a Steering Committee Meeting
Organizational structures that support the development and sustainability of the
Waiwai Complex – CE – PDS
1.

Collaborative Leadership

The governance structure of the PDS is organized in a star structure to assure a collegial
collaboration. The liaison team at each school determines its “own unique relationship”.
The DOE and CE work in a partnership, both institutions need to make sure that decisions
are collaborative and receive support from both institutions.
How to keep informed and knowledgeable about the PDS projects to support?
2.

Institutionalized Meetings

Liaison meetings, steering committee meetings, and CE liaison meetings are held during the
school day. They provide opportunities to coordinate, share information and expertise, and could
be strengthened through more collaborative work time.
Should there be an opportunity for a school liaison meeting?
Should the PDS be an agenda item on other Complex related meetings?
3.

Opportunities to Develop Partnerships

Conference Participation
Conference travel and presentations provide members the opportunity to collaborate and to
inquire about teacher education. Participation revealed “how teacher education does impact our
teacher society” and provided insight into teacher education across the USA.
What steps can be made to encourage and support teachers/liaisons to develop action
research and presentations?
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Community Involvement
The partnership thrives on initiatives in the Complex such as community tours, Design Thinking
workshop, Complex PD Day, school visits, administrative panel, etc. where the participants in
teacher education have a chance to interact, make positive contributions, and value each other’s
expertise.
Support
Teachers who mentor might be challenged with the extra work in mentoring and liaisons are
making time to organize opportunities for teacher candidates.
How to provide time and recognition for mentoring teachers?
How does the role of the liaison fit into the workload?
Initiatives in the Complex, like the PPNL (master’s program), sub teacher certification,
professional development support in the form of time, commitment, and if possible financial
compensation.
4.

Significance of the PDS

The more benefit people saw in the PDS, the more likely they were involved. Findings from
interviewing mentors and liaisons included:
1. Mentoring contributes to the
Learning Culture
Personal Benefits for Teachers:

2. Involvement in the PDS contributes
to Professional Development
Institutional Benefits:

•

Prepared Teachers

•

Influence in Teacher Education

•

Inspiration and Learning

•

Potential Hires

•

Reciprocal Learning Experience

•

Professionalism

•

Help in the Classroom

•

Reliability and Contacts

•

Sense of Purpose

•

Aligning Programs
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5.

Implications

Participants value the partnership and there is an ongoing conversation regarding the
development of the PDS.
•

Encouraging collaborative decision making

•

Honoring each member’s time and commitment

•

Leveraging responsibilities and organization of events in the complex and initiatives
within the PDS

•

Providing room to generate ideas to develop and improve the PDS

•

Celebrating the successes and generate involvement
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