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ABSTRACT 

This narrative inquiry explores the stories and experiences of two cooperating teachers, 

“Journey” and “Isla.” Research puzzles being explored include wondering why educators 

may or may not choose to become cooperating teachers and what challenges and 

successes they may encounter along the way. It seeks to understand the various roles 

cooperating teachers must play, and explores the concept of “readiness” and what the 

phrase means in the context of cooperating teachers and mentorship. Support emerges as 

a central theme, emphasizing the relational nature of mentorship. Both participants 

discussed positive outcomes from their experiences as cooperating teachers, but 

acknowledged difficulties in supporting interns who were struggling. Questions about 

the pairing and assessment process arose. Both drew support from outside individuals in 

navigating these tensions, and both offer recommendations to consider for teachers 

becoming cooperating teachers and for the program as a whole. As a narrative inquiry, 

this research is not intended to provide a wide cross-section of perspectives, nor is it 

attempting to offer steadfast truths or information about program delivery. Instead, its 

aim is to present questions to linger with and consider as the profession moves forward 

in educating pre-service teachers. The intent of this study is to provide a space for voices 

of educators who have undertaken this necessary role in the hopes of better 

understanding how to support their work. 

 

Keywords: cooperating teachers, internship, pre-service teachers, teacher preparation 

programs, mentorship, narrative inquiry, education 
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 INTRODUCTION 

This thesis consists of five chapters. The first serves as our introduction and 

houses the narrative beginnings that prompted the research. It briefly explains the 

internship process that will be explored in this inquiry, and wonders alongside some of 

my significant and early intersections within it. In the second chapter, I review the 

existing literature surrounding education internships and the role of the cooperating 

teacher, situating my research within the work currently being undertaken to support the 

process. The third chapter looks more closely at narrative inquiry as a research method 

and methodology, and explains the nature of my work with my participants. The fourth 

chapter dives into the lived stories of my participants and wonders alongside their 

intersecting points of tension. Finally, the fifth chapter opens to recommendations and 

questions posed by my participants as we consider the forward-looking story of the 

internship process.  

I am privileged to thank my participants who have graciously supported this 

research. So too must I acknowledge the many individuals whose stories have 

unknowingly intersected this work. Narrative inquiry is the work of thinking with stories, 

wherein “...story is our primary mode of making meaning and understanding of lived 

experience, our own and others” (Lewis & Adeney, 2014, p. 162). One cannot reflect on 

their experiences as a cooperating teacher without recognizing the important roles that 

individuals such as the interns and faculty advisors have played in it. However, as a 

researcher, I must also be cautious and respectful in the way their actions and lives are 

presented in this work. My intention is to present research texts that keep their lens 

directly on that of the teller, and avoid presuming anything about any individuals 
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mentioned. Clandinin and Murphy (2009) speak to the ontological commitments of the 

narrative researcher in reminding us about our limitations: 

Our complicity in ... the temporal, social, and place constraints of what we can 

see as we live our lives alongside participants do not allow a god's eye view. We 

work under partial, complicity, context-dependent conditions, and these are what 

we represent in our research texts. Our view as narrative researchers is far from 

omniscient. We must use care to ensure that it is not read that way. (p. 601) 

With the permission of my participants, all names and identifying details from field texts 

and notes have been omitted or altered to help preserve anonymity. 
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CHAPTER ONE 

NARRATIVE BEGINNINGS AND CONTEXT 

Story of Readiness 

It’s December, and my time is split between preparing a goodbye package for my 

current intern and creating a welcome letter for my incoming one. My students have 

lovingly crafted letters to Jenna1 and have decided – or insisted - that we will be holding 

a special reading as a class. Each letter, each image, is a testament to the relationship she 

cultivated with each child. In our four months together, she’s infused our classroom with 

a beautiful spirit that I can’t imagine being absent from our room. I’m having a difficult 

time imagining what teaching will be like without her here; all the same, I’m beginning 

to wonder what changes will come when our next intern begins. 

While swept up in assembling the creation, I miss hearing one of my colleagues 

come up behind me. He reaches down to inspect some of the collection, sharing 

approving comments of a student’s determined attempts to spell “farewell.” It’s an 

opportune time for me to ask a question I’ve thrown at him many times. 

“So when do we get to make one of these books for your intern?” 

He laughs. “Someday, someday. Maybe next year.” Familiar question, familiar 

answer. Today, I’m seeking a longer one. 

“Are you thinking about taking one on?” He pauses in thought, appearing to 

entertain the idea. I’ve certainly entertained it for him. In my eyes, my teaching partner 

would be an excellent cooperating teacher. His laid-back attitude would help him 

accommodate many different teaching styles in an intern, and his strong relationships 

                                                           
1 All names have been changed. 
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with his students would serve as a great model for any placement. He seems less 

confident about that. 

“I’d love to, someday, honestly,” he confesses, fairly quietly. “But I don’t think 

I’m ready yet.” 

I glanced down at my letters. I’m getting ready for my third intern, I thought, and 

I don’t know if I’m ready yet either.  

This is not a new conversation, and these are not new answers. Today, though, 

feels different. Today, I’m on the verge of closing my second experience as a 

cooperating teacher, immersed in evidence of the power in the process. Each letter my 

students - our students - have crafted suddenly becomes a testimony to the strength of 

internship. The thought of denying my class “Ms. C” is, surely, unacceptable. In this 

moment, I’m believing this entirely and yet still finding the thought of starting a new 

internship terrifying. Had I waited until I felt truly ready, I think I may have hit 

retirement first. So today, the conversation needs to continue. 

“What would it take for you to feel ready?” 

This is an addition to a well-travelled script, practiced between the two of us and 

between many others at the school. This line is new, and this line catches my partner off-

guard. I’m thankful that he’s been asked to answer it and not me. 

“I…” This is a difficult pause. “I’d have to think about that one.” 

So will I. 

(Story of experience, December 2013) 
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Inquiring into Stories 

 The above passage is a story, perhaps better framed as a snapshot. It is also the 

beginning of a narrative inquiry into the experiences of cooperating teachers, specifically 

inquiring into the boundaries and tensions of identity. As I was living it, and again as I 

was writing and reliving it, my research journey was beginning.  

 At first glance, the above story is merely a moment in time between two 

colleagues. It is reminiscent of what are undoubtedly many similar conversations held 

across schools – in classrooms, in staff rooms, in hallway exchanges when running from 

one challenge to the next– on any given day. Clandinin and Connelly (2000) suggest that 

“life … is filled with narrative fragments, enacted in storied moments of time and space, 

and reflected upon and understood in terms of narrative unities and discontinuities” (p. 

17). The story above serves as such a fragment. It is one specific moment shared 

between myself and a trusted colleague; at the same time, it is a moment-between-

moments, and one that cannot fully be separated from the stories happening before it and 

surrounding it. Experiences are temporal: “Any event, or thing, has a past, a present as it 

appears to us, and an implied future” (Clandinin & Connelly, 2000, p. 29). Exploring 

what ripples may come from this moment can help me understand the problems I wonder 

about, that I am inquiring into. These are the stories that make up my lived experience, 

and as a narrative inquirer, they are my starting place as a researcher. 

 I follow the assertion of Clandinin and Connelly (2000) that “narrative is both the 

phenomenon and the method of the social sciences” (p.18). As a phenomenon, narrative 

may be used to describe the way people story and experience their lives; as a 
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methodology, narrative inquirers explore and reflect on both their own stories and the 

stories of others, and write narratives of experience to share their research. This study 

employs both perspectives. It is an inquiry into the experiences of cooperating teachers, 

using the language of their stories and my own. It seeks to understand the conflicts of 

identities faced by cooperating teachers and the role such tensions may play into our 

growing shortages of teachers willing to take on this role. In the moment above, my 

colleague and I are both pausing at the onset of a new, possible role: cooperating teacher. 

He is choosing to opt out of the new identity, and I am choosing to step forward. At this 

intersection, what held him back and pushed me forward?  

 Answering these questions is as challenging as it is necessary. There may be no 

singular reason that I have stepped forward, at least one that I can immediately answer; 

truthfully, in the moment above, I would never be able to explicitly state why I was 

moving ahead. Private conversations with my colleague explore numerous reasons why 

he was hesitating. Simple questioning or interviewing with either one of us would yield 

only surface-level representations of what may be rather complex and complicated 

narratives. I need to think deeper within my own conflicts in order to help me understand 

the larger phenomena at play. Clandinin and Connelly (2000) refer to this as “a sense of 

continual reformulation of an inquiry than … a sense of problem definition and solution” 

(p. 124). With each reverberation of these key questions, new understandings may 

emerge. 

 Jean McNiff (2007) explores the link between our stories and our educational 

theory. She differentiates stories told as straight narratives to “telling a story as a 

research narrative” (p. 308), which incorporates both a description of the research 
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undertakings and an exploration of the reasoning behind the research. A research 

question that drives our understanding of education is as present as with any 

methodology, but the stories we live and tell (and hear and retell) are recognized as 

vehicles of inquiry. 

When I was beginning my journey as a graduate student, my above story is one 

that kept on returning to me. At the time, I did not yet have a clear sense of my problem, 

only knowing that I was interested in exploring the internship process. My readings and 

my discussions at the time were heavily centered on interns themselves, but my mind 

kept taking me to this moment between myself and my hesitant colleague. Eventually, I 

wrote it out and set it aside, failing to see its connection to my work. Narrative inquiry 

serves as the vehicle to unpack such connections by situating stories within the temporal 

“three-dimensional space” (Clandinin & Connelly, 2000, p. 54). This term serves to 

situate stories within the methodology, wherein we visit and revisit them - “backward 

and forward, inward and outward, and … in place” (Clandinin & Connelly, 2000, p. 54) 

– to wonder with them and understand our questions through them. The three-

dimensional space consists of temporarily, sociality, and place. This is the lens that I 

have come to understand my research texts. With temporarily, I recognize that events are 

not isolated in time; with sociality, that they are not isolated to individuals; with place, 

that they are not isolated in location. (Clandinin and Connelly, 2000) Utilizing this lens 

allows me to think deeply with my own stories and with my participant’s. 

From the outside – perhaps, even, from my colleague’s eyes – the role I play in 

the above story is a confident one. But taking a deeper look, my own hesitation while 

filling out the internship form is evident. Despite having been engaged in such a positive 
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and powerful experience as cooperating teacher, and despite my excitement to have 

colleagues sign up for the same role, I still felt anxious about returning to the process. 

Were those feelings entirely due to the unknown partner that I was blindly signing up 

for? I think that may be partially responsible, but not entirely so. When I envision the 

scene, I see the conflict in my colleague’s eyes, and realize they are mirrored in my own. 

I feel it now, as I jump to the present, when I find myself at this crossroads once again. I 

go backwards, thinking of my own cooperating teacher and the feelings of inadequacy 

she confessed to me when she herself was first signing up to work with an intern. 

Initially, this research was sparked out of a simple question: how can we 

encourage teachers to sign up to become cooperating teachers? However, as I have lived 

my research as a cooperating teacher, and later as a researcher alongside my participants, 

the question soon gave way to significant wondering. Should we actually be encouraging 

people to undertake the role? What pulls or pushes individuals into, or away from, the 

position? What does it mean to be ready for it, if readiness is even a qualifier, and who 

determines this? What continues to draw my spirit to the process, despite – or potentially 

in part to – the challenges I have faced within it? Before moving forward with some of 

these questions, I must look back to earlier moments in my career.  

Coming to Internship 

Early on in my teaching career, I made the decision to pursue graduate studies. 

My coursework began at the end of my second year as an in-service teacher, and at the 

time, my research direction was murky. My passion for the internship process had 

fuelled my decision to continue my studies, and my experiences as a pre-service teacher 
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(or “intern”) was leading me towards research with individuals going through the process 

in that role. However, conversations with colleagues – cooperating teachers and those 

who would not hold the role - over the next few years alerted me to what I now believe is 

an epidemic threatening the internship process outright. 

 My Bachelor of Education was completed in Saskatchewan at the University of 

Regina. Terminology for elements of this process can vary between locations; for the 

purpose of this research, I use the terms favoured by this institution. At this particular 

university, pre-service teachers take part in several field placements of varying lengths 

and responsibilities (henceforth “pre-internship experiences”) before undergoing the 

major four-month placement (“internship” as “interns”) (Faculty of Education, 2014). 

For internship, I was assigned a mentoring teacher (“cooperating teacher” or “co-op”) 

who was responsible for both guiding feedback and assessment. This process was 

supported by a supervisor assigned by the university (“faculty advisor”), and successful 

completion of the internship was necessary for my degree.  The level of trust and 

commitment shared between all parties involved - the cooperating teacher, the intern, the 

faculty advisor and the classroom students – can be essential, and if the partnership 

falters on any level, the consequences can be significant. 

The conversation from my story above emulates countless others that I have been 

privy to. Every few months, the university sends out e-mails requesting volunteers for 

various stages of the internship program; as new placements are requested, rumblings 

occur throughout my school about who is putting their name forward. I have taken to 

nudging several of my peers, be it in re-forwarding them the e-mail from the department 
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(“Thought you might want to think about this?”) or tapping them on the shoulder. So 

often, they shy away from entering into the process. 

When I have conversations with groups of teachers, I ask this question: Why is 

the university finding it so difficult to place interns? Answers vary, but they often seem 

to be dipped in negativity. Internship is a great deal of work for teachers, some say. 

There’s the risk of a bad pairing, a challenging intern, a poor fit. By and large, the 

concerns seemed externally located, directed towards the university program and the 

students therein. Although such responses do not ring true to my personal experiences, it 

is not difficult to see the validity in the concerns. 

Curiously, however, I started to hear very different concerns emerge when 

talking to individual teachers, especially with those whom I share a closer relationship. 

In these conversations, different worries emerged, now internally located. These worries 

spoke of self-doubt in assuming the role of cooperating teacher, of being a strong enough 

teacher – a good teacher – worthy to carry the title of mentor. Often, there appeared to 

be a clear desire on the teller’s behalf to someday step into the role, but it was overridden 

by self-stories of inadequacy. These stories echoed the wonders rallying in my mind 

about my own ability to step into the role. Perhaps what most confused me is how clearly 

their inability to see themselves in the mentorship role contrasted with my strong desire 

to see them in it. 

I need to pause and think about that push. In the first story, why was I so eager to 

persuade my partner to take on an intern? I was willing to take on the role independently, 

even if the collegiality would be helpful. As I have become more invested in the process, 

I am increasingly motivated to recruit cooperating teachers in order to support the 
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internship program as a whole. Earlier, however, the need felt far more personal. I have 

come to believe that much of that pull came from some need for affirmation and 

validation. As a newer teacher, I was unconsciously measuring myself against all others 

in the building. Were I to take on an intern, I would also be accepting the title of 

cooperating teacher. In doing so, I may have inadvertently requested the title of good 

teacher. This felt far bolder and less appropriate to do myself, yet I was bound and 

determined to help colleagues story themselves accordingly. Why did this feel so taboo? 

I adopt Clandinin and Connelly’s (1996) conception of a teacher’s professional 

knowledge landscape to unpack these questions. They understand this landscape to be 

inhabited by three stories shared by teachers: secret, the sacred, and the cover stories. 

Secret stories exist in safe places, perhaps in our classrooms or with our most trusted 

colleagues, where there is freedom to explore and exist as we choose. Cover stories, in 

contrast, are the “acceptable” (Clandinin & Connelly, 1996, p. 25) stories we may more 

openly share with others. They are the narratives that live up to expected image. 

I think back to my two very distinct conversations. The one took part in a large 

group brought forth the hypothesis that teachers were opting out of internship for largely 

external factors: the work load, questions of support, student impacts, and so on. The 

private conversation in my classroom, however, suggested that personal self-doubt was 

serving as gatekeeper. Are these doubts and fears our secret stories? If so, and if we 

mask these confessions with cover storied critiques, how can we begin to support 

teachers who may be considering stepping into the process?  

I have been gently nudging colleagues towards internships for several years now. 

With each year, additional e-mails came from the university requesting teachers to sign 
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on for the internship process. As each year has passed, they have seemed increasingly 

challenged – in at least one e-mail, I recall seeing the word desperate – to find 

volunteering teachers. Here, then, comes my fear. My own experiences have assured me 

of the value of the internship process. However, my conversations and the growing 

requests have lead me to wonder about its sustainability. If classroom teachers are 

increasingly hesitant to become cooperating teachers, what happens to the internship 

process? Would it, or could it, become a mandated program for teachers? Alternatively, 

would (or could) the program be removed from the degree? The ramifications of losing 

field experiences are difficult to even imagine. Volunteer cooperating teachers are a vital 

part of the process. Volunteering involves self-declaring an interest in the process, a 

willingness to take on an interning student, and – while challenging my hypothesized 

cover story - an ability to self-recognize as a mentor.  

That last thought is why I cannot shake the feeling that this concern – the future 

of (voluntary) internship – is merely a symptom of a greater wonder, and it ties back to 

the phantasmal good teacher, good mentor. Why are teachers unsure about entering into 

this mentorship role? And what do they need to feel prepared to do so?  

I hypothesize that the answer may lie in sacred stories. These build from the 

cover and secret stories, existing almost in a third space “shared by practitioners, policy 

makers, and theoreticians” (Clandinin & Connelly, 1996, p. 25). These are stories that 

we believe and can share without masking. I feel confident in asserting that few teachers 

would argue against the importance of internship and a positive beginning. There is a 

sacred understanding of its role in our professional knowledge landscapes. We need to 

hear the stories of those who are willing to challenge their doubts and step forward. 
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Perhaps, too, we need to hear the stories of those who are still hesitant. These are 

tensions of identity, living in the boundaries of public and private stories.  

These concerns echo through me for reasons I can only begin to understand. It 

becomes time for me to trace back to my own stories. Clandinin and Connelly (2000) 

remind us that we are always “in the midst” (p. 63); I am always living my stories, 

consciously and unconsciously, and bringing my stories into my conversations and 

meetings. I cannot separate my stories to live by and my experiences from my 

wonderings going forward. Before I can attend to the stories of cooperating teachers, I 

must recognize where I am situated in that world. Why does it call to me? 

The Good Teacher: Sacred Stories and Self-Doubt 

           When I was growing up, I would often be asked the age-old question: “what are 

you going to be when you grow up?” From an early age, my answer became a constant 

one: “not a teacher.” I was unconsciously adhering to the cover story of what and who a 

teacher was, and publicly pulling myself away from the image. The world of teaching 

was one with which I felt intimately familiar. I was the daughter of two, the 

granddaughter of one, cousin of several and distant relative of what felt like an army. 

And, of course, I went through the experience of education first-hand as a student, which 

I felt made me an expert on schools and educators. I did not see myself as a ‘good fit’. 

Long before I could borrow the language to explain it, I was authoring my own story of 

teachers and writing myself out of the teacher narrative. Whatever qualities I had 

convinced myself that teachers must possess were not those that I shared. I could not 

reconcile my own self-image with my understanding of the good teacher. 
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Years later, as I started to consider entering the internship process as a 

cooperating teacher, I would repeat the same internal battle. What is it about this image 

that can be so prevalent, so powerful? When I look back at this time, I am left wishing 

that I could have asked myself one question: what is, exactly, a teacher? What kind of 

teacher would I want to have, and what kind of teacher did I think that I would be?  

 These questions lie at the heart of the good teacher’s sacred story, and they circle 

around the concept of mentorship as a whole. I can’t presume to define what makes a 

teacher good for anyone else; truthfully, as my own teaching continues to evolve, I can 

define it less and less even for myself. There is no shortage of writing about what makes 

a strong teacher, or what traits should be promoted and recognized in our profession. 

Samplings of writing through the years do little to streamline the definition. Authors 

spanning decades have attempted to narrow good teaching to a series of traits and 

qualities, such as being “…supremely interested in her vocation” (Clark, 1930, p. 396) or 

“…a close observer of pupil relations” (Waggener, 1947, p. 209). Korthagen (2004) 

suggests a shift in conversation away from checking competencies and into an emphasis 

on teacher reflection in identifying their own professional identity and core qualities.  At 

any given time, the body of work surrounding the concept will contradict itself; quite 

recently, I engaged in a quickly-heated debate on social media over whether or not a 

teacher who did not use Twitter was failing her students. (I did not care for that 

assertion.) The sacred story of good teaching appears to have room for interpretation. 

Just as sure as I am that you can think about someone who fits that description, I 

feel equally confident in saying that they may hesitate to define themselves the same 

way. This may be due to a humility, or a more serious case of self-doubt. In our private, 
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secret spaces, we may feel more comfortable celebrating our qualities; however, in a 

profession built around lifelong learning and continued growth, feeling “good enough” 

can carry negative connotations. A role promoting reflective practitioners is, 

theoretically, a way to ensure continued improvement amongst teachers. However, it 

may be leading to unexpected consequences for the future of the profession. 

When pressed to answer why I did not want to follow in my family’s footsteps, I 

deflected the question by saying I wanted to find my own path, or to try something 

different. I toyed with many different ideas while completing a degree in English, but 

nothing felt like a fit. Teaching remained a constant image in the back of my mind in the 

form of a wish, but never as a plan. As said, my parents were both teachers themselves. 

Although the profession had brought both of them many positive things, the challenges 

that came alongside it were easy to see. They vocally discouraged me from considering it 

for that reason. When I think back on their advice, I recognize it now as being out of 

concern for the uncertain future of the profession; when I heard it in the moment, I felt it 

as a vote of uncertainty in me. 

As my Arts degree neared completion, I made the decision to take a prerequisite 

class for my Education application. Registering for it in the privacy of my own 

apartment was frightening; the thought of showing up on the first day even more so. The 

course was Professional Studies in Education: Introduction to Teaching, and it was 

shared between students already in the faculty and students considering it (I represented 

the latter section). I was buoyed by my recent ability to tackle other challenges in my 

life, and pushed forward.  
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Looking around at my classmates, the image and story of the good teacher 

returned loud and clear. In my mind, many surrounding me lived up to that concept, 

which began to be defined more clearly to me. They seemed unshaken in their conviction 

to be teachers, pristine in their actions, and confident in their abilities to direct 

classrooms. I felt that conceding that I was unsure about my path would be enough to 

count me out of it. The deadline for my application was nearing soon, but I found it 

difficult to sit down to write it. 

I did not see myself as capable. I did not see it, but somebody did. My instructor 

for the class pulled me aside one day. He knew that I was one of the few in the class who 

was not currently in the faculty, and without me realizing it, had been quietly 

encouraging me throughout the course and validating my decision to go through it. 

Today, he would become more vocal. “How is your application coming?” 

 “It’s coming okay,” I lied, evidently unconvincingly. 

“Come with me.” For the next half hour, I was lead through the faculty. He 

stopped in at several offices to introduce me to seminar leaders and professors as “Amy, 

who we need in our faculty.” With each introduction and handshake, I felt myself 

standing up slightly taller, smiling slightly wider. By the final visit, I believed it. Those 

words fuelled my application that evening, and the confidence carried through into my 

interview for my admission. It was the push I needed to gain the momentum I still use. 

Somebody - somebody who I had great respect for, somebody who had a career I could 

only wish to emulate - believed in me as the good teacher. Somebody knew that I could 

do it. Somebody believed in me, and so I could too. 
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Where would I be now, had he not entered my story? Perhaps I would have 

eventually decided to apply to education, perhaps not; if I did, I would have possibly 

made it into the faculty, and possibly not. What I can say with absolute certainty is that 

his mentorship made an immense difference in my self-image as a teacher, and continues 

to do so today. I am reminded of Clandinin and Connelly’s (2000) words about our 

three-dimensional spaces: “We tell remembered stories of ourselves from earlier times as 

well as more current stories. All of these stories offer possible plotlines for our futures” 

(p. 60). Had I not been given this support, my journey through education – my story – 

may have ended entirely differently.  

 The memory of my instructor’s kindness is one that I have continued to go back 

to throughout this process, but for reasons I could not immediately understand. If my 

research puzzle were to explore the motivations of cooperating teachers, what role did 

my experience entering the teaching profession play? As I leave and return to this story, I 

begin to understand this tension through temporality. Clandinin and Connelly (2000) 

explain the concept: 

We take for granted that locating things in time is the way to think about them. 

When we see an event, we think of it not as a thing happening at that moment but 

as an expression of something happening over time. Any event, or thing, has a 

past, a present as it appears to us, and an implied future. (p. 29) 

 When I speak with my colleagues about becoming a cooperating teacher, and 

hear their worries and fears about the undertaking, I return to how I felt in those 

moments when I was filling out my application for the faculty. I am there, again, up 

against the nemesis of the good teacher (as it can sometimes appear to me), listening to it 
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taunting me with the qualities I do not use to define myself. With this sense, I begin to 

better understand my role in the conversations with my colleagues. What did I need? 

What do they? 

 This act of looking forward and backward, outside and within, situates me within 

Clandinin and Connelly’s (2000) three-dimensional space. It is here that my stories of 

experience are lived and relived. As I begin to consider how my research will take shape, 

I recognize the need to explore where my participants are storied along these moments as 

well. I cannot imagine that any teacher is able to go through their career without 

experiencing profound moments of uncertainty. Although I am often able to draw upon 

reflections and positive moments to help me move past these fearful times, on others, I 

am buoyed by the positivity and kindness around me. 

The statistics about teacher attrition in the early years highlight a grim reality 

about the challenges that lie ahead for beginning educators (Ingersoll & Smith, 2003). 

When confronted with this information, I’m cognizant of the fact that I am fortunate to 

be surrounded by a positive team that rarely hesitates to celebrate our successes. Without 

these people around me, would I feel confident enough to sign up to be a cooperating 

teacher? Would I even be here as a teacher, seven years in? I can only speculate; 

however, the research hints at an unfortunate answer. 

My more recent experiences as a cooperating teacher challenge me with this 

further. In one instance, my intern demonstrated many qualities as a teacher that I would 

consider to be outstanding, but paired these with other pieces that I struggled with as an 

evaluator. I wrestled with a strong desire to be an advocate and a cheerleader for my 

intern and an equally loud voice to be honest and open with my assessment and 
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evaluation. Working as a cooperating teacher has challenged me to question the notion of 

good teaching head-on, and it is a struggle mirrored in the stories of my participants. In a 

profession where profound discourse occurs regularly around what are and are not 

exceptional teaching qualities, who is responsible for deciding what and how to assess 

our newest members?   

New Beginnings: Ready or Not 

It’s a beautiful fall morning at my school, and I’m beginning my day in my usual 

way: glass of water in one hand (enjoyed in a coffee cup so that it “looks like a teacher 

drink,” according to one of my students), e-mails being navigated with the other. In my 

inbox are the usual subjects: firm reminders about our quickly-depreciating photocopy 

budget, upbeat updates about our school’s volleyball team, friendly notices from our 

school division about assessment deadlines… and one lone e-mail forwarded from Jerry 

Orban, internship placement coordinator at the University of Regina. The e-mail sought 

out – desperately sought, notably – middle years placements for second-year pre-service 

teachers. Middle year placements much like my own classroom, in fact. 

The message jogs my thinking back into my own placements. I had been 

privileged to work alongside cooperating teachers who had been incredibly welcoming 

and supportive. After hearing the less positive stories from some of my university 

cohorts, I felt more thankful than ever for my experiences. Although I felt that I had 

worked hard to succeed as an intern, I was becoming increasingly conscious to the role 

that fate and chance played in my career. After all, a final internship score - at least in 

this province - was a significant determinant of future job opportunities. 
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My father is a retired principal. In my third year, I asked him how 

important the final Intern Placement Profile - or IPP - really was. 

“How important?” 

“Yeah... like, when you look at the resume, and you look at-” 

“It’s the only thing that’s important.” He’s laughing, but he’s not joking. 

                       (Story of experience, Amy Lawson, 2007) 

I will advocate for an intern’s need for self-direction, and always attest to the 

value of hard work and determination. I firmly believe that an internship placement will 

generally return to the student the effort that she or he feeds into it in the form of rich 

experiences and deeper understanding. I believe - I have to believe - that true passion for 

the profession cannot be ignored, and that an intern fully committed to the process is 

likely to be rewarded for it. But when your hiring potential is almost exclusively dictated 

by one person - your cooperating teacher - there is risk involved in a bad pairing. And 

that pairing is where fate is alive and well in the process. 

In my time with the faculty, I had two major placements: pre-internship (in the 

third year) and full internship (in the fourth and final). The differences between the two 

were significant, which I had hoped for. The first was Pre-Kindergarten, the second was 

second grade; the first was in a community school, the second situated in a high income 

bracket. I am thankful for every element of my placements, but owe much of what I was 

able to take away from one shared factor between the two: wonderful cooperating 

teachers. 

At any point I’ve been asked to describe my cooperating teachers, that’s 

remained the go-to word: wonderful. Occasionally, punctuated with an “amazing” or 
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“outstanding.” What more was needed? I was so thankful throughout the process to have 

chanced into such supportive placements that questioning it seemed like trouble. And 

frankly, on a superficial level, I probably would have appreciated any supervisor that 

liked me enough to check “pass” on my rating scale. 

Or would have I? 

I had only intended to glance at Jerry’s e-mail, but something has kept it 

lingering on my screen. Subconsciously, my mind is beginning to justify considering 

responding. The “usual morning” is a little less usual today. 

First, the rationale and the rational emerge. I’m well aware that the role of 

placing interns into their classroom “homes” is hardly a simple task. In any given year, 

hundreds of interning students require a four month placement, and that number does not 

include the many students in their first through third years who require shorter 

placements. Full internship placements must be finalized in time for interns to connect 

with their cooperating teachers before the summer holidays, and at that point, there is 

undoubtedly some tweaking and navigating to be done with the pairings that scream 

incompatibility. (Opposites, it would seem, do not always attract.) 

Compounding the issue of placing large numbers alone, location is crucial. For a 

wealth of reasons, local placements are highly sought after by pre-service teachers. Some 

of that is necessity. Students in their first three years have placement days interspersed 

with university classes, so relocating isn’t possible. For the full internship, placements 

requiring commuting require students to have both a reliable vehicle (or commuting 

friend) and a willingness to brave winter highways. Placements farther still necessitate 

moving, a valuable experience some may not have the budget or desire to do. On the 
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positive side, any cooperating teacher in the city who is interested in getting involved is 

very likely to have the opportunity to do so. On the negative side… well, my 

condolences to the crew who set up eleventh hour placements to try to accommodate 

everyone. 

In my undergraduate degree, I was one of the many requesting an urban 

placement. I’ll be the first to acknowledge that my reasoning held little weight against 

the reasons listed above. Moving was not my first choice, either in my internship (due to 

rental woes) or immediately following (thanks to a desire to begin additional classes at 

the university). I felt that interning with the city’s local school board would situate me in 

a strong position to secure a contract, which turned out to be accurate. I was incredibly 

anxious while waiting to hear news of my placement, and the location was a key part of 

that. Now, teaching in that division, I’m mindful of the appeal that my school holds and 

of the opportunity that I had to intern in it. It would only be right to return that favour. 

Still, nobody said that it had to be returned by a certain date. 

I suspect the location requests are a key reason for Jerry’s annual series of e-

mails (I believe that the one I am reading today is the second of several to arrive.) The 

first one is always chipper and positive, sending out a general invitation for consideration 

and reminding teachers of the many benefits. The second one is very similar in tone, 

perhaps stressing those benefits just a little bit more and reminding people that there are 

various levels of commitment. By the fifth e-mail, you can almost hear the tears that may 

have gone into writing it, and the phrase “new teachers, it’s never too early to sign up!” 

generally appears in some form. At this point, specific breakdowns of exactly how many 

teachers (and at what grade level) are needed might appear. 
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At this point, I’m in my second year of teaching as I read that fifth e-mail. My 

first year at this current school, and my first at this specific grade level (grade six). The 

“calling new teachers” part seems like it’s speaking directly to me. But when does the 

transition of new from infantile take place? How new is too new? How is newness 

weighed against desperation? If we are only speaking in obligations, I feel those teaching 

longer than I have can carry the burden of signing up for placements for now. 

Logically, I feel that I’ve convinced myself out of signing up this year; and still, 

before I’ve realized it, I’ve printed off the form. 

I very vividly recall the war going on in my mind as I started to fill it out. My 

brain was set up in two very separate camps: the one that was excited and ready to take 

on this opportunity, and the one that was angry at myself for having the nerve to consider 

it. 

“How egotistical!”     

In my second year, the doubting part of my brain thought it was offensive to see 

myself in a mentorship role. Interns deserved a placement with a cooperating teacher 

who held rich experience and knowledge, both of which I was suddenly convinced that I 

was lacking. To sign up to welcome interns would be a voice of confidence in myself, 

and truthfully, that can be a hard voice to muster. Humility seemed more appropriate. 

“But the younger “co-ops” helped me…” 

My pre-internship and internship cooperating teachers had many things in 

common, primarily that both were outstanding mentors and educators. However, there 

were other similarities. Both could be considered to be on the “younger” end of the 

teaching spectrum (both in terms of age and years spent teaching), both were new to the 
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internship experience, and both needed coaxing - from the university, from their teaching 

partners, from their administrators who recognized their gifts - to sign up. Their honesty 

about figuring out the process and feeling hesitant to enrol in it was something that 

helped me feel comfortable, and made me commit to entering it once I felt ready. Seeing 

their commitment to lifelong learning invigorated my own passion, and hearing about 

their own challenges helped boost my confidence in tackling my own. As a shyer person 

coming into the profession, it was the support that I needed to feel comfortable in my 

new role. Still, now that I was actually teaching, I felt unsure... 

“What do I have to offer? Am I good enough?” 

This was the loudest voice. I had been growing more confident teaching the 

middle years, and was absolutely enjoying my classroom. But was I ready to open the 

door and have anyone come in to observe? For any moments of anxiety that I may have 

felt when I was pre-interning and interning, I was feeling it doubly now. Was I ready to 

be the teacher that the ECS 300 students might complain about? Was I going to be the 

one that the students would go back to their sessions and dissect? 

I started to work through every one of my classroom routines in my mind. When 

working alone, I could recognize our year as a work in progress and see the growth that 

the students (and I) had made. But visualizing it through an intern’s eyes, I could only 

see the imperfections. Is that all you’re doing in Writing? Why aren’t you further in 

Math? There was no right answer. If my students were noisy, would they see me as too 

lenient? If they were too quiet, was I too militant? 

What would I do on the first day? How could I show them what I viewed were 

my strengths… my relationships with my students, my commitment to planning? How 
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could I show these things? My room layout needs work. My assessment is a challenge. 

The teacher down the hallway is well into the next unit in Math, and if she’s not taking 

any students, what’s possessing me to have the nerve to think I’m ready? 

“Does anybody feel good enough?” 

It’s in that last moment that I decide to sign my name to the paper, and it’s that 

sentence, does anybody feel good enough, that has kept me involved in the process since 

then. I’ve encouraged many of my coworkers and friends - excellent teachers in my mind 

- to consider starting out and sharing their strengths. But the thought of not being “good 

enough,” or not being “ready,” is a prevalent one. That feeling seems to be as at home 

with teachers in their first five years as it does in teachers who are nearing retirement. 

How would Clandinin and Connelly (1996) classify these stories? Are they still our 

secret fears, or are they loud enough to become sacred and widely accepted? That feels 

like a frightening thought. 

Is it a teacher trait to be so judgemental of ourselves? It is just a human one? 

What is it about our system that conditions us to highlight our failings? It’s a discussion 

I’ve shared in with many. There’s a necessity to the mindset, at least in part. As 

educators, our work is never finished. There is always something else that could - and 

should - be done. We’ve planned? Plan more. Plan better. The classroom is set up? There 

is always something that could make it better, more inviting, more organized, more 

thoughtful. We’ve made adaptations to help a student succeed? They could surely use 

another. So could the student next to her. And him. How is our literacy plan coming? 

There’s a new resource to supplement it, and it’s fantastic, and it’s deserving of a 
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complete overhaul of our existing plans… and have you posted about this work on 

Twitter yet today? 

It is a dangerous loop to be in, but it’s a crucially important one to engage in still. 

The truth is that there will always be a better way to engage our students, to move them 

forward, and to develop our relationships. There are always more effective ways to teach 

and learn, and our students deserve teachers who are committed to striving towards 

them. But we can’t let that strive for improvement translate into self-depreciation. We 

have to value what we do and foster the same strength-based lens for ourselves as we do 

for our students. By and large, one true asset that I bring to my staff room is the ability to 

see the positive points that my students and colleagues alike bring to our school. And 

yet, in this moment, when asked to reflect on my own qualities, I am struggling to 

identify any in myself. Often, I can take pride in what I do and see the success my hard 

work is having. But formally considering myself as a mentor is making it difficult to see 

anything but the negative. 

The question I often return to is: Why did I value my own placements? It wasn’t 

in my cooperating teacher’s expertise (although they both had it in spades), nor was it the 

grade level being the perfect fit for me (I’m still undecided as to what that “perfect fit” 

is). It wasn’t in the school itself (there’s value in every building) and it wasn’t the 

students themselves (I truly cared about them - and will care about all the others that I 

meet). It was in their commitment to relationships: their relationships with me, their 

relationships with their students. It was in their willingness to guide and share their 

acceptance of the many roles I would be playing, from anxious student to dedicated co-

teacher, and their understanding that I would slide back and forth along that continuum. 
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It was in the ways they allowed me to define myself as a teacher in my terms, not 

theirs nor anyone else’s. It was in the ways they acknowledged their impact on my 

teaching philosophy, but allowed room for new ideas to emerge. It was in the ways they 

allowed me to embrace the process such that worked best for me, and the ways that they 

partnered with me through it. 

It was in the bravery in their honesty at admitting when they felt insecure, be it in 

acknowledging they weren’t at their grade preference or reflecting on their own Math 

lesson gone wrong. It was in their ability to share their own growth plans and challenges 

with me and their desire to not only teach me, but to learn from me (or with me). It was 

in their ability to foster leadership from the beginning. 

In that second year, I realized that I couldn’t promise to be a master teacher and 

couldn’t say that I’d ever feel that. I couldn’t give any student a “cheat sheet” for an easy 

way to master curriculum and teach the subjects and navigate the many challenges to 

come. But - if my commitment was there - I could provide them with the space to begin 

becoming the professionals that they wanted to be. And while my perspective on the 

process has deepened over these few years, my core beliefs about it stay constant. 

At this point, today, I’ve been privileged to work with several students. I’ve 

worked with them in the first, second, third and fourth years, some simultaneously. My 

confidence in my own teaching has grown, and many of the strides I’ve made can be 

directly attributed to the professional conversations I share in with the interns. All have 

found parts of the process challenging; even more, all have found successes. Those are 

all to their credit. My perceived responsibility is to set them up to find them. 
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I’ve been witness to true challenges, and watched partnerships fall apart. I’ve 

seen, sadly, the judgement that I was so fearful of when first signing up for the process 

(taking part with both parties). I’ve understood the reservations that my colleagues have 

had in declining, with one e-mailing round after another, to enter the field. The 

internship process revolves around relational understanding, and not everyone - be it 

intern or cooperating teacher alike - is willing to recognize the knowledge of others. I 

feel an overwhelming sadness when I see things not working out, but sometimes, I don’t 

know exactly what the sadness stems from. The questions I start asking myself are what 

will help guide my research. In the right form, these are stories that are meant to be 

shared. These are the stories that can help us strengthen the relational aspects of the 

process. These are the stories that help us write new, stronger ones. 

In my second year of teaching, I didn’t yet understand how significant the 

interning process would be to me, but I did understand that I needed to begin it. 

I signed the form. 
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CHAPTER TWO 

A REVIEW OF THE LITERATURE 

The Internship Program 

To understand these stories, it is important to understand where the stories and I 

are situated within the internship process. Describing the role of a teacher is both a 

simple and increasingly impossible task. In three words, a teacher teaches; however, a 

teacher’s full responsibilities for the day could never be predicted, described, prescribed 

or mastered. From implementing curriculum to performing assessments, or from 

identifying a student’s emotional needs to navigating conflicts between any number of 

individuals, educators are tasked with planning for the unpredictable. With each student, 

classroom, school and community providing a different landscape of needs and 

exceptionalities, universities are entrusted with the daunting job of educating individuals 

to step into any number of roles. 

If teaching is so multi-faceted, how does an institution begin to teach someone 

how to teach? This is the question driving teacher educator programs around Canada and 

worldwide, and there are as many commonalities as there are differences between the 

approaches. One common feature shared by many is the internship experience (also 

referred to as a field experience or practicum), where a pre-service teacher (intern) is 

mentored by an in-service counterpart, the cooperating teacher (Cruickshank & 

Armaline, 1986; Hollingsworth, 1988). Although the particulars and terminology of the 

experience can vary between universities, it has long been heralded as a crucial element 

of an education program (Flowers, 1948) and is frequently recognized by student 

teachers as an overwhelming positive and important element of their degree (Mager, 
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Cianfarano & Corwin, 1990; Weiss & Weiss, 2001; Clarke, Triggs & Nielsen, 2014). 

Zeichner (2002) calls student teaching “a critical aspect of pre-service teacher education” 

(p. 59). The thought of stepping into a classroom as an in-service teacher without my 

own pre-service experience is immediately chilling. When I begin to unpack that 

thought, I’m attempting to understand what was so crucial about the experience. For me, 

internship helped alleviate much of the anxiety I held about the “unknowns” of teaching. 

What do you do if, when, where…? Even though I only experienced a small number of 

those possibilities in my actual internship, it still provided me with the confidence I 

needed to step up to the challenges that came afterwards. In saying that, it is important to 

acknowledge that I had cooperating teachers with whom I felt comfortable asking these 

questions. Unfortunately, this is not always the case. 

These observations are echoed by Killian and McIntyre (1986), who note that a 

common goal of internship programs is “the provision of a gradual, sequential induction 

into teaching roles” (p. 367). Moving from the coursework of a teacher education 

program to an internship experience can be a significant shift for pre-service teachers 

(Segrest, 2013). Internship allows pre-services teachers to tackle common challenges 

such as classroom management, teaching strategies, methodology and assessment while 

(theoretically) in a safe learning environment (Reupert & Woodcock, 2010; Goff-Kfouri, 

2013). It is designed to recognize that pre-service teachers benefit from (or perhaps even 

need) time to build their teaching competencies to their necessary level (Metzler, 1990). 

How adept would I have been in doing so had I not been granted an internship that 

allowed me to acclimatize? However, as a cooperating teacher, I have felt tension with 
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stepping back and providing my intern with the space needed to problem-solve through 

some of these situations.   

The sometimes-ambiguous role of the university faculty advisor is a recurring 

theme in the research. It appears to be the more varied role across the literature, with 

advisors serving roles ranging from sole evaluator, additional evaluator to occasional 

observer (Johnson & Napper-Owen, 2011). Poor communication of this role between the 

university and the cooperating teachers is identified as a key challenge to the internship 

process (Zeichner, 2002). Unsurprisingly, then, the role the advisor can impact the 

research that follows on the role and identity of the cooperating teacher. For the context 

of this study (and following my own internship experience), the faculty advisor exists 

primarily in the observer role: they serve as the official liaison between the cooperating 

teacher, intern and the university, and provide feedback on multiple lessons taught by the 

intern. However, the official role of evaluator belongs to the cooperating teacher (Faculty 

of Education, 2014).  

The Cooperating Teacher 

Who are these cooperating teachers? By definition, they are a practicing, in-

service teacher who willingly assumes the responsibility of working with a pre-service 

teacher for a set length of time. The cooperating teacher is consistently recognized as a 

key participant in ensuring a valuable experience (Zeichner, 2002). Stanulis (1995) states 

that “the classroom [cooperating] teacher… because of close interaction during the 

practice of teaching, potentially exerts the greatest influence of the development of a 

prospective teacher” (p. 331). So who is stepping into these roles of such magnitude?  
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In their description of the internship process, Fasching-Varner, Eisworth, 

Mencer, Lindbom-Cho and Murray (2013) explain how interns “…are turned over to 

practitioners [cooperating teachers] who may or may not be best positioned to help 

develop and mentor these new professionals” (p. 2). This concept of positionality calls 

for wonderings. Who is best positioned for this role, and how are they qualified? Beyond 

this, who decides? I am brought back to my wonderings about the “good teacher,” and 

wonder how well it might synchronize to my own definition of “good cooperating 

teacher.” Are they always synonymous?  

Teachers considering whether or not to take on the role of cooperating teacher are 

likely considering many of the above questions themselves. Baum and Korth (2013) 

have found that limited research exists surrounding specific preparation given to 

cooperating teachers on a general scale, but that preparation must include developing 

common understandings and goals between all stakeholders to ensure an effective 

partnership. 

 Ultimately, the articles detailing the ideal qualities and requirements of 

cooperating teachers far eclipse what may be a more pressing question, given our topic: 

Why might someone choose to become a cooperating teacher? Sinclair, Dowson and 

Thistleton-Martin (2006) undertook this question after noting a dearth of literature 

addressing the shortage of cooperating teachers. Their work yields a variety of points, 

divided into “boosters” (motivators for teachers to take on interns), “guzzlers” (possible 

dissuading factors against taking interns) and “enticers” (potential future motivators) (p. 

264-265). Present and future motivators that helped persuade cooperating teachers 

assume the role fell heavily on intrinsic factors; primarily, cooperating teachers saw 
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value in their role and felt a sense of responsibility to the field. Factors pulling teachers 

away from the role included the potential of added responsibilities and the challenges 

stemming from university expectations and guidelines. Anecdotally, Sinclair, Dowson 

and Thistleton-Martin (2006) suggest that cooperating teachers “not being invited by the 

school principal or university to take a student” (p. 265) may also prevent them from 

volunteering for the role. 

Creating a Partnership 

The partnership between an intern and cooperating teacher is a cornerstone of the 

internship process. Hodges’ (1982) study explored an internship wherein five student 

teachers were not assigned a cooperating teacher, and all involved appear to have 

struggled without this support. Such a design appears to be an abnormality; indeed, most 

systems appear to support the in-school pairing model, supported by a third body in the 

faculty advisor. At its best, this partnership (or triad) can become a place of “mutual 

mentoring” (Stanulis & Russell, 2000, p. 78) wherein all parties have the opportunity to 

think critically about their practice and move forward as a community of learners. I have 

been fortunate enough to experience such a dynamic, and can testify to the 

transformative aspect of the process; knowing what is possible, I find myself eager to 

return to the internship experience as a cooperating teacher. All the same, I am conscious 

of the challenges that arise when such a relationship does not emerge, and wonder how 

willing I would be to re-enter the dynamic after such a tension. 

 Pairings are typically arranged by the university, a process Awaya et al. (2003) 

liken to a “dating service … based on considerations such as teaching specialization and 

availability of a suitable cooperating teacher at a neighbouring school” (p. 45). As with 
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any such service, this matchmaking is certain to result in both happy unions and certain 

misfires. Difficulties in a partnership can be felt on both sides of the equation. Ralph 

(2004) studied cooperating teacher concerns at the beginning and end of internship; at 

the end, the most prevalent concerns revolved around intern limitations and the impact 

these had on their classroom.  

An especially poor pairing can result in the termination of the internship 

experience for the intern. Sudzina and Knowles (1993) note that research on interns who 

have “failed” is limited; however, their study suggests that some of these results can be, 

at least in part, attributed to mismatched placements that did not align with the 

expectations of the interns. Such problems include differing teaching philosophies, 

teaching styles and methods. The results are summarized thusly: “Clearly, particular 

institutions, teacher preparation programs, and placements meet some pre-service 

teachers' needs better than others” (Sudzina & Knowles, p. 260). Goodfellow (2000) 

stresses that a key concern when planning for internship placements “must be that of 

addressing the interplay between the personal characteristics of the student teacher, the 

personal professional knowledge held by the cooperating teacher and the tensions within 

the cooperating teacher's professional responsibilities to children as well as student 

teachers” (p. 40). Can these experiences help inform our placements in the future? Or is 

the potential of some mismatches inevitable? Feiman-Nemser (1996) questions the 

ability of a formal program to be able to design something so personal as an effective 

mentoring relationship; however, it is clear that such a union is at least possible, so it is 

worth seeking out ways to identify what leads to strong connections. 
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Mager et al. (1990) cite an intern who experienced a generally negative pairing: 

“Truth is, the mentors are just human beings - some of them just aren't leaders” (p. 9). 

Those words carry a powerful truth that cannot be overlooked in this research. 

Cooperating teachers (and interns, and faculty advisors, and all other parties) are, indeed, 

human. All are “living in the midst” (Clandinin & Connelly, 63) of their own stories and 

experiences; in beginning the internship process, their stories merge, or perhaps collide. 

As narrative inquiries, we must tend to this space. 

I refer to the relationship between cooperating teacher and intern as a partnership. 

Ideally, it is one of mutual respect and opportunity for growth. However, it is important 

to stress the varying weights the roles carry and the inherent power held by the 

cooperating teacher (Britzman, 1991). This power can be realized in a variety of forms, 

ranging from the cooperating teacher’s ability to evaluate, their holding of teaching 

knowledge and their status of authority (Anderson, 2007). Cherian’s (2007) research 

suggests that cooperating teachers who are mindful of the power they hold are often the 

ones who are also identified as being “caring and emotionally supportive” (p. 34) by 

their interns, in large part due to their willingness to seek out ways to empower their 

interns through collaboration and compassion. 

What I have not seen addressed in the research, and a thread that became very 

pronounced in my conversation with both participants, is the impact a struggling or 

failing intern can have on the cooperating teacher. The impact such a failure may have 

on the intern is more immediately obvious; however, the effects may have more 

significant ripples for the other parties involved than have previously been 

acknowledged. 
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Questions of Identity 

Concerns surrounding evaluation resonate throughout many of the studies. 

Generally, assessment of students plays a large role in a classroom teacher’s job; 

however, the task of evaluating a student in elementary or high school may be very 

different than that of evaluating a pre-service teacher. Clarke, Triggs and Nielsen (2014) 

note that there is a distinct lack of research that exists on student teacher evaluation, 

despite it being a key element of many programs. With some institutions, the university 

supervisor is tasked with providing the final assessment (Traister, 2005). Often, 

however, the roles of both assessor and mentor/co-teacher fall onto the cooperating 

teacher. Several studies have addressed the difficulties and tensions in marrying the 

positions of evaluator and mentor, often coming in the form of power asymmetry or an 

identified lack of comfort with one or the other by the cooperating teacher (Koerner, 

1992; Holland, 2005; Brandt, 2008). Some researchers, such as Anderson (2007), 

denounce the duality outright, noting that “mentors should not be involved in assessment 

or evaluation since [pre-interns] are less likely to share problems and ask for help if they 

are going to be evaluated by their mentors” (p. 307). 

Although I am unsure if I agree with separating the roles entirely, my own 

experiences ring very true to the challenges in navigating the duality. As a mentor and 

colleague, I felt a strong desire to ensure the success of my interns, especially after 

getting to know them on a personal level. As an evaluator, I felt pressure – largely from 

myself, but also when speaking to colleagues and administrators – to assess “fairly” and 

“correctly” (ambiguous term, to me) with some degree of impartiality. Was I there to be 

a supportive and encouraging coach, or was I there to be a gatekeeper of the profession? 
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Is it possible to wear both identities simultaneously? If I found it difficult to navigate 

these roles, how was my intern to know how to respond? Bullough and Draper (2004) 

researched intern perspectives of cooperating teacher roles, finding that they viewed 

cooperating teachers as “therapists, resources, coaches, assistants and protectors” (p. 

275). When I think back to my own experiences, it was only on particular occasions that 

these roles felt truly distinct from one another; generally, it felt like a more fluid negation 

of identity. However, there were points, mostly where my interns were encountering 

struggles, where I felt very conflicted about my positionality. 

The evaluation process can take on many forms, but two main pieces seem fairly 

standard across programs: ongoing post-lesson feedback, and a summative evaluation at 

the end of the process (Copland, 2009; Hyland & Lo, 2006; Faculty of Education, 2014). 

For the internship experience explored in this study, interns receive a grade of “pass” or 

“fail” at the end of their internship experience. Typically, the grading falls entirely to the 

cooperating teacher, with the exception of students who may be candidates for a failing 

grade; The Faculty of Education (2014) notes that “the decision to give a grade of fail 

will be made in consultation with the Director, cooperating teacher and faculty advisor” 

(p. 112-113). This conversation will also establish whether or not an intern is eligible to 

attempt a second placement. Perhaps interestingly, the intern is not listed as one of the 

participants for this crucial discussion. 

Beyond the “pass/fail” binary, interns are rated on a continuum in a variety of 

teaching competencies ranging from instructional strategies utilized to their 

professionalism displayed at their school. This final report, completed by the cooperating 

teacher and submitted to school boards through the hiring process, plays a significant 



38 

 

role for the intern. In a competitive division, the difference between a “very good” and 

an “outstanding” rating in many areas can be the deciding factor when awarding a 

contract. When I have had informal conversations with colleagues about their own 

reports, many were happy with the report they received, but some questioned their scores 

and felt they may have deserved higher in some major areas. What happens in these 

instances? How subjective are these categories, and what safeguards are in place for the 

intern to ensure that their report is an accurate one?  

 Ultimately, for as much time as we can spend investigating the roles of a 

cooperating teacher, we cannot overlook the fact that it is only one aspect of their full 

job. A cooperating teacher may have a responsibility to an intern, but has perhaps far 

greater responsibilities to her or his students, and the stressors of that duality have been 

extensively documented. Baum and Korth (2013) caution that it can be challenging for 

cooperating teachers to balance their plethora of positions - as mentor, as evaluator, as 

teacher to their students – “without the necessary support and preparation” (p. 174). But 

even if we are able to adequately support cooperating teachers as they undergo their 

internship tasks, are we mindful of the weight of the commitments when set against the 

work they do in their classrooms? I wonder, here, if the cooperating teachers were 

prepared for the workload of the role. I wonder if anyone can truly be. 

Untold Stories 

When beginning my research into the internship process, my initial scan yielded 

a great deal of results surrounding the role of the intern and the university program. This 

is not altogether surprising, nor a negative point; however, a need for the voices of 

cooperating teachers soon began to emerge. In the world of teacher education, 
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cooperating teachers have a quiet voice, even if research suggests they may be open to 

greater involvement (Mason, 2013). Stanulis (1995) refers to classroom teachers as the 

“silent participants in teacher education” (p.331); when one considers the magnitude of 

their role in the process, this seems like a troubling descriptor. Are we pushing these 

experiences into the realm of secret stories, and what implications does this have? What 

stories are missing in this silencing, and could these stories help aid our understanding as 

to why we are facing a shortage of cooperating teachers?  

In their review of the literature surrounding cooperating teachers, Clarke, Triggs 

and Nielsen (2013) identified several missing pieces in the research. Notably, they found 

that while extensive research about cooperating teachers exists, it fails to address the 

complexities of the role: 

Without a clear understanding of the ways in which cooperating teachers 

participate – or are expected to participate – in teacher education, it is difficult to 

know how best to support or facilitate that work. As such, it is crucial that 

researchers and practitioners alike move beyond simplistic conceptions to more 

detailed and nuanced understandings that both provoke and advance how the 

work of cooperating teachers is conceived and enacted.  (p. 164) 

Sinclair, Dowson and Thistleton-Martin (2005) come to similar conclusions. 

Their large-scale survey work in exploring the motivations and profiles of cooperating 

teachers highlights the many reasons that teachers may (or may not) accept interns. 

Recognizing the vast considerations needed for teachers considering the role, they call 

for more in-depth interviews or focus groups with cooperating teachers to help explore 

the complexities. 



40 

 

 These recommendations follow the work of Goodfellow (2000), who reminds us 

that “seldom do we stop to engage in reflective conversation with these cooperating 

teachers about their work” (p. 25). We, in this case, could as easily refer to researchers as 

it could be any of us involved in the internship process. As a colleague, have I taken the 

time to ask my peers how they are feeling about their role? Am I offering support? Not 

nearly enough, if I am being honest with myself. It is Goodfellow’s work – a narrative 

inquiry into the tensions and identity-shifting of one cooperating teacher (Julie), working 

with an intern undergoing a four-week placement – that most directly complements the 

work I have undertaken here. In the study, Julie details the unforeseen challenges of the 

role and the complexities in navigating the various expectations that follow. At the end 

of the experience, she is unsure whether or not she will take on the role again. 

 This is the space that I entered into for the conversations with my participants, 

both of whom had recently worked with interns and were mulling over the possibility of 

signing up in the future. It is here– in the uncertainty, in the hesitation – that serves as the 

borderlands of stories: “...narrative inquiry lives through those complexities and tensions 

trying to hold the story space” (Lewis & Adeney, 2014, p.163). If there is one clear, loud 

voice in the research, it is this: the internship process must continue. But the internship 

process cannot continue without the participation of cooperating teachers, and therein 

lies our challenge. I am left wondering about so many aspects of the process and my own 

drive to be involved in it. What are the stories of cooperating teachers? What has called 

them to the role, in a time when others appear to be shying away from it? After going 

through the process, would they return to it? What tensions did they bump up against 
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along the way, and what supports helped them (or did not help them) navigate the 

process? 

Navigating Identities: Intersecting Stories 

When my mind travels to my time as a cooperating teacher, the memories are 

often fairly vivid. I'm an active participant in these flashbacks, living in the midst of the 

conversations. But there is one moment, in particular, that feels very different. It is 

March, and my intern has recently invited an outside administrator in for an observation. 

From the beginning of her internship, we had talked about the visit, and she had been 

crafting the story of how it would go for weeks. The day would be like any other, and the 

lesson would illustrate her incredible gifts as an educator. The relationship she shared 

with my students - our students - would be unmistakable. Her chapter of entering the 

school division would be sure to follow. 

However, as often happens in a classroom – as in life - the story took a very 

different turn once it actually began. (In so much as one story ever begins.) The 

observation started with student tears and ended with my intern’s. And that's where my 

memory always brings me, there with my intern, long after the final bell. At our table, 

sitting together with her tears.  

From our other moments, I remember so strikingly the words shared, the 

conversation points, and the teaching that stemmed from it. From this, I can only 

remember the feeling in the room. Whereas in other moments I am still an active 

participant in my thoughts, in this, it feels like I'm watching from outside the window. I 

can see myself reaching out to her, searching for words, and having nothing to say. There 
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are words, yes, but they feel empty. They’re the words you say that you know you 

should, and you mean them, but you know they are doing little to resonate in that 

moment. 

There are many times that I redo old conversations in mind. Much like sitcom 

characters who always come up with a witty comeback two beats too late, I'm a master at 

developing profound thoughts a week after they're needed. (This is why I'll always prefer 

writing an essay to engaging in a live debate.) In dreams, it's often easy to reframe a 

moment and rewrite the ending. But here - sitting with my intern, reeling over an 

observation gone wrong - I'm powerless. I didn't know what to say. I don't even know 

what I wish I had said. 

Bullough and Draper (2004) speak to the identity of cooperating teachers through 

the eyes of interns. Their work explores the complexity of expectations placed on 

cooperating teachers; at times, the role seems to border on impossibility, wherein 

cooperating teachers were asked to give unconditional support while still providing 

critical feedback. They identified three distinct “roles” a cooperating teacher may play 

that are “most emotionally demanding ... therapist, coach, and protector” (p. 278). I want 

to believe in my capability to be able to live each simultaneously, pulling on one piece or 

the other when needed, but never having one contradict the other. I want to believe in my 

innate sense at understanding which one is required at all times, and to act and lead 

accordingly.  

I want to believe this, but then I look again through the window. In it, I start to 

see an intern whose story has been disrupted, and a cooperating teacher struggling in her 

role within that story. Am I there to comfort? To condemn, even though it goes against 
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anything that I'd like to do? What have I done to fail my intern? Have I failed my intern? 

What does she need from me here? What does the university need, my division need, the 

students need? What is my story in this? And I am in danger of allowing mine to 

override hers? 

I think back to the three stories of teaching – the secret, sacred, and cover – and 

how they are intersecting in this moment now. All three stories are colliding in mine. In 

my secret story, I believe so firmly in my intern’s capabilities. My time spent with her 

has given me insight into her heart as a teacher, and it’s one that I feel confident 

entrusting my students with. It's infuriating to me that it should even be a debate. I'm 

frightened that this observation may break her spirit. To Bullough and Draper (2004), 

I’m the “protector” (p. 282) and want to dismiss any feedback left for my intern by any 

so-called outsider.  

But it is the cover stories that are so prevalent in our worlds. As I watch the scene 

in this context, I feel like I am creating hypothetical audiences for a performance. What 

would the university like me to say, as cooperating teacher? My employer? My 

administrator? Is it a responsibility to these players that drives me? Or – perhaps 

shamefully - is it my own sense of wanting to fit into their vision of mentorship? I have 

no sense of who to turn to in answering these questions. I feel lost, and it’s my intern 

who suffers for it. 

Months later, there is far more positive news to share. My intern reframed the 

experience as a positive one and worked diligently to finish strongly. Her dedication 

resulted in a teaching contract, and it was a privilege to endorse her for the role. Our 

relationship is a strong one, but I’m still haunted by how poorly I responded in that 
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moment. The worst part may be that I still don’t know how I should have acted, and I 

still don’t know whose advice I should seek for it. I can only keep wondering with these 

stories. 

These notions of what is said and unsaid drive my work today. As I weave back 

and forth, temporally, through these moments - the embarrassed teacher wanting to step 

into the role of cooperating teacher for the first time; the excited colleague nudging her 

peers into trying out the role; the reeling cooperating teacher who has lost her words – I 

see so many instances of stories being pushed underground and behind closed doors. 

The secret fears and hopes of cooperating teachers have been left unspoken for 

too long. By hearing their secret stories, we can begin to honour their experiences. Do 

teachers feel safe entering this role? Do they feel prepared to navigate the tensions and 

identity shifts that may emerge? If we live with the sacred story that internship is a vital 

piece of our experience as teachers, then we must be ready to inquire into our role within 

it. 
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CHAPTER THREE 

METHODOLOGY AND METHOD 

Shared Stories: A Narrative Inquiry 

This study is a narrative inquiry into the experiences of cooperating teachers, 

specifically seeking to hear and understand their stories to live by: the secret, sacred and 

cover stories permeating their worlds. It takes place in the midst of lives of two teachers, 

Journey and Isla, who have recently worked with interns and who may be considering 

whether or not to return to this position in the future. As a narrative inquirer, I had the 

privilege of walking alongside these teachers as they reflected on their experiences and 

looked forwardly in anticipation of new ones. In their journey from being an intern to 

mentoring one themselves, what tensions did they navigate? On a personal level, I was 

curious to know if some of my own tensions were mirrored or contrasted in their 

experiences. More broadly, I hope their experiences may help illuminate reasons behind 

the challenges that internship programs are facing in recruiting cooperating teachers. As 

narrative inquirers, we think with the stories – of our participants, and of our own – to 

better understand the phenomena of experience. Lewis and Adeney (2014) explain this 

as by noting that “as humans, we live storied lives and through story we experience the 

world and make sense of it” (162). 

My own story is, and will continue to be, entrenched in this research. Clandinin 

and Connelly (2000) affirm that “narrative inquiries are always strongly 

autobiographical. Our research interests come out of our own narratives of experience 

and shape our narrative inquiry plotlines” (p. 121). My wonderings are continually 

informed by my own lived experiences, and I may best honour the stories my 
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participants entrust with me by committing thought to my own. Even further, I need to 

be conscious of the way my own stories may have already been impacting my 

participants’ experience through our existing relationship. Clandinin and Murphy (2009) 

see narrative inquiry as “the study of people in relation who are studying the experiences 

of people in relation” (p. 600). As narrative researchers, we have ontological 

commitments to this relational process, situating “ethical relationships at the heart of 

narrative inquiry” (Clandinin & Murphy, 2009, p. 600). This commitment involved 

letting go of preconceived notions of how the research were to progress, and instead 

preparing to follow the experiences as lived by my participants.  

I must be prepared to unpack my own challenges and questions. The experiences 

shared by my participants may impact my own decisions. Clandinin (2013) illuminates 

the process beautifully: “Narrative inquiry reminds us who we are, and are becoming, is 

always in relationship with participants, and so we need to attend to our storied lives, to 

participants’ lives, and perhaps, to the lives of others in changed ways. No one leaves a 

narrative inquiry unchanged” (p. 201). 

The Research Participants 

The participants in this study are two elementary (Pre-Kindergarten to Grade 

Eight) teachers. Elementary teachers were selected due to my greater familiarity with the 

internship program. Both participants are currently urban teachers in southern 

Saskatchewan whose divisions partner with the University of Regina for internship.  

Both participants have recently (within two years) taken part in the internship 

process as a cooperating teacher. The timeline reflects recent changes to the internship 

program at the university, but allowed for some variation between those who have very 
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recently undertaken the role and those who have had time to reflect on it. While the 

research was underway, one participant was actively working with an intern and one was 

not. The rationale for both decisions was explored in our interviews. 

I had a pre-existing relationship with each participant. Both were aware of my 

research while I was completing my proposal and volunteered to participate. Later, after 

my ethics application had been approved, I approached them formally about 

participating. Initially, when considering potential candidates, it seemed most 

appropriate to approach individuals who were unknown to me. However, given the 

personal and intimate nature of narrative inquiry, I felt that a relational foundation could 

help ensure the participants trust in the preservation of their stories and experiences and 

lend itself to meaningful dialogue. Lewis and Adeney (2014) assert that “paramount to 

all narrative work is the centrality of relationship in the research process and recognizing 

the sacredness of the stories participants share and entrust to you within the research 

environment. Researchers must respect the offering of these story gifts and this must take 

precedence in the research process” (p. 171). The power of narrative lies in the depth of 

the stories shared. My hope is that our previously-established relationship allowed my 

participants to feel comfort in sharing all elements of their experience, which included 

both successes and challenges (with themselves and with the internship process.) 

Similarly, I hope that both felt comfortable challenging any assumptions that I may have 

made while bringing their stories into research texts. I am conscious of the power 

dynamics between the relationships of more typical researcher and participant structures, 

and hoped to avoid this imbalance to the best of my ability. 
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Because of the relationship I held with both participants prior to the research, I 

was familiar with many of their experiences with internship before beginning our formal 

conversations. It was important to me to ensure that any information shared in the 

participant chapters stemmed exclusively from our research conversations. 

Clandinin and Connelly (1990) explore how beginning with stories and 

honouring experiences provides participants (or, in this quote, practitioners) with a 

voice: 

In narrative inquiry, it is important that the researcher listen first to the 

practitioner’s story, and that it is the practitioner who first tells his or her story. 

This does not mean that the researcher is silenced in the process of narrative 

inquiry. It does mean that the practitioner, who has long been silenced in the 

research relationship, is given the time and space to tell her or his story so that it 

too gains the authority and validity that the research story has long had (p. 4). 

Clandinin and Connelly (1990) suggest viewing this process as “a negotiation of a shared 

narrative unity” (p. 3). My own experiences have driven me to this place of research, and 

it is my responsibility to craft the final text that seeks to address my questions. However, 

it is the lived experiences of my participants that lie at the heart of my work, and it is 

essential that their stories are respected and honoured. Just as the internship process 

could not continue without the participation of cooperating teachers, this research could 

not exist without the partnership of my participants. I am thankful for their openness, 

their honesty, and their unmistakeable commitment to the internship experience.  

The Research Process: From Field Texts to Research Texts 
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Research took the form of several taped and transcribed conversations with my 

participants in an open-ended interview format. These interviews took place from 

September to December 2015. This form of research was primarily selected because of 

the intention of focusing on the cooperating teacher’s perspective. Entering into their 

classroom space would involve directly working with the participant’s intern, which did 

not lend itself to the nature of this work. Secondly, this allowed the participants to draw 

from all of their internship experiences and not solely the one that they were partaking in 

(or not partaking in) at the time of research. 

Conversations loosely followed the projected questionnaire2, but participants 

were encouraged to speak freely and wonder aloud. In total, I met with each participant 

for several hours, stretched out over two separate occasions each. Although my original 

plan had called for shorter conversations more frequently, both participants expressed a 

scheduling preference for longer conversations. Conversations took place in private 

locations outside of school at places of the participant’s choosing. 

Narrative inquiry is responsive to the stories that emerge, and follows the 

experiences of the researchers; due to the nature of this research, “we cannot imagine all 

that we and our participants will decide to co-compose” (Clandinin, 2013, p. 198). 

Ultimately, narrative inquiry is centered on a true commitment to experience. I entered 

the field holding my own experiences and an understanding of the existing research 

surrounding this area.  

Clandinin and Connelly (2000) refer to the composing of field texts as “an 

interpretive process” (p. 93). In narrative inquiry, I was not conducting interviews with 

                                                           
2 See Appendix D: Projected Questionnaire 
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my participants so much as I was attempting to get a sense of their experience and 

journey. My findings do not involve a replication of one conversation; rather, after 

spending extensive time with my participants, I have crafted narrative that seeks to share 

their experience and perspective while wondering alongside it as a researcher. 

A key element with both participants was establishing a timeline of their 

internship experiences, both as interns themselves and then any intersections they have 

had as cooperating teachers at any level. They were asked to reflect on their experiences 

with the internship process to begin to consider significant intersections with it that they 

have experienced. From these, our conversations branched out to explore those moments 

in more detail. It was in these moments that I was most interested in as a researcher. In 

our lived journeys as cooperating teachers, what are the pieces and moments that strike 

us most powerfully? When I think to our colleagues who have declined becoming 

cooperating teachers, I feel that it is anxiety over these moments that sometimes drives 

them back. I wanted to hear how teachers who had come to these times left them. What 

do we do when the conversations become difficult? What do we do when the 

personalities are at odds with one another? What do we do when we do not know what to 

do?  

As with narrative inquiry as a whole, temporality was important to consider. I 

was mindful of the “three-dimensional inquiry space” (Clandinin & Connnelly, 2000, p. 

95) rather than hoping to follow or produce a linear progression. The moments that are 

most significant to my participants are the ones they are likely to gravitate towards; this, 

in itself, suggests what may be important in research. 
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These field texts – the timelines, the conversations and observations – then lead 

into research texts. I see this transformation much like the creation of a tapestry, where 

single stories and moments – each capturing a piece of the experience of an individual 

cooperating teacher – are then interwoven into a complex image of what the internship 

process entails. A field text is situated around the story of the individual; the research 

texts, then, begin to open the lens. It is here that I formally return to the questions driving 

this inquiry. Clandinin and Connelly (2000) note that “…as we make the transition from 

field texts to research texts, questions (such as Who cares? and So what?) re-emerge” (p. 

120). I share these chapters with the participants, and they have the ability to pull back, 

change or remove anything that they feel does not honour or reflect their stories. It is 

essential that I am able to honour their experiences by presenting their stories in a way 

that they deem both accurate and respectful. 

My hope in the research texts is to provide a glimpse into the experiences of 

elementary cooperating teachers in Saskatchewan. What lead them to the process? What 

challenges have they encountered in assuming the role? Would they return to it or 

recommend it to others? Each experience may be unique to that individual, but when our 

stories are combined, it may lead to a greater understanding of the realities that teachers 

need to consider when volunteering for the process and the ways in which we may best 

support their endeavours. 

Weaving Lenses and Weaving Stories 

After each conversation, I spent a great deal of time transcribing and re-listening, 

but more than anything else, thinking with the stories. In many ways, due to my 

familiarity with a good portion of our conversations, it was re-thinking with them. I came 
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to see it as understanding their stories through three lenses: the friend, the colleague, and 

the researcher. These “roles,” when separated out, made me consider the “roles” we too 

play as cooperating teachers: the mentor, the model, the evaluator, the colleague… the 

particular roles may dance around differently for all those who participate in it, but 

various pieces are always at play. But even as these elements may feel separated, they all 

exist within the same overarching identity one assumes in becoming a cooperating 

teacher. So, too, are my three identities held in my relationships with Isla and Journey.  

I think back to Clandinin and Connelly’s (2000) visions of the sacred, the cover 

and the secret stories. When I share stories of my journey as a cooperating teacher, I 

choose what and how I share based on my relationship with my audience and where I am 

situated within my roles with them, falling into the concepts of the three-dimensional 

space. With my administrators, for instance, I may wish to discuss frustrations in the 

moment as a means of seeking professional support or advice; but, perhaps more so, I 

remember how sharing these may override the image my intern is developing with them, 

and pull back on sharing out of respect for them. Perhaps the cover story is at work here, 

too. As a cooperating teacher, if I am struggling with finding methods of appropriate 

assessment for my intern, or unsure about how to navigate tensions, does acknowledging 

this speak poorly to me as a professional? When I am discussing the process with close 

friends, however, I may be more open about how pieces have affected me on a more 

personal level. The secret stories of the process may emerge.  

For Isla and Journey, I was curious to know if the stories we shared before we 

entered a researcher and participant relationship would evolve in our new positions. If 

changes occurred, I resolved to be mindful of including here only the pieces they wished 
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to present. If my hypothesis was that they would have been more open before our formal 

conversations, however, I was incorrect. The opposite was true. When asking them to 

detail their experiences in this setting, the responses felt incredibly layered, reflective, 

and – as much as anyone on the outside could hope to tell - honest. I am incredibly 

thankful for their openness and their willingness to engage so fully in this process. 

Ethical Commitments 

My procedure for ensuring the privacy of these works and conversations is 

outlined in my research ethics application3. First and foremost, maintaining 

confidentiality – of my participants, and of the individuals they may refer to from their 

own experiences – is essential. However, I have additional commitments to consider as 

well. 

Narrative inquiry features a dance of stories weaving within one another. 

Clandinin and Connelly (2000) explain this research as “see[ing] ourselves as in the 

middle of a nested set of stories – ours and theirs” (p. 63). I may use the phrase 

“beginning work” with my participants, but begin does not seem entirely applicable. I 

begin with them in the midst of their lived stories and experiences. This is where the 

power of temporality is so important to this work. We will begin where we are all at, 

presently, before situating ourselves within the three-dimensional narrative inquiry 

space: the dimensions of time, place, the personal, and the social. (Clandinin & 

Connelly, 2000, p. 63). 

Clandinin (2013) is clear when she states that “narrative inquiry as a 

methodology … remains, at its heart, an ethical undertaking” (p. 201). I have many 

                                                           
3 See Appendix A: Research Ethics Application. 
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privileges when choosing to share my own story. I remain in full control of what is 

shared and how it is so; as I sit and remember my experiences, should I encounter 

memories that I would rather keep secret, I am easily able to do so. When conducting 

research, it is far too easy to ignore the implications of story-sharing that our co-

researchers experience. Josselson (2007) reminds us that “Narrative researchers do their 

work by (politely) intruding on people in the course of living real lives in the hopes that 

what we learn will be of some benefit to others or will contribute to basic knowledge 

about aspects of human existence” (p. 538). Polite or not, this intrusion cannot be 

overlooked. My participants may accept their position out of recognition for the 

importance their stories may have for the future of internship. Their experiences are 

valuable and necessary so that we may better understand how to better support those in 

their role, but sharing them may be an emotional and consuming process. I have a 

responsibility to honour this process and work at their pace and their comfort level. A 

key faucet of this is recognizing that this is our work, not mine.  

In that same vein, they must have the right to see what is produced. Katherine 

Borland (1991) speaks passionately about this as she recalls how she interpreted oral 

stories from her grandmother. Even though they shared a positive and close relationship, 

Borland came to realize that her personal experiences framed these stories in ways that 

her grandmother had not intended. She calls for researchers to consider restructuring 

“…the traditionally unidirectional flow of information out from source to scholar to 

academic audience by identifying our field collaborators as an important first audience 

for our work” (Borland, 1991, p. 73). Clandinin and Murphy (2009) promote the use and 

sharing of field texts as a way to preserve the relational ethics throughout this process: 
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Field texts are relied upon as markers of experience: As narrative researchers 

work with their field texts, it is the experience of the participants with the 

researchers that remains the primary concern. Narrative research is relational 

research. (p. 599) 

Therein lies the heart of this process. Narrative inquiry is relational, as is 

internship – and mentorship – at its core. Internship, as featured in this institution, is an 

entirely voluntary process on behalf of cooperating teachers. A cooperating teacher can 

provide the gift of a positive beginning to an intern; this, what may be the most positive 

outcome, may be the sacred story that continues to drive teachers into this position. I 

have come to recognize is that I cannot separate my own identity as cooperating teacher 

as I enter these conversations, even though I am not actively living the role at this 

moment. My passion and commitment have drawn me to the research, and I am 

reminded of this each time I describe my intentions to others. There is little objective 

about my stance – of the importance of internship, of the necessity of empowered 

cooperating teachers, of the need to honour the complexity of the role – and to deny my 

position would be dishonest. I commit to inquisitiveness, not impartiality. I commit to 

honouring the experiences of participants, not to an expectation that they mirror my own. 

I commit to being open to having my position challenged as I seek to share in the diverse 

and rich experiences of cooperating teachers. I am not seeking a concise answer to my 

wonderings, but I am hoping to open new conversations as to how we can ensure the 

continuation of the internship process. 
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CHAPTER FOUR 

PARTICIPANT STORIES AND EXPERIENCES 

Interwoven Stories 

 Initially, I had envisioned separate chapters for my two participants. However, as 

our conversations took place, I was struck by how strongly their threads complemented 

and resonated with one another’s. Furthermore, while transcribing our work and making 

field notes, I could not help but consider all of the ways their experiences called back to 

many of my own. To think back to the three-dimensional space Clandinin and Connelly 

(2000) explore, the stories of my participants do not exist in a vacuum. They are situated 

at once within their own immediate world and within the full context of the internship 

and university program. At times, they run parallel to one another; at other times, they 

appear to collide in the form of shared challenges and struggles, or even triumphs and 

celebrations. It is in these intersections that the following research texts emerge. 

Journey and Isla’s stories are their stories; that is, they are the singular stories of 

two individuals, just as my stories are my own. They do not aim to define the singular 

existence and experience of all cooperating teachers, be it in our province or beyond. But 

stories do not need to claim universality to hold weight. It is in the moments that speak to 

us, whether it is because they affirm or challenge us, that can prompt our most profound 

thinking. Seeking to understand the experiences these two have held as cooperating 

teachers allows those on the outside to begin to enter their world, opening it up in a way 

that allows us to bring our own lenses to it. This is the gift that they have shared. This is 

the power of stories. In How We Think, but not in School: A Storied Approach to 

Teaching, Patrick Lewis (2007) writes:  
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Humans narrate as ways of knowing and being. Story … is the basis of human 

cognition. … We think and view the world from a story structure that runs deep 

and central to our being. When we encounter the stories of others we take them in 

… so that we might come to know some truth, not necessarily the Truth, but 

rather some important truth about my self and life. (p. 1) 

This chapter seeks to share in that truth. I will begin by introducing Journey and Isla, the 

teachers in this study, and then begin walking through some of the stories they have 

shared with me. I offer narrative introductions of each before moving into their direct 

voices as we explore intersections of tension, of growth, and of storying. 

Woven throughout are several intersections of my own, acting as glimpses into 

some key moments I have met along the process. Unlike my narrative beginnings, I leave 

them without a direct analysis. Every cooperating teacher may encounter feelings like I 

share, or they may hit moments of crisis entirely distinct from mine. What I wish the 

reader to question is less about the what – the exact triggers of these moments – and 

more along the what next, as in how we may begin to walk alongside cooperating 

teachers as they live the process.  

Meeting Isla Spirr 

 Beyond our mutual love of dogs and red wine, Isla and I have a few key 

background pieces in common: we are both the children of teachers and were both bound 

and determined to not follow in their footsteps. Isla’s journey into teaching involved 

more world travelling than my own, and while overseas, she made the decision to attend 

to her teaching inclinations and pursue the career. Listening to her speak about her 
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students – “little people who can change the world” – leaves little doubt in any listener’s 

mind that she has ended up exactly where she has needed to. Isla is a passionate and 

reflective teacher who has dedicated extensive energy and time to the internship process, 

and I was thrilled when she consented to opening up about the struggles and successes 

from it for this research. 

 Isla has held a few different positions at her school, all within the early childhood 

domain. We have been teaching for a similar length of time, and signed up for our initial 

interns close to the same time, although we did not yet know one another.  Not long after 

we did meet, Isla was working with her second intern and was encountering barriers that 

had not encroached on her first placement. I, too, was navigating changing what support 

needed to look like for my then-current intern. She referred to the conversations that we 

had at the time in our interviews when speaking to the need for supportive and collegial 

spaces. I cannot imagine navigating this process without them. 

 One might say that Isla was pulled into the internship process, although not with 

the unwillingness as the phrase might suggest. Isla worked with a keen administrator 

who understood that her becoming a cooperating teacher would be a twofold opportunity 

for growth: firstly, for her intern, who would be placed with a teacher both dedicated and 

creative; but secondly, for herself, where the growth would stem from learning to be 

open to letting go of control. After deep thinking, Isla accepted his suggestion, entering 

into a partnership that was as successful and transformative as her administrator had 

hoped. A passion for the internship process was born. 

 Isla’s commitment to shared spaces and student-centered philosophies was well-

established before the internship process. She tells of a need to bring her prospective 
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intern into the classroom first, allowing she or he the ability to self-identify if the 

classroom will provide the necessary learning. She would not consent to the process 

before discussing it with her immediate team, understanding the relational nature of their 

work. That commitment has grounded her work with her interns, and stories of 

relationships – those shared with her students, with her interns, with her colleagues – are 

cornerstones of the experiences that she shares. 

 That initial walkthrough of the process may have set a strong foundation for 

Isla’s future as a cooperating teacher. Later experiences brought with them great 

moments married to significant challenges. Isla sighs deeply when she thinks back to 

them in recounting them. There is a visible shift as she hits on the most troubling 

intersections. Their commonality appears to be one of questioning authenticity, and on 

helping interns see when their beliefs may not be aligning with the teaching that they are 

presenting. It is in recognizing the beautiful ideals that interns may come into a 

classroom with, but finding ways to marry them with realities and responsibilities that 

come with the profession. 

The challenges that Isla goes through transcend the intern and student 

partnership, even moving beyond the faculty advisor. They speak to the relational nature 

of teaching as a whole. Isla has encountered difficult conversations with her interns, as 

said, but as she makes clear several times in our conversations, they were ones that she 

was ready and willing to have. However, there is difficulty when she felt left to do these 

in isolation. Isla speaks to a changing staff environment, where she sensed a 

transformation from empowering and professional dialogue to an absence thereof. Where 

with her first intern, she felt mentored as a mentor, surrounded by trusted individuals 
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who could help her work through challenging intersections to determine the most 

meaningful and positive ways to support her intern. By her second placement, several of 

these leaders had left her building, and the sense of collegiality had died in their absence. 

Where does this leave our cooperating teachers? I think to our faculty advisors. Are we 

ensuring that they are equipped to enter meaningful relationships with our intern and 

cooperating teacher pairs? If they are only able to develop a superficial one, what is lost? 

It was in these shifting moments that Isla and I started to get to know one another 

more closely. Even early on, I could feel an overwhelming sense of passion and care 

from her, for her students, for her interns, and for the process as a whole. She believes in 

the potential of all, a leader who is always willing to be the first in line for a task. Hers is 

a story of relationships, one wherein she lives in a world grounded by them and seeks to 

have a positive impact on them all. The name she has chosen for this research is fully 

reflective of this commitment. 

(Narrative Retelling, December 2015) 

Meeting Journey 

I consider myself to be a shy person, and opening up to new people can be a 

challenging task. That my first conversations with Journey jumped right into long talks 

and joint wonderings about literacy approaches and classroom design and what if I tried 

just adding this here and what do you think about that is a testament to her 

approachability, friendliness, and her passion for teaching. Journey is a deep thinker 

whose introspective nature lent itself well to our research conversations. Her experiences 

with internship have ranged from overwhelming positive to extraordinarily trying. When 

I began crafting my research proposal, I knew immediately that her stories could serve as 
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a powerful testament to the efforts cooperating teachers may undergo to ensure 

successful internship experiences. While sharing supper and chocolate desserts during 

our interviews, we revisited stories that we had shared in informally in the past. What 

struck me, however, was the depth some of the challenges of the internship process had 

affected her and resonated with her and how unaware I had been to it. It was a striking 

affirmation of Koerner's (1992) assertion that cooperating teachers were often “silent 

partners in the experience” (p. 54). I hope that this work helps bring her voice to the 

forefront. 

 Journey has taught at a number of different schools and grade levels, and has 

worked in a number of school divisions before arriving at her current home. Although 

she has worked with older students in the past, she is now situated in the early primary 

years. She cares deeply for her young learners. 

Although the term “experienced” cooperating teacher could be assigned any 

number of meanings, it feels safe to say that Journey is deserving of the label. She has 

worked with various students at all stages of the program, including serving as a home 

for some special situations that have deviated from the projected student route. When we 

met, she was in the midst of her relationship with one intern in a partnership that 

blossomed into an incredible one. Even from the outside, the beautiful elements of 

internship were completely visible. Observed and separate teaching gave way to co-

teaching. Ideas were fluid and open. Spirits were high as laughter continually filled their 

shared space. 

Spirit levels could not always be so. Journey’s experiences could perhaps be 

viewed as a pendulum, with many moments and partnerships hitting the highest point, 
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but not without the opposite side. Most troubling, perhaps, was that they appeared to 

come in a sharp sequence, where interns at various stages in the program were coming 

into Journey’s classroom with immediate struggles evident. It left her with the task of 

initiating difficult conversations and intersections for interns who may not have 

expecting the challenges inherent in teaching. Some have been times where an intern 

lacked significant confidence and wrestled with teaching an entire classroom. Others 

have been where interns have been dishonest about their work and have not planned. 

Some have needed to been confrontational about a negative and perhaps discriminatory 

lens that interns have used when discussing their shared students. It is in discussing the 

last one that Journey becomes most visibly upset.  

Some cooperating teachers, perhaps, would not take these conversations to heart. 

Journey does. She has a deep belief that all students can succeed, affixing her lens to a 

strength-based perspective, and she recognizes her natural instinct to expand that lens to 

her university students. When failure is an almost-foreign language with her young 

students, how does one begin to speak it with others? 

The most painful intersection in Journey’s world is clear: when giving her interns 

time that they need to grow and succeed begins to have a notable and negative impact on 

her own primary students, how can she advocate for both? As an internship program, are 

we prepared to acknowledge the potentially negative impacts on students that these 

struggles may bear? What can success look like for all? And what impact does 

navigating this ultimately have on the cooperating teacher? Journey’s story is a testament 

to the power of place, in our three-dimensional understanding, wherein actions can never 

exist in isolation. 
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Perhaps most notable of all, in Journey’s experiences, is that her forward-looking 

story of hope is never lost. She continues to be attuned to the process, even as she has 

stepped away momentarily, and thinks deeply about what we can take away from her 

stories to better support all students. She will not speak about the supports she has felt 

missing without giving equal voice to the faculty advisors who have been true partners. 

Even after recounting some of the most difficult moments she has been through, we 

close our last conversation with giddiness over the prospect of a colleague we know 

stepping into the role for the first time. Hers is a story of unwillingness to settle, a story 

of unrelenting optimism about what the process can be. The name she has chosen for this 

process seems wholly reflective of this. 

(Narrative Retelling, December 2015) 

Saying Yes: Becoming a Cooperating Teacher 

 In my narrative beginnings, I explored the internal struggles that came with 

signing up for the internship process. Understanding that our narratives rarely have true 

“beginnings,” as they are always situated within the context of lives in the making, I was 

nonetheless curious about the moment their journeys as cooperating teachers officially 

began. 

Journey and Isla’s stories most significantly deviated from one another in their 

initial entrance of the internship process. Isla was nudged into the experience by an 

administrator in her building, one of whom she spoke highly and who she describes as 

“the kind that knew one of his biggest roles was to empower his staff.” She had been 

teaching only a short while, and was leading a program that she believed would not be an 
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ideal fit for every intern. This did not stop his prompting. He knew of someone who was 

coming to internship, and wanted her to be placed with Isla. His rationale was motivated 

by both the intern and Isla herself.  

Isla: The reason he said was “internship can make or break your experience. I 

want her to go somewhere where she’s going to learn a lot, she’s going to enjoy 

it, and it’s going to be with somebody who she should learn from.” So I mean, 

that was a nice thing. And I remember saying, well, I’ve only been a teacher for 3 

years. And then he said, well he likes to swear so I won’t do that, but he told me 

… it has nothing to do with how long you’ve been teaching, it just has to do with 

your outlook.  Then my next thing I said back to him was, “I don’t know if I can 

let it go enough to trust someone to be in there.” And he looked at me and he 

said, “that’s exactly why you need to take an intern. You need to learn how to let 

go.” (Taped Conversation, November 4, 2015) 

Early on in these interviews, something important is acknowledged here: the impact, in 

this case positive, that becoming a cooperating teacher can have on the individual. Isla’s 

administrator was being mindful of the intern and finding her a supportive placement, 

but he also recognized that Isla herself may have some powerful takeaways from the 

experience. After the process, she agreed with him and was thankful for that push. 

If Isla arrived at it due to the presence of an especially supportive administrator, 

Journey came to it out of lacking one. Whereas Isla’s first internship experience was the 

sixteen-week final placement, Journey had started with first year placements and moved 

upwards. When asked what made her take the final plunge into full internship, she 

explained it thusly: 
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Journey: I was feeling ready. I had done 100 level students, and I had done pre-

interns, and it was just feeling settled enough in the school to feel ready. It was 

partially looking and feeling that I could really use a set of hands, another set of 

hands, for a big period of time. And I think, with the administration and things at 

the time when I first took my own one, it was a bit of a distraction from not 

getting positive feedback from administration. ... It was a way to get some energy 

in a different way, and to show that I was capable when I sometimes felt that I 

wasn’t seen as the capable primary staff member. It really was feeling ready as a 

teacher. It was also being in the classroom long enough to make a difference, to 

have enough experience. (Taped Conversation, December 14, 2015) 

 The lack of the empowering administrator is pronounced in its absence. Notably, 

it did not stop Journey from entering the internship world; however, this story speaks to 

the thread of support that becomes an undercurrent through both interviews. Support is a 

constant presence, whether it appears as something that is there or that is missing; never, 

throughout Journey or Isla’s stories, is it absent in thought. Both Journey and Isla’s 

musings call back to the three-dimensional space that we always inhabit in terms of 

place, as we are never truly isolated. 

Jaipal (2009) called for a re-examination of our collective approach to 

cooperating teachers, suggesting value in seeing the internship process as a place for 

“reciprocal mentoring” (p. 258); the article uses advancements in areas such as 

educational technology as examples of ways that interns may become leaders and 

teachers themselves. In our interviews, Journey and Isla both alluded to feelings of 

professional responsibility driving their willingness to work with interns, but these 
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feelings were supplemented by a curiosity and excitement over what strengths new eyes 

could bring to their classrooms. In their above quotes, that willingness to situate 

themselves as learners is evident. 

Personality Matches and Mismatches 

As I learned firsthand, the wait time between agreeing to the role of cooperating 

teacher and actually meeting your intern can be painstakingly long. After all, this is a 

person with whom you will be spending a significant amount of time: Consider it a blind 

date, but you have signed up to go on a four-month vacation with them on that first day. I 

wondered how my participants felt on first meeting their interns, and how accurately 

those initial feelings predicted how the relationship would progress. Koerner (1992) 

warns that “danger lies in considering cooperating teachers and their classrooms to be 

generic, in ignoring their individual styles and procedures” (p. 54). Just as our interns 

have unique perspectives and needs, so too do cooperating teachers. No matter the 

quality of intentions shared by both, it may be naïve to assume that personality conflicts 

cannot and do not arise. 

Due to the unique nature of her program at the time, Isla had requested that her 

potential intern come in for a visit before making her decision. She recounted a series of 

events that culminated in an explosion of bodily fluids within the intern’s first few 

minutes of arriving. In many ways, it appeared to serve as a good omen: 

Isla: I knew that it would probably be okay because of how she came to me 

[through my administrator] … [After the accident,] I’m thinking “oh, obviously, 

she’s not going to come here.” But she did! And we had great conversations, 
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because she was older. So my gut feeling told me that she would be okay. And 

then the second one came to me in the same way. She was with somebody else, 

and it wasn’t going to work out she figured, and her friend told her to come to 

me. Great. Went to the internship seminar, and it was like she had all of the 

words. And I’m like, this is fantastic! Until the words didn’t match the actions. 

I think my gut reaction has always been really positive. But I think I try to be a 

very positive person. And I think because I was looking for what I wanted to see 

in people, I was excited. But I was also a little scared, because it seemed like 

everybody had the words. The first two times, I was for sure really worried about: 

what can I offer them? Because it seemed like they knew all of this. (Taped 

Conversation, December 15) 

The self-doubt hinted at in Journey’s reasoning for taking on an intern creep up in Isla’s 

story, but in a different way. Here, Isla was meeting interns who seemed to be especially 

prepared for the task at hand; although, as she hints at and will be explored later, 

challenges would emerge for some. 

Journey's initial reactions varied more profusely, stemming from her first intern. 

She describes his personality in very positive ways, but acknowledges that his placement 

was one she had reservations about from the beginning. It was a sharp departure from his 

university background and previous student teaching experiences, and this was a jump 

that she felt was too large for what internship could provide. At the time, however, she 

felt unable - or unsupported - in responding to these initial concerns: 
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Journey: My gut instinct [with Josh] was this isn’t a good match for our school 

and our community. And my principal told me to relax. I wish I had gone with 

my gut and made the phone call [to the university], because – in fairness to my 

intern – he didn’t have the literacy and numeracy background he needed to teach 

Grade 2 at this school. He just didn’t. I think one of the pieces of advice I’d give 

to people is that internship isn’t the time to gain experience with different age 

groups. It’s the time to shine and show your strengths and develop from there. 

(Taped Conversation, September 21, 2015) 

Journey and Josh’s personalities may have meshed well, but his background and her 

teaching position at the time may not have aligned ideally. In earlier chapters, I stressed 

the importance of a successful internship when applying for teaching positions. It is a 

thread that continues to re-emerge, and it may drive much of the anxiety cooperating 

teachers can feel over seeing a match that looks ill-fitted. In Josh’s case, although he 

passed internship and received his degree, Journey felt that he never had the opportunity 

to thrive in the way he may have if placed in a position that better catered to his 

strengths.  

 Even in cases where the intern’s background and the classroom synchronize, 

personality differences can be significant. These differences are not always immediately 

evident. Isla spoke about one of her interns and their struggles with the feedback process. 

Isla refers to herself as direct and possessing a strong personality, and recognizes that – 

like any other personality type – is not always a perfect match with others who are more 

timid than she. At their most difficult moments, it resulted in communication failure. 
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Isla: She’d say “oh, I think everything went really well.” So I’d say, “well, did 

you notice this? Did you notice… these?” And that was when I think I needed to 

be a little bit more direct, which was hard. “Did you happen to notice this? Why 

do you think that this might have happened? How could you…” or sometimes I 

flipped it, even if I didn’t agree. “How do you think you could have taught it in a 

different way, just to flip it around? What else could have been done? What do 

you think would have been a pro or con to this?” Maybe if you can see how you 

could have done it in a different way, then my next question to her was, “well, 

what would be the pros or cons of doing it either way?” 

There were times that she knew [her lesson] wasn’t working and would start 

crying, and well, then I was, well… I don’t know what to do. (Taped 

Conversation, November 4, 2015) 

We can recognize the stressors that interns experience, but in doing so, we may often 

overlook those that the cooperating teachers must work through as well. In the above 

passage, Isla touches on the deep thinking that she had to go through in trying to help 

support her intern’s professional growth. She recognizes that direct questioning would be 

difficult for her intern, and so attempts another way, even if that, too, could be triggering. 

 I would be hard-pressed to say that perfect personality alignments can predict a 

successful internship pairing, as I have found some great collaboration can happen when 

different strengths are brought together. However, there is certainly a difference between 

complementary and contrasting personalities, and in a relationship as intimate as 

internship, that can be extraordinarily stressful for all involved. Were a researcher to 

conduct a survey asking individuals why they have not yet signed up to become a 
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cooperating teacher, I would speculate that anxiety over personality clashes would 

register high on the list. In our current climate of large internship cohorts and limited 

volunteering cooperating teachers, I am not sure how to circumvent this, but it is a 

problem worth wondering about. Were these obstacles omitted, intentional and informed 

personality matches may become more commonplace. 

Isla happened into such matches as both an intern and a cooperating teacher. She 

reflected on her own experience as an intern, and how it has shaped the cooperating 

teacher that she has become, ending this section on this wistful note: 

Isla: No. Because it’s super funny, so my two most powerful internships that 

have worked really well, people have set us up. My internship? My parents knew 

that internship could make or break your experience, and my stepmom knew 

exactly who she wanted to put me with when I said I wanted to go to grade 2. 

She thought of [my coop], other than really respecting her and knowing that she’s 

an absolutely phenomenal literacy instructor – the best I’ve ever seen – the thing 

that she had... I might seem laid-back and that I go with the flow, and I really do 

think I’m pretty good with that now... if something happens, it’s like oh, well, 

pffft – and I thank [my classroom] for that, I thank my lucky stars, because I 

wasn’t like that, I was super high stressed. 

I needed to know everything, and I had to be perfect, and I had… like, I just had 

this high expectation for myself. And Linda’s like, [sing-song voice] “la la la 

la!” Nothing floats her boat! Nothing makes her angry! She was so lackadaisical, 

which is funny – nothing stresses her out – and she’s just like the life of the party. 
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My dad thought that this was going to be the most terrible partnership! Because 

he thought that I needed somebody a little more down-to-earth and concrete than 

she was. And… [our partnership] probably was the best thing, because… what it 

did is it taught me to relax and chill out. I learned so much there of things like… 

really looking at [students] as people. And what was important. So, so much of 

that came through there. So, so much of her made me who I am today for looking 

at those things. If I hadn’t had been with someone who was so “mm mmm mm,” 

I wouldn’t have grown. It’s made me a better person. 

Isn’t it funny that the most successful times that I’ve been involved with this has 

been when people have been placed, as opposed to the random luck of the draw? 

(Taped Conversation, November 4, 2015) 

Opportunities that work out where interns may be placed are, likely, not incredibly 

common for reasons mentioned above. But an important takeaway from Isla’s story is 

the beauty that can come from differences. Navigating altering personalities within the 

context of internship can have catastrophic consequences, but it can also yield immense 

growth. It is a gamble, but as Isla and Journey’s stories suggest, it is one many 

cooperating teachers agree is worth taking. 

Intersection: The Watcher 

 Don’t jump in. Don’t jump in. Don’t jump in. 

 I’m telling myself this over and over, but it’s hard to bite my lip. My intern is 

teaching. Does he see that Jacob and Davin are cutting up their erasers? Do they see that 

I see them? If they see me, then I have to jump in, or else they’ll think that I think that this 
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is okay. If they don’t see me, maybe I can stay quiet. Maybe he’ll say something. Does he 

need to say something? Don’t jump in.  

 He’s looking at me. He looks upset. Do I look upset? I don’t want to stress him out. 

But I want him to change things. I’m supposed to be in here observing. Does my observing 

make it worse? Are these things happening because I’m in here? Or would they be worse 

if I’m not? 

 Ethan is upset. His head is on the table. He doesn’t understand the lesson. The 

instructions weren’t clear enough, this page is too hard for these kids to read. Should I go 

and help? Will my intern be upset if I do that? Will he be upset if I don’t help and I just sit 

here? What do my students think when I’m not helping? 

This class needs too much. Is this fair? My internship class was much easier to 

teach. But what if my intern ends up with a class like this one? This isn’t fair. I shouldn’t 

have signed on for this. Not this year.  

He’s looking at me again. I’m smiling. I don’t think it’s working. Maybe I’m 

going to leave the room. Can I leave the room? Now he knows I’m watching. I don’t 

want to be watching anymore. 

(Narrative Retelling, December 2015) 

Highlights: Successes and Celebrations 

 I have detailed what initially pulled me into becoming a cooperating teacher. 

However, had I not had such extraordinarily positive experiences with it, I cannot 

imagine returning to it as many times as I have. Internship, at its best, allowed me to 
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think deeply with teaching in a way that I had previously not imagined. If I had felt 

isolated in my first year without a grade partner, co-teaching with an intern was the 

antidote; Jonnett’s (2009) research on the motivation of cooperating teachers identified 

that many educators “were motivated to serve as cooperating teachers as it provided an 

opportunity to reduce isolation and increase collegiality” (p. 217). My first intern and I 

work closely together to this day, and often joke about how we are “teaching soulmates.” 

Many who have visited both of our classrooms comment on the similarities they see. 

Although I was the cooperating teacher, I believe that we were equally influential on the 

way we have each come to teach. The rich conversations I have had with her, and with 

the wonderful interns who have followed, have been the home to my strongest 

professional development. The more difficult conversations have taken me to a place of 

deep questioning about what “good teaching” means and why I have come to believe 

what I do. For that reason, they may have been the most important of all. 

 In explaining her timeline as a cooperating teacher, Journey touched on each 

individual she had worked with. When discussing two in particular, her face noticeably 

lit up. She explained some of the pieces that made their time together particularly 

motivating: 

Journey: [Audrey] was what internship was supposed to be about! She came with 

some plans sketched out, and ideas, and she always had her work done... She had, 

like, every step. She had taken what she’d learned, she tried it, she was the one 

who tried the art musical chairs! Before I’d seen it and I thought she was going to 

be crazy. [Laughs] 

Amy: But you let her do it! 
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Journey: But I let her do it. And we would sit after school and we would sit, and 

we would read back, and oh… it was beautiful. Then there was Erin... We still 

share unit plans! We still share ideas. It’s a true collaboration of teachers. I learn 

from her little management techniques that I still use. 

Some of those conversations help you reaffirm what you know and what you 

believe about teaching. They’re valuable. Sometimes watching that person, like 

another person, teach... just gives you little gifts and little things that you’ve 

never thought about.  Which no one would ever talk to you about. Some of the 

work, even though it goes longer, is so enjoyable, like when you have somebody 

who is equally as excited about literature and finding a book and sharing and 

texting you, like it’s... it’s an exciting time.  When you have, even with my last 

pre-intern, who wants to book a field trip, and you’re explaining this is what we 

do. 

That is the reason for doing this. To take someone by the hand, and lead them 

through the ugliness of teaching, and just stick with them. (Taped Conversation, 

September 21, 2015) 

In both snippets, a continuation is present, whether it is in a specific lesson approach (the 

musical chairs) or in the maintenance of the relationship as a whole. That story harkens 

back to my experiences with my first intern, where the “mentor and mentee” relationship 

later evolved to a more collegial and equal one. Beyond this, clear joy about the process 

is so evident on Journey’s behalf. 



75 

 

Such positive sentiments are echoed by Isla, who breaks out in smiles when talking 

about one of her interns: 

Isla: It was hard. But it was interesting, because in the end we worked through all 

[challenges] and it was fantastic. I nominated her for the [internship] award, and 

she won. And I remember thinking, what an amazing experience this was, and I 

can’t wait to do this again. 

It was so... by the end of it, like in December, we had a riot together! And we 

were just, you know, you’re bouncing off ideas on one another, and the learning 

environment for those kids was probably so much fun. I’m so lonely in January! 

[Laughs] (Taped Conversation, November 4, 2015) 

 One of the greatest benefits of a positive internship for the intern may be most 

obvious: a good experience (assumedly) lends itself to a positive review, which in turn 

helps the intern’s employability. For a cooperating teacher, the benefits may be less 

tangible. Journey and Isla do not earn professional development credits nor anything of 

that nature for their work, and it is done on an entirely voluntary basis. Both cited a sense 

of professional responsibility as one of their reasons for getting and staying involved 

with the process, but that is not – and, I would argue, can not – be the only driver. 

Journey and Isla have had to navigate some very trying situations as cooperating 

teachers, but they have walked away from the process with many fond memories and 

incredible relationships. 

 The last word is key. In our work together, the notion of support is a recurring 

one. Here, that support can even be found in the interns themselves. We cannot overstate 
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the importance of relationships in teaching, and when the opportunity is there to build a 

strong one with another adult, a true co-construction of learning can begin. It is difficult 

to say how able we may be to predict the bonding that will happen between an intern and 

a cooperating teacher; looking back at how Isla and Journey describe their first 

impressions of their interns, snapshots are not always an accurate reflection as to how the 

process will go. However, I believe that these positive stories are incredibly important to 

share and promote as we look towards the future of the internship program. Potential 

cooperating teachers need to understand what challenges may come their way, so that 

they may both prepare and make an informed decision. But if we do not also take the 

time to celebrate the great moments that can arise, we run the risk of discouraging 

anyone from wanting to step into the role.  

Intersection: The Partner 

Today, I sat in the little green chair in the back of the room, and I sat next to 

James. You were teaching math. I was watching your lesson, but I was really watching 

James. 

Did you see what James’ face did when you started writing on the board? It went 

cloudy when he sighed, and he started scribbling on the page a little bit, and then a little 

bit more. Did you see that? Because when I was teaching, I didn’t notice it. But I think it 

was happening then too.  

When you kept on teaching – and you were teaching so well – I kept on watching 

him. Then I started talking to him. He said that he was hungry, and that he didn’t eat 

breakfast today, or yesterday either. Maybe he doesn’t like math. No, he loves math, he 
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said. He’s mad because he can’t think today. He needs some breakfast so that he can 

“think better.”  

We went for a walk. You didn’t miss a beat. The class kept going. I got to walk 

and we got to talk. James told me more about his family, and his older brother that he 

has to take care of sometimes, and the way he got excited because he got a new crazy 

carpet last week and it’s finally snowing. When we came back to the room with our 

breakfast, you smiled at him and checked in and made him feel welcome.  

 When you’re in the front of the room, you let me sit here. I miss teaching, but I 

will miss sitting here so much. I’ll miss breakfast walks and leaving the room and family 

talks. I’ll miss the stories we share about what we saw all throughout the day. I’m scared 

about everything that I miss when you’re not my partner. I’m really just going to miss 

you. 

(Narrative Retelling, December 2015) 

Challenges: Emerging Tensions 

This section – that of the challenges Journey and Isla ran into throughout their 

experiences – has been the most difficult to bring to research text, and it is not because of 

a lack of material. It is more due to the very personal and at times visibly painful 

moments that emerged for both. Notably, going into great detail in some instances would 

likely compromise the anonymity of both my participants, their interns and their faculty 

advisors. However, omitting the struggles would be doing exactly the opposite of what 

this research hopes to achieve in further silencing the voices of cooperating teachers. 

What I have included in this section are elements of some of the difficult moments Isla 
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and Journey encountered. I have chosen to focus my excerpts on how the challenges 

played out for them and how they began to think through them. 

Both Journey and Isla have gone into every internship experience determined to 

provide a supportive environment for their interns to grow into their own teaching ideals, 

rather than to produce a clone of their cooperating teacher. They recognize the classroom 

as a shared space, even if that means that disagreements or tensions may result in the 

partnership. 

Isla: I had that conversation again with my intern today. “I may not agree with 

you, but I’m never going to tell you that. I’m going to help you learn how to 

problem-solve what your goal is.” Because that’s my job. And I remember him 

say, “but they’re your kids.” But they’re our kids. (Taped Conversation, 

November 4, 2015) 

First and foremost, Isla and Journey both were clear on one thing above all else: 

internship demands a great deal of work on the part of the cooperating teacher, especially 

when there are tensions to navigate: 

Isla: [sigh] It’s a lot of work. I, my parents were teachers, and I can remember a 

couple of stories you hear through tidbits... where [the intern] had finally got to 

the block and it was like “you don’t get to take over the class because you’re not 

prepared.” And the hours that they would spend at home trying to figure things 

out. And that extra workload, right, where you’re… it’s, with everything going 

on, is it worth it? (Taped Conversation, November 4, 2015) 



79 

 

The word extra is important. Although responsibilities are gradually assumed by the 

interning teacher – should she be ready for them – they ultimately remain in the domain 

of the cooperating teacher when it comes down to final authority. Essentially, that means 

that mentoring an intern means an increase in workload with little given away in return. 

Increasing workload is not an inherently negative thing, but failing to acknowledge it 

does a great disservice to the hours and hours cooperating teachers commit to that Isla 

refers to. 

Ultimately, many of the challenges shared by Journey and Isla circled the notion 

of evaluation. More specifically, it emerged from their struggles in playing such a pivotal 

– and not always positive – role in determining whether an intern would not only pass, 

but would pass strongly enough to warrant a professional recommendation.  

One of Journey’s sentences may say it all. We had been discussing great 

moments she had seen as a cooperating teacher and the impact that meaningful 

conversations had. I flipped it and asked what happened when those were not the 

conversations that were happening, and what it did to her work-life balance. She laughed 

at first, then stopped, sitting back to carefully consider her words. The truth is, I knew 

what the answer was. I have seen it in her, in teary conversations and struggled 

moments; I have seen it in Journey, in late text messages and clear frustration; I have 

seen it in myself, sitting up at 2:30 in the morning on a Wednesday trying to word an 

evaluation just so and second-guessing every moment of it.  

Journey: When the conversations are hard, it’s… it can be consuming. It can 

consume your life. (Taped Conversation, September 21, 2015) 
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To this, I would gently add that teaching itself could easily be described in a similar 

fashion. When those responsibilities and the ones tied to internship are compounded, and 

if challenges emerge in both simultaneously, how can we be surprised when burnouts 

occur? 

In his work looking at the experiences of pre-service teachers who did not have 

assigned cooperating teachers, Hodges (1982) warns us that “Teacher educators have 

been too ready to blame the impact of the cooperating teacher for many of the poor 

teaching practices seen in student teaching situations and later in regular classrooms” (p. 

29). Thirty years later, I wonder if many cooperating teachers fear that potential for 

blame is very real. Glimpses of that anxiety can be seen in both Isla and Journey’s 

stories. Early on in my narrative beginnings, I questioned whether or not the reflective 

nature of our profession could be a damning trait. Journey’s struggles with self-doubt 

illuminates my reasoning. I asked Journey how she felt as she brought a pre-intern’s 

struggles with planning and management to the university’s attention. 

Journey: You start wondering am I looking like someone who’s just picking 

holes in your education program? Am I too picky? Am I... you just question so 

many things about, like, am I just being a bother to the system? Are my standards 

getting out of control? Because there isn’t that dialogue that has a discussion 

about where people should be at. It’s mostly what you think as a cooperating 

teacher. And I think that’s... the internship manual not having full rubrics on 

everything that the intern is evaluated on is a huge downfall, and it’s not best 

practice, because you’re asking – what, 300, 400 teachers – to all use their best 

judgement what “very good, good, and fair” are, and I don’t think that it’s 
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equitable. I think that based on relationships based on coops and interns, based on 

a whole bunch of different things, those things can be skewed. Because they’re 

not well-defined. 

Amy: When you have someone who’s not necessarily doing great, you have to 

be... because sometimes, you’re the first one who really has to break it to them 

that things are not going well. 

Journey: Well, and what is the role of this internship – and even the education 

degree – is it for everyone to become a teacher? Or is the degree something 

separate from the actual teaching profession. It’s connected to the profession, but 

is it a separate piece? Just because I have an education degree, does that mean I 

should go to a school? Or is this a discussion that opens up to other things? Do 

people get pushed through internship, and is that good enough? And then they 

turn off of education themselves? (Taped Conversation, September 21, 2015) 

The magnitude of these questions, and the ramifications of cycling through them, should 

not be understated. My wonders are twofold: how many cooperating teachers sign up 

prepared to wrestle with these concerns, and how many actually do, even when the 

situation may call for it? 

In fact, it is that very piece that Journey alludes to, and it is one that has caused 

me great anxiety. In one instance, when I was grappling with how to determine an 

intern’s final evaluation, I shared my concerns with our faculty advisor. His response – 

that I had high standards, and that many teachers would not be thinking so deeply about 

the difference between a “very good” and an “outstanding” in subsections of the 
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evaluation – was almost certainly intended to be complementary. However, it struck at 

the cord of my anxieties. Was I overthinking the process? Were other teachers under-

thinking it? Either way, was my intern suffering for that, and what was the solution? 

Difficulties marrying our own perspectives, the university’s materials and the word of 

mouth from other colleagues is a theme that permeates throughout all three of our 

stories.  

The circumstances of student teachers who fail is explored more deeply in 

Sudzina and Knowles' (1993) work. They affirm a fear that emerges in all three of our 

stories: In student teacher failings, “sometimes the cooperating teacher is implicated as a 

contributing factor. Less frequently is responsibility attached to the teacher educator, the 

degree of congruity between the student teacher and the school placement conditions and 

demands, or the preparation program itself” (p.254). And it is difficult to challenge this, 

as all three of us have acknowledged, as we recognize that some placements are 

mismatched and that some placements may be altogether, objectively, unsuitable. Even 

placements that are generally well-matched do not always result in a perfect score or an 

intern who is completely ready to excel. In my own experiences, these can be some of 

the most challenging moments. When a close relationship is formed, how do you step out 

of that in order to say that some lingering concerns still exist? Some cooperating teachers 

may do this easily. I thought I would be able to until actually tasked with it. 

Intersection: The Evaluator 

 It’s two in the morning and this evaluation is due tomorrow. I have to teach 

tomorrow. I have to coach tomorrow. I have to get up tomorrow, and I need to have this 

conversation tomorrow. 



83 

 

 The form tells me “outstanding” is for a very small group of people. The 

reference form says that’s 3 percent of interns. This work isn’t outstanding work yet. But 

someone I know said interns need to get outstanding to get a job. I want him to get a job. 

 This is “very good.” I want to write “very good.” Some parts might be “good.” 

Shouldn’t good be good? Shouldn’t very good mean great? Why does “very good” feel 

like “not good enough” now?  

 Do I lie? Should I just put outstanding anyway? Who gets hurt the least if I do 

that? If I say this is outstanding and my superintendents see that and disagree, is that on 

me? If I say this is outstanding and they place her where she’s not ready, is that on me? 

Is that setting him up to fail? Is not giving him outstanding setting him up to fail?  

 Am I the only one thinking this much about this? Are other people just checking 

off the boxes and calling it done? Is that unfair for my intern? Is that unfair for theirs? 

My faculty advisor thinks he’s outstanding. But my faculty advisor has only been there a 

few times. They saw the highlights. I saw everything else. But did I see everything? 

 It’s two in the morning. I want to go to bed. 

(Narrative Retelling, December 2015) 

Unpacking Readiness 

Readiness is a theme that resonated in a number of my initial stories, be it in the 

feeling of not or the wonderings about what was. It emerged throughout both of Journey 

and Isla’s conversations in a number of ways, but more directly when I asked each if 

they could pinpoint when a teacher would be prepared to become a coop.  
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Journey toyed with pinning a concrete number to it – she selected five years, but 

acknowledged that outliers on either side could and did exist – but then shifted her 

measurement into forms of experience: 

Journey: You have to separate yourself from your university self. You need to 

side with the student, yes, to support your intern, but you also need to be able to 

support your students and what your students need. I think having [first year] 

students at the beginning, and seeing if you like that mentor relationship and if 

you like having someone in your space, I think they're fabulous for that. (Taped 

Conversation, December 14, 2015) 

She speaks to the progression of internship experiences that pre-service teachers 

undergo, from their first year visitations, their third-year mini practicum to their final 

sixteen-week block. I find it interesting that, between the three of us, we all ended up 

taking a different sequence of students, be it in Isla starting with the fourth year final 

placements, Journey starting with beginners, and me starting in the middle. I see the 

potential for a greater study exploring the different starting points for cooperating 

teachers and the positives and challenges for each, as it may better help us target 

supports for those beginning their journey.  

 Isla, too, debated between the teaching time and the experiences contained 

within. Her answer harkened back to her administrator’s initial advocacy for her entering 

the role: 

Isla: It’s a really good question, because I remember saying specifically that I had 

only taught for [a short time]. I said to my vice principal that I don’t know, I 
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didn’t think I had taught long enough. And he said, no, “it’s not about the 

teaching, it’s about who you are as a person and how you work through things, 

how you look at things that are important in education.” So it’s such a tough 

question. I was also older when I came into teaching, in my thirties, and had a ton 

of life experience from non-teaching experience, teaching experience, living 

abroad. I had lived with teachers growing up so I could look at things through 

different lenses. Would I say that somebody who’s twenty-three might be the best 

person for taking an intern? I’m not sure, to tell you the honest truth. 

I think the most important thing is looking at who that person is and looking at 

how they approach education. And I think if somebody says I don’t have enough 

experience, maybe they’re the best person because they’re actually looking at 

themselves and thinking about someone else as opposed to themselves. I’d be 

more worried about somebody who’s been teaching for three years and thinking I 

can take an intern.  That person is being critical of themselves. (Taped 

Conversation, December 15, 2015) 

Journey and I have spoken often about two particular colleagues whom we feel would 

make exceptional cooperating teachers, but both have directly responded with a lack of 

feeling ready (coupled with some anxiety about meeting potential challenges.) What Isla 

calls for resonates so powerfully with what Journey and I have said about these two 

women. It is not in their direct years of experience that we see their potential; rather, it is 

in their clear willingness to be reflective. Perhaps it is those qualities that Isla’s 

administrator saw in her those years ago, or what Journey and I came to see in ourselves 

before first signing the forms.  
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Our conversations around readiness did not exclusively consider the initial 

signing up. At the end of the previous school year, Journey had initially signed up for a 

fall-placed intern. After much internal debate, she made the decision to withdraw her 

name. This was not a decision made lightly at any stage of the process, and her final call 

was informed by a number of factors. 

Journey: My entire body... I’m tired. And that I don’t think I could go through 

another not good situation. Now this year, as I start to teach, I’m not sure that I 

could even go through another good situation. (Taped Conversation, September 

21, 2015) 

This conversation divorced my notion of readiness from a wholly-individual notion in 

lieu of a more complex image. As a cooperating teacher, “I” consist of many things 

beyond myself: I am the hosting teacher, I am the hosting classroom, I am the hosting 

school, I am the students themselves, and I am all that I am experiencing in my life 

outside of my classroom. It is a complex puzzle matched entirely by the makeup our 

interns themselves bring to us. Journey and Isla’s stories continue to circle around these 

relational understandings. 

(Re)Considering: The Cooperating Teacher Role(s) 

Perhaps one of the more difficult questions to concisely answer, at least for me, is 

“what is a cooperating teacher?” On a surface level, it is easy to articulate, but narrowing 

down precisely and entirely what the role entails is more difficult than it seems. After my 

conversations with my participants, I have started to wonder if the role may be seen more 

fluidly than I had considered, where it is less about being one constant presence in all 

instances and more about being responsive to the intern’s needs and evolving 
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accordingly. Of course, that requires the ability to be able to identify what those needs 

are, and the ability to mirror those needs with the greater context. 

 Journey first gave voice to the role(s) when describing the aftermath of an intern 

who had withdrawn from the placement. It was not a decision made in isolation, and 

ultimately, her intern consented to the suggestion of reattempting. However, there were 

very difficult conversations and moments leading up to that decision. Journey reflected 

on those times as she considered her responsibilities. I knew Journey at the time she was 

going through it, and I remember clearly how much she struggled with that piece of the 

process. 

Journey: I’m excited, or I’m happy for [my intern], who has repeated an 

internship, and is now out teaching. When I talk with her, she was happy with the 

decision and admits “I wasn’t ready.” It’s good.  

Amy: But she wasn’t necessarily ready to see that at the time, which put a lot of 

that stress back on you. 

Journey: [Nods] And that is hard, when you talk about roles, and the role 

switches from that of “mentor/coach” to that of a disciplinary evaluator. “You 

must get this unit plan done, you must hand it to me.” It moves from that “I trust 

you’re going to do this, so I’m going to give you deadlines and you’re just going 

to meet them” to “I have to really hold you accountable, and I have to treat this 

like an assignment and not just a professional.”  

Amy: What would you say the role of the co-op is? 
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Journey: I really think the role is to be the mentor/coach, to take the skills that the 

intern has and to really help them develop them. But it’s like somebody’s that’s 

met you half-way, and is excited and wants to learn, and just needs you to say 

“oh, why don’t you try it this way…” or “have you thought about this?” or “do 

you remember when I talked to you about that?” It’s kind of that coach in your 

ear. It’s not the disciplinary role. 

Amy: But that happens sometimes. 

Journey: It does. (Taped Conversation, September 21, 2015) 

Here, we see a level of separation between what the role of the cooperating teacher may 

ideally be (the mentor and the coach) and what it may need to become (the disciplinarian, 

the accountability enforcer.) I wonder, were a larger study to be done, what common 

answers may emerge as to what different pieces potential cooperating teachers anticipate 

experiencing. 

I, too, have felt levels of what Journey speaks of in stepping into less comfortable 

positions. Isla echoed the sentiments throughout our interviews as well. A key in all three 

experiences was the expectation, perhaps unspoken, that the cooperating teacher take the 

lead in initiating what could be very challenging conversations. There is a great 

responsibility here, especially when one considers the voluntary and uncompensated 

aspect of the position.  

Beyond acknowledging the challenges as a whole, I am captivated by the very 

fluid responses that Journey and Isla both engage in. Throughout their experiences, they 

appear to naturally shift into very different supporters depending on the needs of their 
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interns in those moments. The support they offer may change gradually throughout the 

internship, or in some instances, transforms almost on the spot. I see them both as very 

gifted educators for their ability to differentiate so naturally as the need arises, although 

both openly questioned how well they were responding in many instances. There lives 

the self-doubt that never appears to stray too far from this process. 

Isla shared a longer story that reiterates that responsive element. She spoke about 

the shifting role she played with an intern who encountered significant struggles as the 

full-time teaching block began. Isla had reservations about the unit while it was in its 

planning stages, but her intern was insistent on going ahead despite these concerns. Isla 

recognized the importance of supporting her intern's instincts and stepping back; 

however, doing so was not easy: 

Isla: We had these conversations [about how it might go.] And she just said “I 

think I can do it. I think I’ll be fine.” And I said [quietly] “okay.” And she said, 

[incredulously] “okay?” And I said, “yep. Okay. Perfect.” I let it go. Walked out 

of the room. And I cried. 

So I thought, this is what I signed up for, though. So... what else do I do? She 

thinks everything’s great. I’m really worried. I go back to the idea that “really, 

there’s nothing she can do in 3 weeks that I can’t clean up.” And yep, my 

students might suffer [about poor planning], but I signed up for this. And 

unfortunately, that means that they don’t get a choice. 

I just had to let her go. It was the first week of her block. After the first day, 

where the kids had no idea, she could tell. She was getting upset and frustrated 
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because it wasn’t working. And I was watching... so I finally said “what are you 

teaching right now? What’s happening?" 

She started bawling. Bawling! I said, “what do you want to do?” She said “I just 

want to quit.” And I’m like, “teaching?” She’s like, “no.” I’m like, “well, if you 

had your way, what would you do?” She’s like, “I would just throw it all out!” 

I’m like, “okay, it’s done. What do you want to do tomorrow?” 

She just stopped and looked at me. I’m like, “that’s the part about being a 

teacher. Congratulations! You just made a smart teaching decision.” She still just 

looked at me, so I kept going. “It wasn’t working for you, it wasn’t working for 

the kids, negative things were happening. You have decided to throw it out 

instead of powering through. You have just made a good teaching decision. What 

do you want to do now? Awesome job! Really proud of you! You tried 

something, it didn’t work, it’s going to happen to you again. Now what do you 

want to do?” 

Well, she needed to calm her body down a little bit. And I said to her, "here’s the 

deal. I’m not here to make your life terrible. I’m here to support you. So you 

know what? Take tonight, take tomorrow. Don’t come in. Go. Drink some wine 

tonight, have some supper. Chill out. And rethink about, what do you want to 

teach? I’ll take the kids back. It’s cool. I’ll help you plan a new unit. What are 

you interested in? Because you have to be confident and happy in what you’re 

teaching, not doing what you think I want you to teach.” (Taped Conversation, 

November 4, 2015) 
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In the internship manual provided to cooperating teachers and interns, there is nothing 

that specifically address what to do in these situations. Isla used her professional 

judgement in devising a plan that would help her intern become the educator that she 

wanted to be; in doing so, she deviated from the official internship path, even if slightly. 

The connection to what we do for our students in the classroom may be quite obvious. 

Cooperating teachers are, indeed, teachers; interns, by their definition, are students. As a 

profession, are we prepared to support them in this endeavour the way we are for their 

work with our younger students? 

Supporting the Supporters 

When I am asked to describe how I feel being a teacher, I have many adjectives 

that I pull from. One that elects surprise from many who are not in the profession is 

isolating. After all, when I work directly with twenty, thirty students in a classroom, how 

could I ever feel alone? The truth is that my relationship with my students, as powerful 

as it is, feels to me like a separate force from that of my relationships with my 

colleagues. When I do not feel their support, no matter how happy I am to be teaching, it 

is difficult. In my first year of teaching, although I worked with an incredibly supportive 

staff, I yearned for a grade partner and for people I could collaborate closely with. I 

sometimes felt that I was on “Grade Four island” and that only someone in the same boat 

could help me navigate. 

Support emerged in our stories time and time again. After our conversations, I 

have come to see it almost as a character all in itself within our greater narrative of 

internship. Support is a kind and loving character when it is present; all the same, it is a 

tyrant in its absence, an entity once removed. Support wears faces both formal and 
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informal, and can be unpredictable in where it emerges. In narrative inquiry, wonderings 

trump absolutes; however, there is one that I feel confident in saying: unsupported 

cooperating teachers are teachers that will be at high risk for leaving the process. I 

cannot see any way that they would not be. This is not an easy undertaking, and asking 

cooperating teachers to do it alone seems downright cruel.  

Those feelings have emerged in my role of cooperating teacher, especially as the 

times of self-doubt creep in. Perhaps more than any other question, I longed to hear what 

supports Isla and Journey found along the way and which ones they may have 

appreciated.  

The role of the faculty advisor came up with both participants. Some of these 

stories were very troubling. Some faculty advisors were kind and encouraging, but 

perhaps to a fault; when the cooperating teacher indicated that they saw concerns or 

flags, a faculty advisor could be dismissive, making comments akin to “it’s good 

enough” or “they will get by.” This runs contrary to advice Journey received from an 

administrator, who cautioned that any score that represents a “getting by” would not be 

one that would allow the intern to receive a teaching job. I question what the official role 

of the faculty advisor may be in these situations. Are they an advocate for the intern, an 

impartial intermediary, or something else entirely? Is it a role that is best navigated in the 

midst, and if so, what supports do they themselves receive in determining this? There are 

many questions worth exploring here that are beyond the scope of this research, but ones 

that complement the work done here incredibly well. 

Other stories of faculty advisors took on the opposite nature. Some appeared 

wholly unsupportive of the intern, to the point where one of the participants felt a need to 
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be their strong advocate. Communication was described as “hostile.” This participant did 

not want many details from that experience shared out of concerns about they being too 

identifying; however, it is crucial to acknowledge that the relationship with this role can 

be the opposite of supportive. In this participant’s case, she was fortunate to have a very 

positive and successful experience with her intern at the time. Had it been a more 

challenging situation, what would have happened?  

Journey spoke to a very different situation, however, when she thought back to an 

incredibly stressful situation with an intern that was only alleviated by the great support 

of their faculty advisor. He played several roles for her. Firstly, he helped her reconsider 

her role as only sitting back and observing, allowing her to play a more active role with 

her students while her intern taught. 

Journey: Watching that interaction, and watching how [the advisor] would let the 

intern teach, but then when it came to the work, how he would move in and be 

with the children. As a teacher, I suddenly felt free to let the intern teach, but then 

when it’s work time, as a teacher, I felt the freedom to go in and support the kids. 

That was joyful. 

Amy: At some point, did you feel that you had to sit back and only watch and 

observe? 

Journey: I did! I felt like my role was to be the, in the PDP cycle, only to take the 

data and be distant from the class. I felt that I was breaking the rules if I got up 

and helped the kids, and seeing him, I felt ahhhh [happy sigh]. And he asked 

really good questions of the kids. The kids were telling him what they were 



94 

 

learning from the lesson. He wasn’t making assumptions. He said “oh, what are 

you learning from the lesson?” And if the kid didn’t have a clue, well, that told 

him lots. (Taped Conversation, September 21, 2015) 

Her advisor went on to play what may have been an even greater role as she encountered 

incredible challenges with an intern who was consistently unplanned, leading to great 

unrest in the classroom. Journey and I spoke at length about how this shifted her role 

from that of a more supportive mentor to almost a disciplinarian figure, where she felt a 

need to resort to checking in to see if work was getting completed and having to navigate 

mistruths and excuses. It was a far cry from the co-teaching relationship she had enjoyed 

in other experiences, and one beyond what I have had to encounter so far. Here, this 

advisor became more present. She spoke to different experiences below: 

Journey: Knowing [my advisor] was connected to the university, knowing he was 

connected to the program, made me feel much more confident in what I was 

saying. Especially as a learning tool as I watched him pre-conference, post-

conference, and debrief, and how I saw his points and my points were the same. 

He was often harsher than I was! Like on those fine points where I would often 

try to soften the mistake, he was often firmer on things that had to be. After all of 

that, knowing that our points were very similar and the same, really helped me go 

oh, I am on the right track.  

I love watching the faculty advisors. That’s sometimes why I dislike when they 

post-conference when the cooperating teacher’s not there. I don’t like that triad. I 

know that sometimes you want to make sure that the intern’s okay, but I don’t 

like when the feedback’s given when the coop’s not there, because then a 
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suggestion might be off. I think it can create some communication issues, “us and 

them.” “I’ll get you past your nasty coop.” Well, then why are you here in my 

classroom? If the faculty advisor has pre-determined that the intern is completing 

the pre-internship, then why are they in my classroom and why am I giving them 

feedback? 

I want a buffer that can say “oh, I think you’re being too hard here, and we need 

to look at a new teacher like this.” ... I want to hear that my expectations are too 

high, and this is more developmentally appropriate. Not that "she’s a nice gal 

who has had a hard road." 

It shouldn’t be the cooperating teacher and the intern versus the university. 

Somehow, we have to center children and their education and what their future is 

going to be to be guiding us. I think having profs come out and see what current 

classrooms look like and feel like and see what the “norm” is becoming is really 

important for our education program. Because if they start to think that there’s 

one “special ed kid,” or if there’s an aid always there to help you with that… I 

think that the word “cooperate,” to work together. That word was chosen instead 

of mentor, to cooperate, and I guess I feel sometimes that the cooperation with 

the university piece isn’t always cooperating. If the faculty advisor is that piece 

of the cooperating, the voice needs to be more consistent. (Taped Conversation, 

September 21, 2015) 

There are many things to consider in her words. She calls attention to the partnership 

between the university and the schools, perhaps speaking to a need for that relationship 

to go beyond internship. As she says, we are working towards a common goal of 
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strengthening our profession by building our newest teachers up for success. That cannot 

be done in isolation.  

My greatest takeaway from both storytellers is that, for any recommendations to 

the process and the program that Isla and Journey consider, some of their strongest 

supports were of the unofficial variety. 

Isla’s stories speak to this extensively. In her stories, she weaves between the 

time she took her first intern, and the supportive colleagues surrounding her at that time, 

to more recent interns, where she felt more isolated. One mentor in particular emerges 

throughout her narrative. It was an older teacher in her hallway with whom she 

connected early after arriving. This teacher became her go-to confidant, one she trusted 

not only to listen but also to help scaffold conversations she would later have with her 

interns. It was somebody who built her up and challenged her, and their relationship was 

supported further by a hallway filled with similarly passionate educators. Retirements 

and transfers transformed that hallway dramatically, and Isla felt the ripples of that shift 

profoundly as a cooperating teacher: 

Isla: I had somebody there who was such a mentor, and I know that I was open to 

it and I sought it out. What a difference it is when that’s not there. In that 

hallway, there was quiet leadership. Even when I look at the pedagogy between 

two of the older teachers, it wasn’t the same, but everything jelled. And I wonder 

if everything jelled because everyone agreed on what I would consider the 

important stuff. Like helping these kids become people. Everything was managed 

in our hallway. The playground was a thing of beauty. There was so much 

consistency. And then all of a sudden it was gone. And maybe with the lack of 
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leadership, and changeover in the leadership, and no one else seeing that these 

things weren’t important. 

[After discussing a difficult time with an intern.] That’s where maybe it would 

have been better for me to have been able to sit and talk and figure that out, 

because I really, at that point in time, didn’t have a lot of people that I could go 

and chat to. 

The admin that I had worked with the year before were gone, so I had new admin 

that I didn’t know. So I didn’t have them to talk to. My mentor person that was 

beside me that helped me through my first intern, whenever I had a problem or 

didn’t know how to approach something, I would go and talk to her and she 

would help me figure out how to approach the subject. So I had someone to talk 

to in the school about how to walk through that, because I didn’t want to be 

wrong. And that was when my hallway was changing, and I didn’t have that. I 

didn’t know what to do, I didn’t know how, I didn’t know what to say and I 

didn’t have anyone to talk to about it.  

Then in the back of my head, I’m freaking out at home about how I’m not giving 

[my intern] what she needs. So I think I’m harder on myself than I am on her. 

That was really hard. That was a whole two or three months... thank God for my 

parents who know about teaching, because I was able to talk to them. That helped 

me through a lot of it. Which then went... this was way too much work. That I 

had this much stress, this much loss of sleep, this much talking to people to try to 

figure out what to do, because I had to talk through the problem so I wouldn’t hut 
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this one person. This was a lot of work, and I remember my partner saying that to 

me, like, what are you doing? (Taped Conversation, November 4, 2015) 

So many recurring elements cycle and recycle through these stories. The self-doubt, the 

questioning, the strain and the longing to do well continue to emerge. Through it all, I 

am most drawn to the positive lens of support that cannot be dimmed for either 

participant. That being – whether it is in the form of the faculty advisor, the official, or 

the hallway colleague, the unofficial, can play such a vital role. We speak so often of 

mentorship in our profession, and yet what I have come to see is a dearth of 

acknowledgement of the mentor for the mentor. Yet for Journey and for Isla both – and 

for me, too, as I travel back in my own experiences – they called on these individuals to 

help bring out the best in their own mentorship. In both stories, they continually called 

back to the intern and wanting to serve them to their best ability. They wanted that 

safeguard, perhaps, to ensure that their lens was how it needed to be. They wanted that 

outside perspective to help their intern succeed. The quest for support is far from a 

selfish one. How can we – we being all contributors to the education profession – support 

our cooperating teachers from where we stand?  

Looking back to Isla’s story of entering the role can give us one suggestion. 

When she talks about what brought her to internship, she recognizes the power of a 

positive voice: 

Isla: I would never have [taken an intern] if it hadn’t been for somebody saying 

to me, “these are the reasons why you should do it.” I don’t know how often we 

have those people in our life that are part of our profession that are recognizing 
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and uplifting people, because you have to feel that you have something to offer. 

(Taped Conversation, November 4, 2015) 

These words feel as bold a call to action to me as any others, because they are actions 

that so many of us – as educators, as professionals – are capable of. I look backwards at 

myself many years ago, timid and uncertain; I look presently, now, at the people I work 

with every day. How am I celebrating them, uplifting them, and recognizing the qualities 

in them that they may not be able to see for themselves? And who and where would I be 

if kind individuals along the way had not done these things for me? 

 With these questions in mind, it is time to look forward and to consider the 

ripples that may stem from these stories.  
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CHAPTER FIVE 

FORWARD-LOOKING STORIES 

Research Considerations 

 As a narrative inquirer, my intent with this work has never been to offer 

absolutes. This research – wondering alongside the experiences of two cooperating 

teachers and our struggles and successes within the role – is shared with the intent of 

allowing the reader, too, to question. My hope is that it provides insight into some of the 

challenges and secret stories that can emerge in the world of cooperating teachers, and 

that this knowledge may in turn be used to help inform our teaching community as we 

look towards ways of supporting their work. 

I was drawn to this research puzzle due to my love for internship; throughout my 

time as a researcher, my dedication to sustaining the internship process has only 

strengthened. I have been left with a greater sense of the difficult choices that 

cooperating teachers may struggle with, both in deciding whether or not it is the right 

time to assume the role and how they may respond to tensions born throughout their 

journey. As I write this now, Journey and Isla’s words echo through my mind as I begin 

to consider whether or not I am ready to return to role for the next school year, just as I 

wrestled with the choice several years ago. As Clandinin and Connelly (2000) remind us: 

“We begin in the midst. We end in the midst” (p. 187). 

As this immediate work comes to a close, I am left with deeper wonderings about 

work that could continue to explore the often-silent journeys of cooperating teachers. I 

sense there is room for a large-scale study looking at reasons cooperating teachers did or 
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did not return to the role after their first experience. Journey and Isla’s identified points 

of tension serve as a guide for possible responses, but many more may exist, especially 

when one expands the window into teachers in other settings and grade levels. On that 

note, continued inquires living alongside cooperating teachers with other backgrounds 

will allow them the chance to share their voice and lend insight into their unique 

situations. 

In the early stages of this research, I envisioned living alongside a triad of 

cooperating teacher, intern and faculty advisor. I ended up drawn to the stories of the 

first group after seeing a need to provide that independent space, as research suggested 

that they had been an oft-silenced member in the partnership. However, I see great 

potential in the relational study to complement this work, although care must be given to 

the inherent power imbalances found within the three. When challenges such as the ones 

Isla, Journey and I encountered arise, how do all three members react and interact? What 

supports are effective at building and maintaining their relationship? 

Finally, although I have focused my attention to cooperating teachers and their 

current lack of voice in our research surrounding internship, I have found little as well 

that provides it for our partners at the university. Research surrounding these faculty 

advisors can be difficult to combine, as the role can be such a varied one depending on 

the location. But it is perhaps precisely that reason that we must seek to understand how 

those assuming the role come to see their responsibility, as Journey and Isla’s 

experiences suggest that there is an inherent ambiguity many in its position currently 

feel. 
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Recommendations 

As Journey and Isla recounted their experiences, they often thought aloud about 

things that did, or could have, helped them along the way. I share them here as a way to 

both honour their thoughtfulness and to invite further thinking from others. They both 

acknowledge that some suggestions may or may not be feasible due to any number of 

restrictions – limits of personnel, questions of confidentiality – but each thought is 

grounded in strong lived experiences. 

Both are avid supporters of the internship seminar, a multi-day gathering that 

brings together interns and cooperating teachers early on in the process and places them 

alongside a small cohort to work through several exercises. Journey and Isla both 

wondered about ways to expand this idea in different ways. 

For Isla, within the seminar itself, she sees an opportunity to focus more on 

specific problem-solving strategies with an emphasis on difficult conversations. She 

recognizes the discomfort that many cooperating teachers may feel when trying to 

support a struggling intern in positive ways. She ties this to the need to help walk 

through many potential situations with cooperating teachers so that they feel informed 

and prepared for what may arise.  

Isla: I think people need to have a realistic expectation of what it’s going to be 

like, and maybe what some of the challenges are. The conversations when you’re 

worried about someone. The conversations where you’re figuring out how you 

cheerlead, and how you question. Whether this is part of the internship seminar 

or not, or maybe there’s a paper that goes out to coops to say… not how to have a 
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relationship, or how to have a conversation, but maybe giving people sentence 

starters. 

I wonder about approaching something… I wonder if you had just changed this, 

how could your lesson have changed? How could, if you had done this…? Just to 

get people to reflect in different ways. I’m wondering sometimes about helping 

someone to have those conversations, and to approach something in different 

ways. Something for them to fall back onto. 

Because conversations, I think, are the hardest piece of this whole process. Well, 

the conversations should be the hardest piece. (Taped Conversation, December 

15, 2015) 

Isla considers this possibility both as part of the seminar and without, and I wonder if it 

is the presence of the interns at the seminar that makes her question its placement there. 

In my own experiences, I have sometimes felt hesitant to be too open about any 

uncertainties or discomforts while at the seminar in the fear of alienated or worrying my 

intern. Unfortunately, that can mean that important questions that I may have are pushed 

aside and left to fester, which serves nobody. 

 The idea of providing cooperating teachers with their own space for this is 

expanded on in Journey’s wonderings. From her own experiences, she thought most 

deeply about the work cooperating teachers do when given interns who have been 

flagged as needing high support. Her suggestions begin with more open communication 

about what the university knows about these needs, and then shifts to looking at how to 
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better support these unique situations. She acknowledges that confidentiality may limit 

what is possible, but brings up salient points about what partnerships can be. 

Journey: I think that coops are kind of the silent partner. We are volunteering, 

and it’s like “oh, here’s Linda, she’s strong..” But do they actually call coops up 

and say, “oh, here’s ‘x’ and she’ll need some more support. Are you in that place 

where you can be that person? Are you in that place where you can help now, or 

not? Are you in the place where you were thinking you’re getting a [strong one], 

or not?” Can we tell the coops? Can it be more of a cooperation? Because then 

it’s a team, and that’s how we wrap around kids. Maybe it is. Maybe it’s, you left 

pre-internship with these things, so we’re going to tell your coop [what you 

need.] Because they are still students. They’re supposed to be adults and be 

independent, but they’re not, they’re paying the university.  

So you bring in, 6, 10 [interns needing support], and you pair them with 10 coops 

who are keeners! And you bring those 10 keener coops and you meet with them, 

and you sit with them ahead of time, and you say “these are the things they 

need.” And you make a plan, and you say, “if things are going badly, these are 

what we’re going to do. These are the levels of support.” (Taped Conversation, 

September 21, 2015) 

The most immediate question that I am left with after this conversation is that of 

knowledge. How able are we to know or predict which pre-service teachers are likely to 

struggle as they move into internship? Are our pre-internship programs designed in such 

a way to effectively monitor this? Journey spoke at length about this, bringing up a key 

point about timing: at the time she had most recently worked with pre-interns, there was 
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very little class time in between the completion of their pre-internship and the beginning 

of their final internship. Does that allow them adequate time to reflect on successes and 

challenges? Does it allow the university time to make any adjustments or build in 

additional supports if deemed necessary?  

 Koerner (1992) supports many of Isla and Journey’s suggestions in her article's 

recommendations. She cites “opportunities for professional development sessions ... that 

deal directly with supervising student teachers” (p. 54-55) as one recommendation to 

help move cooperating teachers from silent to active partners. In their literature review of 

the work surrounding cooperating teachers, Clarke, Triggs and Nielsen (2013) assert that 

“[research] reveals a strong sense that cooperating teachers lack specific preparation to 

enable high quality and developmentally appropriate support for student teachers—they 

tend to be underprepared for their work as mentors” (p. 192). Isla and Journey’s call for 

support and ongoing conversations is mirrored in this, but I see them as looking beyond 

education and looking more towards building a supportive network that is designed to 

work together in supporting both interns and cooperating teachers. 

 When asked to consider recommendations for the program, I found it interesting 

that both Journey and Isla focused on supporting existing cooperating teachers more than 

considering recruitment strategies. Although they both had advice for those considering 

the role, as explored below, their answers suggest a true need to be mindful of the ones 

who have already adopted it. It makes me wonder if tracking has been done to determine 

how many cooperating teachers sign up only once in their career, and why that may be. 

For every teacher who returns to the process, how many retreat away? And what does 

each statistic mean for the sustainability of the program? 



106 

 

Advice 

When asked what she would say to a cooperating teacher encountering struggles 

and difficult conversations, Journey spoke strongly and clearly. It mirrored advice she 

had given me privately when I struggled with how to best support one of my interns, and 

was advice soundly needed at the time. Journey’s advice hints at the self-questioning that 

many cooperating teachers might experience when deciding whether or not to pursue 

support.  

Amy: What would you say to someone who's going through [struggles] for the 

first time? 

Journey: To trust your instincts. To ask for help quick. To be insistent on what 

you think and feel. To not back down from what you think is right. Because I 

think the people... well, maybe not, but... in my experience, the people who 

generally volunteer to take interns generally want to be that coach, want to be 

that mentor, want to be that person. And when they’re seeing things go awry, it’s 

not because they’ve abandoned this [intern].  (Taped Conversation, September 

21, 2015) 

Despite carrying with them significant pain and struggle, Journey’s stories maintain an 

underlying message of hope and optimism. I have seen colleagues turn away from the 

process after far fewer struggles within it than she, and completely understood their 

decision in doing so. Journey has returned, and her answer above may hint at why. 

Throughout her experiences, she has become more trusting in her qualities and instincts, 

and this is the message she shares with others. Indeed, it is a message she has shared 
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with me. We need to listen to our cooperating teachers who are struggling; as Journey 

reminds us, it is likely grounded in a caring lens, not out of any maliciousness towards 

their intern.  

 To go further, I asked her to picture our two colleagues that we have earmarked 

as being exceptional cooperating teacher candidates. She joked about telling them to 

have done it earlier, but her answer then turned more serious: 

Journey: The advice I think they need to hear … is that there are people to 

support you. And you need to, sometimes you maybe need to ask and be a bit of a 

pusher with your faculty advisor, or even the university to get that support. It’s 

always there, but you have to ask for it. 

I think the biggest thing is that you can do it. Trust your instincts. Be prepared 

that you’re going to have to spend the time, but trust your instincts. And a 

professor said this to me. If you think there’s a problem, like if you get a twinge 

of a problem, say something. And I think it’s the same thing. I think as 

cooperating teachers, more conversations about – it’s okay to be I’m concerned 

about this, I need help. I’m concerned. 

And I think that’s it. There’s lots of support, there’s lots of people around. And I 

think our instincts are good. I think our instincts are really good about who’s 

ready and who’s not ready. And as much as I sometimes own some of it, it really 

isn’t a reflection on us if a student who comes to us isn’t ready. If we’ve given 

our all, and we’ve really tired to lay it out the best we can, that’s all one person 

can really do. 
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Even though it’s a triad [of intern, cooperating teacher and faculty advisor], it’s 

bigger than that. There’s lots of smart educators out there to support students. 

(Taped Conversation, December 14, 2015) 

In considering what advice she would give to a considering cooperating teacher, 

Isla harkened back to her administrator’s reasoning: 

Isla: I would tell them that: you’ll love it… hopefully. I would say, yeah, you 

know what? It’s a lot of work. It’s super rewarding. You’re going to learn more 

about yourself than you’re ever going to teach somebody else. I would probably 

say the best thing that somebody ever told me, when I said that I couldn’t take 

one, it was that I didn’t think I could ever let go of control… and it was probably 

the best thing that could have ever happened, was that I had to learn how to let go 

of control. 

I think I would tell people the truth. It’s hard. There’s going to be a lot of hard 

conversations, but there’s people that you can talk to about how to have those 

conversations. So I think I would be honest. But I would also then be honest that 

it’s been some of the greatest experiences that I’ve had, and have helped me grow 

as a person. But it’s hard. I’m not going to lie to you. I would tell that to anybody 

going into teaching though, not just interns, or to a coop. (Taped Conversation, 

December 15, 2015) 

Perhaps it is in Isla’s last line that we may stop. She is correct: it is hard, whether that it 

refers to being a cooperating teacher or a teacher altogether. It may be in the qualities 

that allow Journey and Isla to be such passionate mentors that cause some of their 
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hardships. If I may be so bold for one moment, I would never want them to lose those 

qualities, even if it has been the source of stress and challenge for each. If the definition 

of a “good teacher” is ever-debated, I will throw my own into the ring: it is someone who 

cares deeply enough about students to keep growing, even when that growth is difficult. I 

see that in both Isla and Journey, and on the days I feel pride in what I do, I see glimpses 

of it in myself. 

 But growth does not always – and should not always – happen in isolation. And 

so… 

Closing: Looking Back, Looking Forward 

 Seven years ago, an instructor gave me the gift of confidence by looking me in 

the eye and telling me that I belonged in this profession. Two years later, my cooperating 

teacher cheered me on as I gradually found my footing in the classroom and began to 

live up to those original words. In the time since, I have encountered more challenges 

and trying days than I could have ever expected I would. More importantly, I have 

discovered a more amazing career with incredible children and co-teachers than I could 

have ever dreamt for myself. Without those initial mentors providing me with the 

strength I needed to tackle the difficult times that would follow, I would likely not have 

stayed to reach the rest. 

Thanks to their advocacy and compassion, I started to make a commitment then 

that I am only beginning to understand now: I will do what I can to help other teachers 

receive the mentorship that I was given. Initially, I saw this taking shape in encouraging 

strong teachers and colleagues to become cooperating teachers for the sake of their 
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future interns. I have come to understand that there are many complexities involved 

beyond this.   

At present time, I have taught for seven years. In that time, I have stood by many 

colleagues and friends as they have become cooperating teachers, and have been witness 

to great triumphs and deep struggles. I have been there to watch the placement envelope 

be excitedly ripped open for the first time, and I have been there to console a teacher 

swearing off the internship process forever while in tears over the stresses. I have 

worked with nine pre-service teachers in a formalized role, from students in their first 

year of university to students in their final internship. Like my colleagues, I have been 

brought to tears many times over from the process: some of joy, some of laughter, and 

some of stress. I believe that the latter have been worth it to experience the first two. 

Today, even after going through the process, I am still not sure that I am “ready” 

to be a cooperating teacher. I may be even less sure now than I was when I signed that 

first form. I am unsure that I could define what “ready” looks like for anyone. Perhaps, 

then, I am asking the wrong question. Instead of asking colleagues if they feel ready for 

an intern, I may consider different questioning: why do you think someone may take an 

intern? How did your own internship experience make you feel? What qualities in 

yourself are you proud of? 

My field seminar leader’s actions return again and again to me in this study not 

because he was my cooperating teacher (he was not), but because he was a mentor and 

an advocate when I needed it most. I have believed so soundly in what he did that I have 

felt a need to be that kind of support for my interns as a cooperating teacher. What I have 

come to see, through my work with Journey and Isla and through my own experiences, is 
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that those acting as mentors deserve and require that same care. If we want to see strong, 

well-populated internship programs, we must be prepared to support those adopting 

leadership roles therein. 

Journey and Isla have given voice to what that support could look like; 

undoubtedly, speaking with other cooperating teachers would yield some additional 

answers. The key, I believe, is in asking them. With their words with me, I think back to 

my first story, with my colleague sitting on the fence of internship. 

My story as a cooperating teacher has shifted since that narrative moment. Since 

then, I have walked through this inquiry with my participants, and their stories have 

reverberated through me, challenging and shaping my thinking, helping me wonder with. 

As Lewis and Adeney (2014) assert: “Like co-researchers, our stories are fluid, 

constantly reworked, recreated, in motion, and never quite finished” (164). While doing 

so, I taught alongside more interns, each bringing with them both beautiful strengths and 

moments to prompt critical questioning. I do not want to call myself naïve at the 

beginning, for to me, that assumes I have switched from a lens of non-knowing to all-

knowing. If anything, I would identify my growth in these years as now realizing how 

much I still hope to learn.  

(Re)Story of Readiness 

 Time travel a month or two into the future with me. It will be that time again, the 

time that the field placement office at the university begins to send out its e-mails 

seeking cooperating teachers. Our administrator will send out a secondary e-mail 

encouraging staff to consider it. Some teachers will delete the e-mail outright, while one 
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or two others will sign up for the role just as quickly. A few will linger with it. I will be 

one of them. So, too, will my partner from my first story. If I know our pattern, we will 

each think about it privately before joking with one another about who’s going to sign 

up. 

 I’ll say: is this the year? 

 And he, in response: I don’t think I’m ready. 

 Earlier, my response to him and others would be an encouraging one, almost like 

an infomercial. It’s great, you can do it, you’ll enjoy it, just go for it! In my mind, that 

was the positivity needed to counter any of the negative stories people may have been 

hearing, that boost of energy needed to put someone “on the fence” over it and into the 

role. I still see the importance of that celebration, but today, my response to my 

colleague would be different. 

 I’ll say: is this the year? 

 And he, again: I don’t think I’m ready. 

 And this time, I’ll stop, and maybe I’ll say this: 

 I know how you feel. I’ve felt that before. This many times into it, I feel it even 

more now. I don’t know if it’s about being ready, because I don’t know if you can be. I 

don’t know if the class you’ll have next year is one that will do well with an intern. I 

don’t know if the staff we’ll be in next year is going to be a positive climate. I don’t know 

if our new administrators will be supportive. I don’t know if your faculty advisor will be 

supportive. I don’t know if your intern will be a good match for you, or for your grade, 
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or for the school, or maybe even for teaching at all. I don’t know if you want to have to 

have that conversation with them. I don’t know if anyone ever wants to be in that 

conversation. I bet that they don’t. 

I don’t know a lot, but I do know a few things. I know that if you do see yourself 

in this role, that I will cheer you on. I know that if you are struggling with how to have a 

conversation, I will listen and I’ll think with you about how to have it. I know that there 

are people you can go to, and that people will want to support both of you, even if you 

have to push for it sometimes. I know that you might not ever feel ready for everything 

that might come with internship, but I know that the only way that I could have been 

ready for what I’ve seen is by actually going through it. And I know that if I was an 

intern, I’d be so happy to learn from you.  

But I know that you’re the only person who can make the decision, and that 

nobody else should even try to make it for you. So whatever you want to do, I believe that 

it’s the right choice for you today.  

 I’ll say those things, but more than anything else, I’ll do something that I should 

have done in our conversations long ago: I will listen.   



114 

 

References 

Anderson, D. (2007). The role of cooperating teachers’ power in student teaching. 

Education, 128(2), 307-323. Retrieved from 

https://login.libproxy.uregina.ca:8443/login?url=http://search.proquest.com.libprox

y.uregina.ca:2048/docview/196413115?accountid=13480  

Awaya, A., McEwan, H., Heyler, D., Linsky, S., Lum, D. & Wakukawa, P. (2003) 

Mentoring as a journey. Teaching and Teacher Education, 19, 45-56. 

doi:10.1016/S0742-051X(02)00093-8 

Baum, A. C. & Korth, B, B. (2013). Preparing classroom teachers to be cooperating 

teachers: A report of current efforts, beliefs, challenges, and associated 

recommendations. Journal of Early Childhood Teacher Education, 34(2), 171-190. 

doi:10.1080/10901027.2013.787478 

Borland, K. (1991). “That's not what I said”: Interpretive conflict in oral narrative 

research. In S. B. Gluck and D. Patai (Eds.), Women’s worlds: The feminist 

practice of oral history. (pp. 63-75). New York: Routledge.  

Britzman, D. (1991). Practice makes practice: Critical study of learning to teach. New 

York: State University of New York Press. 

Brandt, C. (2008). Integrating feedback and reflection in teacher preparation. ELT 

Journal, 62(1), 37-46. doi:10.1093/elt/ccm076 

https://login.libproxy.uregina.ca:8443/login?url=http://search.proquest.com.libproxy.uregina.ca:2048/docview/196413115?accountid=13480
https://login.libproxy.uregina.ca:8443/login?url=http://search.proquest.com.libproxy.uregina.ca:2048/docview/196413115?accountid=13480


115 

 

Bullough, R. V., & Draper, R. J. (2007). Mentoring and the emotions. Journal of 

Education for Teaching: Interactional Research and Pedagogy, 30(3), 271-288. 

doi:10.1080/0260747042000309493 

Cherian, F. (1997) Learning to teach: Teacher candidates reflect on the relational, 

conceptual, and contextual influences of responsive mentorship. Canadian Journal 

of Education, 30(1), 25-46. doi:10.2307/20466624 

Clandinin, D. J. (2013). Engaging in narrative inquiry. Walnut Creek, Calif.: Left Coast 

Press. 

Clandinin, D. J., & Connelly, F. M. (1990). Stories of experience and narrative inquiry. 

Educational Researcher, 19(5), 2-14. Retrieved from 

http://www.jstor.org/stable/1176100  

Clandinin, D. J., & Connelly, F. M. (1996). Teachers’ professional knowledge 

landscapes: Teacher stories - stories of teachers - school stories - stories of schools. 

Educational Researcher, 25(3), 24-30. doi:10.3102/0013189X025003024 

Clandinin, J. D., & Connelly, F. M. (2000). Narrative inquiry: Experience and story in 

qualitative research. San Francisco, Calif.: Jossey-Bass. 

Clandinin, J. D., & Murphy, S, M. (2009). Relational ontological commitments in 

narrative research. Educational Researcher, 38(8), pp. 598-602. 

doi:10.3102/0013189X0935 

http://www.jstor.org/stable/1176100


116 

 

Clandinin, J. D., Murphy, S. M., Huber, J., & Murray Orr, A. (2010). Negotiating 

narrative inquiries:  Living in a tension-filled midst. Journal of Educational 

Research, 103(2), 81-90. doi:10.1080/00220670903323404 

Clark, M. G. (1930). What constitutes a good teacher? The Journal of Education, 

122(16), 396. Retrieved from http://www.jstor.org/stable/42839482  

Clarke, A., Triggs, V. & Nielsen, W. (2014). Cooperating teacher participation in teacher 

education: A review of the literature. Review of Educational Research, 84(2), 163-

202. doi:10.3102/0034654313499618 

Copland, F. (2009). Causes of tension in post-observation feedback in pre-service 

teacher training: An alternate view. Teaching and Teacher Education, 26(3), 466-

472. doi:10.1016/j.tate.2009.06.001 

Cruickshank, D.R. & Armaline, W.D. (1986). Field experiences in teacher education:  

Consideration and recommendations. Journal of Teacher Education, 37(34), 34-

40. doi:10.1177/002248718603700307 

Dewey, J. (1938). Experience and education. New York: Simon and Schuster Inc. 

Faculty of Education, joint field experience committee (2014). Internship. Learning to 

teach: A shared responsibility. Regina, SK: University of Regina. Retrieved from 

http://www.uregina.ca/education/assets/docs/pdf/pdfe/InternshipManual- 

April2014.pdf  

Fasching-Varner, K.J., Eisworth, H.B., Mencer, T.H., Lindbom-Cho, D.R. & Murray, 

M.C. (2013) Introduction. In Fasching-Varner, K.J., Eisworth, H.B., Mencer, T.H., 

http://www.jstor.org/stable/42839482
http://www.uregina.ca/education/assets/docs/pdf/pdfe/InternshipManual-%20April2014.pdf
http://www.uregina.ca/education/assets/docs/pdf/pdfe/InternshipManual-%20April2014.pdf


117 

 

Lindbom-Cho, D.R., Murray, M.C. & Morton, B.C. (Eds.), Student teaching: A 

journey in narratives, (pp. 1-10). Netherlands: Sense Publishers. 

Feiman-Nemser, S. (1996). Teacher mentoring: A critical review. ERIC Digest, 95(2). 

Retrieved from http://files.eric.ed.gov/fulltext/ED397060.pdf  

Flowers, J. G. (1948). School and community laboratory experiences in teacher 

education. Peabody Journal of Education, 26(2), 67-69. Retrieved from 

http://www.jstor.org/stable/1489982  

Goodfellow, J. (2000). Knowing from the inside: Reflective conversations with and 

through the narratives of one cooperating teacher. Reflective Practice, 1, 25-42. 

doi:10.1080/713693136 

Goff-Kfouri, C. A. (2013) Pre-service teachers and teacher education. Procedia - Social 

and Behavioral Sciences, 93, 1786-1790. doi:10.1016/j.sbspro.2013.10.1 

Holland, P. (2005). The case for expanding standards for teacher evaluation to include an 

instructional supervision perspective. Journal of Personnel Evaluation in 

Education, 18(1), 67-77. doi:10.1007/s11092-006-9009-0  

Hollingsworth, S. (1988). Making field-based experiences work: A three-level approach 

to reading education. The Journal of Education, 39(28), 28-36. 

doi:10.1177/002248718803900407 

Hodges, C. (1982). Implementing methods: If you can’t blame the cooperating teacher, 

who can you blame? Journal of Teacher Education, 33(6), 25-29. 

doi:10.1177/00224871820330060 

http://files.eric.ed.gov/fulltext/ED397060.pdf
http://www.jstor.org/stable/1489982


118 

 

Hyland, F. & Lo, M. (2006). Examining interaction in the teaching practicum: Issues of 

language, power and control. Mentoring and Tutoring, 14(2), 163-186. 

doi:10.1080/13611260500493535 

Ingersoll, R., & Smith, T. (2003). The wrong solution to the teacher shortage. 

Educational Leadership, 60(8), 30-33. Retrieved from 

http://repository.upenn.edu/gse_pubs/126/  

Jaipal, K. (2009) Re-envisioning mentorship: Pre-service teachers and associate teachers 

as co-learners. Teaching Education, 20(3), 257-276. 

doi:10.1080/10476210902887503 

Johnson, I. L. & Napper-Owen, G. (2011). The importance of role perceptions in the 

student teaching triad. The Physical Educator, 68(1), 44-56. Retrieved from 

http://search.proquest.com/docview/911809011?accountid=13480  

Jonett, C. L. F. (2009) The motivation of teachers to assume the role of cooperating 

teacher. Retrieved from ProQuest Digital Dissertations. (UMI 3388816) 

Josseson, R. (2007). The ethical attitude in narrative research. In D. J. Clandinin (Ed.), 

Handbook of narrative inquiry: Mapping a methodology. (pp. 537-566). Thousand 

Oaks, California: Sage Publications. 

Killin, J. E. & McIntyre, D. J. (1986). Quality in the early field experiences: A product 

of grade level and cooperating teachers’ training. Teaching and Teacher 

Education, 2(4), 367-376. doi:10.1016/0742-051X(86)90029-6  

http://repository.upenn.edu/gse_pubs/126/
http://search.proquest.com/docview/911809011?accountid=13480


119 

 

Koerer, M.E. (1992). The cooperating teacher: an ambivalent participant in student 

teaching. Journal of Teacher Education, 39(2), 28-34. 

doi:10.1177/002248719204300107 

Korthagen, F.A.J. (2004). In search of the essence of a good teacher: Towards a more 

holistic approach in teacher education. Teaching and Teacher Education, 20(1). 

77-97. doi:10.1016/j.tate.2003.10.002 

Lewis, P.J. (2007) How we think, but not in school: A storied approach to teaching. 

Rotterdam: Sense Publishers. 

Lewis, P. J., & Adeney, R. (2014) Narrative research. In J. Mills and M. Birks (Eds.), 

Qualitative Methodology (161-179). New York: SAGE Publications Ltd. 

Mager, G.M., Cianfarano, S., Corwin, C. (1990). A follow-up on the experiences of 

intern teachers: A report to the state education department on the New York State 

mentor teacher-internship program for 1986-1987 and 1987-1988. Syracuse, NY. 

Retrieved from http://search.proquest.com/docview/62971839?accountid=13480  

Mason, K.O. (2013). Teacher involvement in pre-service teacher education. Teachers 

and Teaching: Theory and Practice, 19(5), 559-574. 

doi:10.1080/13540602.2013.827366 

McNiff, J. (2007). My story is my living educational theory. In D. J. Clandinin (Ed.), 

Handbook of narrative inquiry: Mapping a methodology. (pp. 308-329). Thousand 

Oaks, California: Sage Publications. 

http://search.proquest.com/docview/62971839?accountid=13480


120 

 

Metzler, M.W. (1990). Instructional supervision for physical education. Champaign, IL: 

Human Kinetics. 

Ralph, E. G. (2004). Interns’ and cooperating teachers’ concerns during the extended 

practicum. Alberta Journal of Educational Research, 50(4), 411-429. Retrieved 

from http://search.proquest.com/docview/228635284?accountid=13480  

Reupert, A. & Woodcock, S. (2010) Success and near misses: Pre-service teachers' use, 

confidence and success in various classroom management strategies. Teaching and 

Teacher Education, 26, 1261-1268. doi:10.1016/j.tate.2010.03.003  

Segrest, M. (2013) Powerful moments. In Fasching-Varner, K.J., Eisworth, H.B., 

Mencer, T.H., Lindbom- Cho, D.R., Murray, M.C. & Morton, B.C. (Eds.), Student 

teaching: A journey in narratives, (pp. 25-35). Netherlands: Sense Publishers. 

Sincalir, C., Dowson, M., & Thistleton-Martin, J. (2005). Motivations and profiles of 

cooperating teachers: Who volunteers and why? Teaching and Teacher Education, 

22, 263-279. doi:10.1016/j.tate.2005.11.008 

Stanulis, R. N. (1995). Classroom teachers as mentors: Possibilities for participation in a 

professional development school context. Teaching and Teacher Education, 11(4), 

331-344. doi:10.1016/0742-051X(94)00035-5 

Stanulis, R. N. & Russell, D. (2000). “Jumping in”: Trust and communication in 

mentoring student teachers. Teaching and Teacher Education, 16, 65-80. 

doi:10.1.1.58.5467 

http://search.proquest.com/docview/228635284?accountid=13480


121 

 

Sudzina, M.R. & Knowles, J.G. (1993). Personal, professional and contextual 

circumstances of student teachers who “fail”: setting a course for understanding 

failure in teacher education. Journal of Teacher Education, 44(Sept/Oct), 254-262.  

doi:10.1177/0022487193044004003 

Traister, C. A. (2005). The perceptions of student teachers, cooperating teachers, and 

university supervisors regarding the assessment of student teacher performance 

(Doctoral dissertation, The Pennsylvania State University). 

Waggener, E. (1942). The good teacher in action. The Journal of Education, 125(7), 

209-210. Retrieved from http://www.jstor.org/stable/42847951  

Weiss, E.M., & Weiss, S. (2001). Doing reflective supervision with student teachers in a 

professional development school culture. Reflective Practice, 2, 125-154. 

doi:10.1080/14623940120071343  

Zeichner, K. (2002). Beyond traditional structures of student teaching. Teacher 

Education Quarterly, 29(2), 59-64. Retrieved from 

http://www.jstor.org/stable/23478291  

   

http://www.jstor.org/stable/42847951
http://www.jstor.org/stable/23478291


122 

 

APPENDIX A: RESEARCH ETHICS BOARD CERTIFICATE OF APPROVAL 

  



123 

 

 

APPENDIX B: INITIAL CONTACT LETTER 

 

 

Faculty of 

Education 

University of Regina 

3737 Wascana 

Parkway Regina 

SK, S4S 5L5 

 

Letter of Initial Contact 

Teachers who have recently worked with an intern (as a cooperating 

teacher) 

I writing to request your consideration to participate in a study on the experiences of 

cooperating teachers in Saskatchewan. I would greatly appreciate your willingness to 

take a few moments to read this letter before advising me of your response. 

This consent form is an invitation to participate in the study entitled Ready or 

Not: Cooperating Teachers and Stories of Experience that is being conducted 

by Amy Lawson, a graduate student at the University of Regina 

(lawson2a@uregina.ca) (306-529-0503). You may contact me (Ms. Lawson) at 

any time. 

It can be difficult finding large numbers of teachers willing to sign on for the 
role of cooperating teacher. There is a lack of research that explores the many 
identities that cooperating teachers may experience (such as evaluator, 
supervisor, mentor and colleague), as well as a lack of research exploring the 
individual stories of cooperating teachers. I am curious about your own 
experience and hope that your story may help provide insight about the process 
and ways that our professional community can support those taking on the role. 

There will be three to four audio-recorded conversations (about one hour each) with 

each participant. This study is a narrative inquiry, which means conversations are 

fairly open- ended. The overall theme will look at your experiences as a cooperating 

mailto:lawson2a@uregina.ca
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teacher, including your reasons for volunteering for the role, what supports you had or 

would have liked to have while going through the process, and your thoughts about 

returning to it in the future. I will provide you with a question overview prior to our 

interviews so that you may have the opportunity to consider answers prior to our 

conversation. You may choose to omit any questions at any time.  Your participation 

in this study is entirely voluntary and, even if you decide to participate, you may 

withdraw. The deadline for withdrawal is November 30, 2015. Your anonymity as 

well as the anonymity of other participants is protected. Your name will never be 

used. All information collected will be safeguarded to ensure confidentiality. 

The information gained from this research will be used for a thesis. It may appear in 

various publications, reports, and/or conference proceedings. As a study participant 

you may request copies of these publications. 

The plan for this study has been reviewed and approved for its adherence to 

ethical guidelines by the University of Regina Ethics Board. For more 

information, you may contact the Research Ethics Office at (306) 585-4775. 

Please contact me by phone: (306) 529-0503 or email: lawson2a@uregina.ca to 

request additional information and/or to arrange to participate in the research. 

Your time and interest in this study are much appreciated. 

 

 

Sincerely, 

 

 

Amy Lawson 

Graduate Student 

University of 

Regina, Faculty of 

Education 

  

mailto:lawson2a@uregina.ca
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APPENDIX C: INFOMED CONSENT FORM 

 

Faculty of Education 

University of Regina 

3737 Wascana Parkway 

Regina SK, S4S 5L5 

 

 

 
INFORMED CONSENT FORM FOR MEd THESIS 
 
 

Date: September 2015 

Study Title or Topic: Ready or Not: Cooperating Teachers and Stories of Experience 

Researcher: Amy Lawson, MEd candidate, University of Regina 

Purpose of the Research: This study is a narrative inquiry seeking to understand the experiences of 

cooperating teachers as they work with pre-service teachers (interns). It looks to understand the 

conflicts of identities (such as supervisors, evaluators, mentors, colleagues) that may be faced by 

cooperating teachers as they work with interns, and the role such tensions may play into our growing 

shortages of teachers willing to take on this position. 

What You Will Be Asked to Do in the Research: We will have several (3 to 4) individual 1-hour 

interviews (conversations) exploring your experiences as a cooperating teacher. We will have a 

follow-up interview where you will have the opportunity to review the research. Your feedback 

throughout the process is vital, as I want to ensure that your experiences are presented accurately 

and in a way that you are comfortable with.  

 

Risks and Discomforts: I do not foresee any risks or discomfort from your participation in the 

research.  

Benefits of the Research and Benefits to You: My hope is that this research will help contribute to 

the continued sustainability and growth of our internship program, and help ensure that we are able to 

recruit strong mentors for our beginning teachers. 

Voluntary Participation: Your participation in the study is completely voluntary and you may refuse 

to answer any question or choose to stop participating at any time. Your decision not to volunteer will 

not influence the nature of the relationship that you have with the researcher, or the nature of your 

relationship with the University of Regina either now, or in the future.  
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Withdrawal from the Study: You can stop participating in the study for any reason, if you so decide. 

Your decision to stop participating, or to refuse to answer particular questions, will not affect your 

relationship with the researcher or the University of Regina. Should you decide to withdraw from the 

study, all data generated as a consequence of your participation will be destroyed. The deadline for 

withdrawal is November 30, 2015.  

Confidentiality: All information you supply during the research will be held in confidence and, unless 

you specifically indicate your consent, your name will not appear in any report or publication of the 

research. Your data will be safely stored in a locked facility and will be held for five years, and only the 

researcher and thesis supervisor will have access to this information.  

Potential Limits to Confidentiality: Confidentiality will be provided to the fullest extent possible by 

law. However, the researcher has identified several possible lim 

its to confidentiality. Please be aware of these and take them under consideration regarding your 

participation. 

 Server failure: Using e-mail (even to schedule appointments) is something that always 

carries the potential to be breached. I will limit this by not using school board-affiliated e-mail 

(which can be accessed by the division) and regularly changing my password. I am happy to 

discuss means that you may consider to help support security on your end as well. 

 Recording security: Maximum care will be given to ensure that the recordings are kept 

safely at all times. In the event that they are physically stolen, there will be password 

protection on both the recording device and the computer. The recording device will always 

be kept either with me or in a locked device to minimize any possibilities of being stolen.  

 Identifying details: You may share stories that include specific details that readers may use 

to identify you. Although no real names will be used and care will be taken to limit any means 

of identification, readers with particularly close relationships to you may be able to speculate 

about your identity. You have the option to ask to pull information off of the record if you 

recognize that some stories may be too specific. I will also share my writing with you before 

publication, and will remove any details that you believe are identifying.  

Questions about the Research: If you have questions about the research in general or about your 

role in the study, please feel free to contact Amy Lawson, MEd candidate, by telephone at (306) 529-

0503 or by e-mail (lawson2a@uregina.ca). This research has been approved for compliance with 

research ethics protocols by the research and ethics board at the University of Regina. Please contact 

the research and ethics board by telephone at (306) 585-4986 or by e-mail 

(research.ethics@uregina.ca) if you have any questions or concerns related to the rights and 

treatments of participants. You will receive a copy of this consent form. 

 

Thesis Supervisor: This research is conducted under the supervision of Dr. Patrick Lewis, 

Associate Professor at the University of Regina. He may be contacted by telephone at (306) 585-4608 

or by e-mail (Patrick.Lewis@uregina.ca).  

 

Legal Rights and Signatures:  

I, _____________________________, consent to participate in the Ready or Not: Cooperating 

Teachers and Stories of Experience study conducted by Amy Lawson. I have understood the 

nature of this project and wish to participate. I am not waiving any of my legal rights by signing 

this form. My signature below indicates my consent.  

Signature     Date       

mailto:lawson2a@uregina.ca
mailto:research.ethics@uregina.ca
mailto:Patrick.Lewis@uregina.ca


127 

 

Participant  

 

Signature      Date     

Researcher 
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APPENDIX D: PROJECTED QUESTIONNAIRE 

Projected Questionnaire (Interview)  

Study: Ready or Not: Cooperating Teachers and Stories of Experience 

 

This study is a narrative inquiry that explores experience. As such, conversations may deviate 

from the projected questions (below). However, this provides a framework that represents the 

line of conversation. 

I have outlined three to four key conversations. These may be broken up into multiple days, 

depending on how in-depth the participant chooses to answer each question or his/her time 

available. A final meeting will be held following these interviews to share my writing and to 

provide the participant with the opportunity to share anything else that she or he feels is 

needed. 

 

Conversation A: Overview of internship 

This interview will begin with the completion of a timeline (personal artifact) detailing the 

participant’s experiences with internship thus far, both as an intern (student teacher) and 

cooperating teacher. It will provide me with an overall view of the participant’s experiences; in 

later conversations, we will go into them in more detail. 

1. Discuss the timeline with me. What are the major milestones on your timeline? 

2. Describe your own experiences as an intern. (Your experiences at the school, your 

working relationship with your cooperating teacher.) Were these experiences what you 

had anticipated?  

3. When did you first begin to consider becoming a cooperating teacher? What 

contributed to this decision? 

4. Describe your experiences as a cooperating teacher. 

5. If you have been a cooperating teacher more than once, what made you decide to 

return to the positon? 

6. If you have not been a cooperating teacher more than once, what made you avoid 

returning to it? 

7. What do you think might come next on your timeline? 

 

Conversation B and C: Exploring Details 

Questions in these interviews will be created after the initial interview, as they will be focused 

around the participant’s particular experiences. One or two days may be needed here, 

depending on the participant’s comfort in opening up. 

General questions: 
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1. What did you feel your main “job” was as a cooperating teacher? What roles did you 

find yourself playing? 

2. Were there any times that you felt that these roles were at odds with one another? 

3. What parts about your experience as a cooperating teacher, if any, did you most enjoy? 

4. What parts about your experience as a cooperating teacher, if any, were most difficult 

or unenjoyable? 

5. What, or who, supported you in the process of being a cooperating teacher? 

6. Are there any additional supports that you would have benefitted from? 

 

Conversation C: Forward-looking story 

This interview will center on potential recommendations. Based on the participant’s 

experiences, what conditions lead to a successful tenure as a cooperating teacher? Conversely, 

what supports may not have been in place that would help prepare them?  

1. It can be difficult for universities to find a large number of volunteers for the internship 

process. Why do you believe this is? 

2. Describe what you believe is the ideal cooperating teacher. Why is this? As an intern, is 

this what you were looking for? 

3. What do you enjoy about the internship process as it stands? Are there any parts that 

you struggle with or would change? 

4. What would you tell a colleague who is considering becoming a cooperating teacher? 

5. What would you tell a colleague who is not considering becoming a cooperating 

teacher? 
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