Piecing Together Success: Visualizing First-Year Agriculture Teacher Success Using Metaphoric Models

Abstract

Teacher success is a complex and ambiguous construct, particularly within school-based agricultural education, where competing expectations and demands shape early professional identities. Although prior research has examined how in-service school-based agricultural education teachers define success, less is known about how preservice teachers imagine success before entering the profession. These anticipatory beliefs influence expectations, identity development, and early-career persistence. The purpose of this qualitative study was to examine how school-based agricultural education student teachers conceptualize success during their first year of teaching. Guided by Kolb’s Experiential Learning Theory, metaphoric modeling was used as a constructive elicitation activity to surface tacit beliefs not easily captured through traditional interviews. Participants (n = 9) constructed LEGO® models and wrote reflections during a capstone seminar following student teaching. Photographs of models and written artifacts were analyzed using symbolic content analysis and inductive thematic analysis. Three themes emerged: success will look like a bridge, success will look like pieces that fit together, and success will look like a classroom that feels alive. Findings suggest preservice teachers define success as relational, integrative, and developmental rather than outcome-driven, underscoring the need for preparation and induction programs that support reflective articulation of success, community alignment, and sustainable first-year expectations.

Introduction

When individuals attempt something new, it is natural to strive for success regardless of the challenge, prior knowledge, or experience. However, in education, success rarely exists as a clear win-or-lose outcome. This ambiguity is particularly evident in school-based agricultural education (SBAE), a field defined by its complex tripartite nature (Torres et al., 2010). As SBAE student teachers (STs) transition from student teaching into their first year of teaching, uncertainty surrounding success intensifies, as research gaps outnumber clear answers. What remains largely unexplored is how preservice teachers imagine success before entering the profession, even though research suggests that these early beliefs shape expectations, professional identity development, and later satisfaction (Beauchamp & Thomas, 2009; Hammerness, 2003). Preservice teachers enter preparation programs with pre-existing images of teaching and success that influence how they interpret coursework and early field experiences (Pajares, 1992). Because these beliefs form well before teachers assume responsibility for their own classrooms, it is essential to examine how teacher education systems signal what counts as “success.” Such anticipatory beliefs have been shown to influence instructional decision-making, persistence in the profession, and professional well-being, particularly during the early career years (Flores & Day, 2006; Hong, 2010; Kelchtermans, 2005)

In broader educational contexts, success is often equated with student academic achievement, a perception reinforced by accountability systems that prioritize standardized test scores and measurable outcomes (Leader & Pazey, 2023). Yet academic achievement alone does not reliably predict teaching effectiveness. Teaching success depends heavily on how teachers interpret classroom events and navigate complex environments, rather than on objective metrics alone (Jacob et al., 2017). Moreover, weak correlations between achievement and teaching success, combined with pressure to raise test scores without adequate support, contribute to feelings of failure and overwhelm among teachers (Johnson & Birkeland, 2003).

Teachers’ perceptions of success are also shaped by employment security, administrative support, autonomy, and professional relationships (Clemons & Lindner, 2019). Research suggests that teachers often prioritize balance, meaningful relationships, and resilience over external rewards, highlighting the importance of supportive leadership and working conditions in sustaining both success and retention (Clemons & Lindner, 2019; Johnson & Birkeland, 2003). These tensions are particularly pronounced in SBAE, where layered accountability structures further complicate how success is defined and experienced.

Within agricultural education, success has become closely tied to quantifiable indicators of National FFA Organization participation, including membership numbers, project earnings, and awards (Traini et al., 2019). This achievement-oriented framing mirrors broader accountability trends and places additional pressure on SBAE teachers to demonstrate success beyond the classroom. While high levels of FFA performance are often celebrated, they can conflict with teachers’ efforts to maintain manageable workloads and work-life balance (Traini et al., 2020). Despite these pressures, teachers’ personal definitions of success are frequently rooted in meaningful student relationships and sustained connections with former students, which reinforce purpose and fulfillment (Clemons et al., 2021; Traini et al., 2019).

Recent scholarship has introduced the Donut Model to conceptualize success within teacher-defined thresholds of professional accomplishment alongside personal values and well-being (McKim et al., 2024). This perspective raises important questions about how preservice and in-service teachers are supported in articulating and legitimizing their own definitions of success. As research continues to examine teacher performance in SBAE, it remains critical to consider the environments in which teachers operate to better understand how they define professional and personal success (McKim et al., 2024; Traini et al., 2019). Collectively, these dynamics suggest SBAE teachers navigate multiple, and often competing, definitions of success.

Effective teaching requires intentional effort, reflection, and adaptation, as “talent alone is not enough” (Pinsky et al., 1998, p. 207). Success encompasses student growth, meaningful learning, motivation, collaboration, and alignment between instructional practices and educational goals (Clemons & Lindner, 2019; Johnson & Birkeland, 2003). It also includes incremental improvement and the capacity to view setbacks as catalysts for growth (Pinsky et al., 1998). However, these practices depend on reasonable expectations and access to resources, conditions that are particularly critical for new teachers (Johnson & Birkeland, 2003).

SBAE further complicates these dynamics by functioning as a comprehensive system rather than a single classroom role. Teachers are expected to integrate classroom instruction, supervised agricultural experience, and FFA leadership development, all within broader landscapes involving parents, administrators, and state staff (Eck et al., 2019; Traini et al., 2021). Research shows early-career SBAE teachers continually negotiate wellness, support structures, student development, and program resources as they navigate this system (Marsh et al., 2025). Induction program studies indicated novices experience these responsibilities as interconnected demands, prompting states to develop mentoring and support systems, though these efforts often lag behind the complexity of the work (Ford et al., 2024; Tummons et al., 2024).

Despite growing attention to early-career experiences, little is known about how preservice SBAE teachers make sense of this system before entering it, particularly how they imagine success within such complex professional contexts. Understanding these anticipatory conceptions of success is essential for designing preparation programs that support realistic, sustainable, and professionally grounded transitions into SBAE teaching.

Theoretical Perspective

	Kolb’s (2014) Experiential Learning Theory (ELT) guided the design and interpretation of this study, offering a framework for examining how STs reflect on and define success. ELT conceptualizes learning as a continuous, experience-based process in which individuals actively construct knowledge through reflection rather than passively receiving information. Framing the study through ELT shifts attention from what STs know to how they come to know, positioning reflection as central to professional growth.

ELT is grounded in the work of Dewey (1938), Lewin (1946), and Piaget (1952), whose collective contributions emphasize learning as socially situated, iterative, and developmental. Dewey emphasized learning through lived experience and interaction, while Lewin highlighted the reciprocal relationship between reflection and action. Piaget’s work on cognitive development further informs ELT by describing how individuals assimilate and accommodate new experiences into evolving schemas (Flavell, 1963). Together, these perspectives underscore learning as a cyclical process of interpretation, adaptation, and transformation.

Kolb (2014) conceptualized ELT as a learning cycle consisting of concrete experience, reflective observation, abstract conceptualization, and active experimentation. This cycle aligns closely with teacher preparation contexts that emphasize reflection as a mechanism for developing professional competence. In this study, STs’ concrete experiences emerged from their semester of student teaching, followed by reflective observation during a capstone seminar. Abstract conceptualization occurred as participants created metaphoric models to represent how they would define success during their first year of teaching, which in turn informed anticipated future practice through active experimentation.

ELT’s emphasis on reflection as a bridge between experience and meaning-making aligns with Schön’s (1983) notion of the reflective practitioner. Through Kolb’s (2014) framework, reflection is understood as a generative process shaping future action. As such, ELT provided both a theoretical anchor and a structural guide, informing the design of reflective activities and the interpretation of how STs conceptualized success before entering the profession.

Purpose and Research Question

	The purpose of this qualitative study was to explore how STs in an SBAE credential program conceptualize what success will look like during their first year of teaching. Because definitions of success are often implied, reflective and creative elicitation activities provide insight into how preservice teachers imagine their future professional identities. The study is guided by the following research question: What values, beliefs, or indicators of anticipated first-year SBAE teacher success emerge from written reflections and visual artifacts?

Methods

This qualitative study employed metaphoric modeling as a constructive elicitation activity to explore how participants conceptualize and articulate how they plan to define success during their first year of teaching (Rose, 2022). We chose metaphoric modeling as it prompts participants to externalize internal experiences by shaping abstract ideas into concrete visual forms. The approach allowed STs’ implied beliefs to emerge that may not surface via traditional interview strategies, supporting a deeper understanding of how meaning is constructed. The activity placed participants in an active role as co-creators of data, emphasizing interpretation and reflection as central components of knowledge generation, consistent with constructivist methodologies (Lincoln & Guba, 1985). 

Trustworthiness

Guided by the recommendations of Lincoln and Guba (1985), we employed multiple strategies to enhance the credibility, dependability, and confirmability of his study. First, we engaged in reflexive memoing during data analysis to surface positionalities, assumptions, and interpretive decisions (Creswell & Poth, 2018). This reflexive practice was critical given the interpretive nature of constructive elicitation and helped ensure transparency in how meaning was co-constructed between researchers. Second, we used analyst triangulation to strengthen credibility. Three researchers independently coded all of the data and then met to compare interpretations and resolve discrepancies. These discussions contributed to more stable and robust themes. Third, the multimodal nature of the data provided a form of triangulation within-case, where the visual models and the written explanations each offered different entry points into participants’ meaning-making. Interpreting these sources together helped reduce the overreliance on any single mode of expression. Finally, the study maintained a clear audit trail that included raw data, codebooks, and iterative coding summaries. This documentation supports dependability and allows others to understand how the findings were derived.
 	
Reflexivity Statement

Given that constructive elicitation involves the construction of data between participants and researchers, attention to reflexivity was essential. Participant positionality is an important consideration, as participants were all 5th-year credential candidates who were concurrently completing a Master's in Agricultural Education in California and had accepted full-time SBAE teaching positions within the state. These shared experiences and future-oriented professional commitments likely shaped how participants imagined and articulated success, particularly through aspirational, anticipatory, and idealized representations of their first year of teaching. Our positionality as researchers was also intentionally addressed. The lead researcher served as a facilitator, providing prompts to guide exploration without imposing meaning (Lincoln & Guba, 1985; Rose, 2022). As a research team, we engaged in ongoing efforts to bracket our assumptions and biases related to SBAE, teacher preparation, and definitions of success. Reflexive memos were maintained throughout the process to document our assumptions, decisions, and emerging interpretations (Saldaña, 2021), supporting transparency and analytic rigor. The attention to reflexivity is essential to constructive elicitation as a methodology, as we, the researchers, inevitably shape the interpretive environment, even while encouraging participant-driven meaning (Guillermin & Drew, 2010). By documenting these positionalities, the study strengthens trustworthiness and acknowledges the relational nature of data generation (Tracy, 2010).
	
Inclusion Criteria and Participants 

	Potential participants were Cal Poly, San Luis Obispo STs who completed their student teaching and participated in a capstone seminar during the Spring of 2025 (N = 13). Ten STs consented to participate in the study. However, one individual did not meet the inclusion criterion of being contracted to begin full-time teaching in an SBAE program in Fall 2025, resulting in a final sample of nine participants (n = 9). To protect participant anonymity and reduce the risk of deductive disclosure associated with the small sample size, no additional descriptive information was reported (Surmiak, 2018).

Data Collection and Analysis

Data collection occurred during the capstone seminar through a guided metaphoric modeling activity. Following a brief discussion of system components encountered during student teaching, participants reflected on the three-circle SBAE model and other program stakeholders. STs responded to the prompt: Construct a LEGO® model representing what success in community-responsive teaching will look like to you during your first year of teaching. Participants were also permitted to include handwritten notes to describe their models.

Data analysis followed an inductive thematic analysis approach, selected for its flexibility across multimodal data sources and emphasis on participant-driven meaning-making (Braun & Clarke, 2006). To honor the multimodal nature of the data, analysis occurred in two stages. Visual models were photographed and examined using symbolic content analysis to identify recurring metaphors, spatial arrangements, and symbolic elements, while written reflections were analyzed inductively to capture participants’ explicit reasoning and conceptual connections (Rose, 2022). Visual and textual data were then triangulated to construct a comprehensive understanding of how participants defined success (Lincoln & Guba, 1985). 

Theme development was supported through a multi-cycle coding process following Saldaña (2021). In the first cycle, descriptive and structural coding captured core actions, metaphors, observable elements, and stated meanings, prioritizing low-inference coding close to the data. During the second cycle, initial codes were consolidated into pattern codes representing broader conceptual orientations toward success. In the final cycle, themes were developed by synthesizing relationships among pattern codes across cases through constant comparison and iterative team discussion. This process resulted in three interpretive themes reflecting shared conceptualizations of success supported by both observable elements and stated meanings.

Limitations

	Several limitations should be considered when interpreting these findings. Participants’ expressions of success may have been constrained by the LEGO® bricks available during the activity. Metaphoric modeling can privilege participants who are comfortable with symbolic thinking or hands-on creative tasks (Prosser & Loxley, 2008), and although the activity emphasized meaning over aesthetics, some participants may have struggled to feel comfortable in this space (Mannay, 2015). Also, because the models represent anticipated beliefs rather than actual first-year experiences, the findings reflect imagined success rather than experienced professional practice. The speculative orientation is central to the research purpose but limits the extent these findings can be compared to later behaviors or outcomes (Wenger, 1999). Further, the study relied on our own interpretation of visual and textual data. Although reflexivity and triangulation were used to mitigate this issue, interpretive bias cannot be fully eliminated (Lincoln & Guba, 1985). Finally, the study was conducted within a single California agriculture teacher preparation program, which limits transferability to other contexts or disciplines.

Findings
	
In response to the research question, three themes emerged, illustrating how STs planned to define success during their first year of teaching through metaphoric models: Success will look like a bridge, success will look like pieces that fit together, and success will look like a classroom that feels alive. As participants were prompted to represent what success would look like, themes were intentionally framed using future-oriented language. Together, these themes illuminate the values, beliefs, and indicators of success embedded in participants’ written reflections and visual artifacts, with each theme supported by observed model elements and stated meanings to provide a thick description of how success was imagined before entering the profession.

Theme One: Success Will Look Like a Bridge

	Several STs referenced or constructed bridges within their models. While bridges appeared consistently, the ways they were represented and described varied, revealing three distinct sub-themes that illustrate how participants imagined success as a connective act.

Bridging People and Relationships

	Models and accompanying written reflections emphasized people and the centrality of relationships in how STs defined success. These relationships extended beyond students to include colleagues and other institutional stakeholders, such as administrators. Several participants, including Darwin, Carmen, Sydney, Austin, Louis, and Cheyenne, incorporated human figures into their models to represent these connections. Figure 1 presents an exemplary model created by Darwin, in which figures are positioned with outstretched hands to symbolize helping, support, and relational engagement. Stated meanings centered on connection, belonging, and relationship-building behaviors as indicators of success. For example, Dallas emphasized the importance of collegial relationships, writing, “Success for me is joining the team completely and unembarrassed.”

Figure 1
Darwin’s Model of Success
[image: A group of legos on a bridge

AI-generated content may be incorrect.]

Bridging Experiences and Opportunities

	Bridges were also used to depict how STs imagined creating access to experiences and opportunities for both students and themselves. In these models, bridges functioned as pathways or gateways connecting learning contexts, futures, and professional spaces. In Helena’s exemplary model (Figure 2), they explained, “The steering wheel at the front of the class shows how I want to drive student success,” explicitly linking their written reflection to the visual elements of their model. Similarly, other participants framed bridges as mechanisms for connection beyond the classroom. For example, Paris described bridges as “the connection between the classroom and industry,” emphasizing experiential learning and future-oriented opportunity as indicators of success.

Figure 2
Helena’s Model of Success
[image: A group of lego blocks
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Bridging Timelines

	STs also used bridges to represent movement across time, connecting past experiences, present teaching practice, and future aspirations. In several models, timelines were conveyed through color variation or changes in physical elevation, as seen in the models created by Louis, Carmen, and Darwin. Figure 3 presents an exemplary model created by Carmen, who described the white base as representing “a clean slate” as they transitioned from student teaching into their first year of teaching. Beyond their own professional transitions, participants also emphasized the temporal bridges created through instruction that link students’ current experiences to future educational and professional opportunities. For example, Darwin explained, “Success in my eyes is students being able to graduate and find their passion in life.” This future-oriented perspective was echoed by Paris, who used flowers to symbolize “growth in leadership in my students.”

Figure 3
Carmen’s Model of Success
[image: A toy building blocks with a purple figure
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	Taken together, the theme Success Looks Like a Bridge reflects STs’ views of success as inherently connective and forward-moving. Across sub-themes, bridges symbolized relationships, access to experiences, and movement across time, positioning success not as a fixed outcome but as an active process of linking people, contexts, and futures. These metaphoric representations emphasize connection, opportunity, and growth as central values guiding how STs imagine their first year in the classroom.

Theme Two: Success Will Look Like Pieces that Fit Together

STs referenced and constructed models that represented a balanced relationship between classroom and community experiences. Across models and written reflections, participants highlighted multiple dimensions of this relationship, revealing three sub-themes that characterize success as the intentional integration of interconnected components.

Integrating the SBAE Three-Ring Model

Participants emphasized the intentional integration of the SBAE three-ring model as a key indicator of success, a perspective supported by both their physical models and written reflections. In this sub-theme, success was framed as internal coherence across instructional, FFA, and SAE components, with emphasis on balance, visibility, and intentional program design. The three-ring model appeared visually through distinct segments, structured bases, and interconnected components across several models, including those created by Sydney, Dallas, Paris, Austin, and Cheyenne. Figure 4 presents an exemplary model by Sydney, which includes three distinct sections representing each component of the three-ring model and illustrates success as a balanced, integrated whole. Written reflections reinforced this emphasis on programmatic alignment, with participants describing success as ensuring all components were present, visible, and meaningfully connected. For example, Cheyenne emphasized that the “Three-ring model is visible [to] all,” while Sydney framed success as providing opportunities for students “in each of these areas.”

Figure 4
Sydney’s Model of Success
[image: ]

Aligning with Community and Context

In contrast, this sub-theme emphasized success as external alignment with the community, stakeholders, and local context in which the SBAE program was situated. Rather than focusing on internal program balance, participants described success as responsiveness to people, place, and local needs. This alignment was represented through human figurines, connected structures, and environmental elements symbolizing relationships beyond the classroom. Many models included representations of parents, community members, and local environments (Austin, Carmen, Cheyenne, Darwin, Louis, and Sydney), signaling that success required adapting to broader contextual demands. Figure 5, created by Dallas, depicts a central connected structure surrounded by detached pieces, representing a community with varied needs. Dallas explained that leadership begins “when I know what my community needs and where I can make an impact,” while Austin emphasized teaching in ways that allow the program “to fit the needs of the community.”

Figure 5
Dallas’ Model of Success
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Navigating System Complexity with Intention

STs also explored the importance of giving purpose to their actions to work through the complex environment of teaching agriculture to achieve success. Purposeful action was shown through leveled structures (Austin, Louis, and Paris), as well as tool and machinery figurines (Cheyenne, Paris, and Sydney). Figure 6 is the model created by Austin, which includes figures they believe to be essential to reaching success. Austin’s reflection explained their intention to foster relationships to accomplish success within the system. Helena’s written response echoed the thoughts on success in the system stating the steering wheel is to “show how I want to drive student success.” 

Figure 6
Austin’s Model of Success                                                                                                                                                                
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[bookmark: _Int_2xVgJxsg]Overall, the theme Success Will Look Like Pieces That Fit Together captures the aim of the STs to develop balanced community partnerships through thoughtful, focused action. Among the models and written reflections, the SBAE three-ring model, community, balance, drive, and relationships served as the foundation for the three sub-themes. As a whole, success during the first year of teaching is seen as creating collaborative connections or at least opportunities to do so, for both the high school students and the STs themselves.

Theme Three: Success Will Look Like a Classroom that Feels Alive

STs commonly described or assembled physical representations of a lively classroom environment. While this shared perception of spirited conditions varied throughout the observed elements and stated meanings, three clear sub-themes emerged that frame success as a dynamic, living presence within the classroom.  

An Environment that is Fun, Welcoming, and Inclusive

Written reflections highlighted a positive classroom environment as a key indicator of success, a perception supported by the models constructed. This welcoming environment often relies on the physical architecture of the classroom, such as entryways and windows, which appeared in several participants’ models, including those created by Carmen, Helena, Paris, and Cheyenne. Other elements of a dynamic environment included intentional classroom arrangements and the display of student work as decor. Figure 7 presents an exemplary model assembled by Cheyenne, in which student work is displayed on the classroom walls, and student desks are arranged in groups. Cheyenne’s model also includes a teacher’s desk, designed intentionally to suggest an open space for communication and conversation. This view of success emerging from a supportive and inclusive environment is further reinforced by Carmen’s stated goal “to create a fun, inclusive, and comfortable environment conducive to learning and growth,” as well as Paris’s explanation that the classroom door symbolized opportunity.

Figure 7
Cheyenne’s Model of Success
[image: A toy building blocks on a white background
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Active, Hands-On Student Engagement

Participants also emphasized active, hands-on involvement as a defining feature of a successful classroom. This engagement was represented through grouped student desks, tools, equipment, and learning activities depicted throughout the models. Figure 8 provides an exemplary model created by Paris, which includes a telescope to represent “engaging lessons.” This understanding of success as rooted in energetic, experiential participation was echoed across written reflections. For example, Helena included multiple items in her model that symbolized “hands-on learning and modeling.” Sydney similarly noted that “to me, being successful means giving learning opportunities to students in each of these areas [classroom, FFA/SAE, and industry].” Cheyenne further reinforced this perspective by intentionally organizing student desks into groups to promote “student group thinking,” contributing to the perception of success as arising from active student engagement.

Figure 8
Paris’ Model of Success
[image: A building blocks with a basket and flowers
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Energized Space of Growth

STs conveyed the idea of an “alive” classroom through the frequent inclusion of biological elements, such as plants and animals, within their models. Figure 9, constructed by Louis, presents an exemplary example through the incorporation of a plant to symbolize growth. Sydney, Dallas, Paris, and Cheyenne similarly contributed to this perception of success through the inclusion of gardens, flowers, an olive tree, animals, and green lights, all of which represented a flourishing classroom space. These elements were intentionally selected to convey growth over time, as Cheyenne explained that “students celebrate success in first pruning.” Paris likewise used flowers to symbolize “growth in leadership in my students.” This emphasis on an energized space of growth aligns with Louis’s stated goal of “growing bigger bridges between the classroom, culture, and community,” as well as the desire to “grow together and grow a collaborative future for students.”

Figure 9
Louis' Model of Success
[image: A group of lego toys
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Collectively, the theme Success Will Look Like a Classroom That Feels Alive illustrates how STs conceptualized success as a spirited, intentional environment that fosters connection, engagement, and growth. Across models and written reflections, three sub-themes emerged: a welcoming and inclusive environment, active and hands-on student participation, and an energized space of growth. Together, these ideas frame success during the first year of teaching as an ongoing effort to cultivate and sustain a classroom environment that is enthusiastic, purposeful, and open to authentic engagement from both teachers and students.

Conclusions, Implications, and Recommendations

	Preservice teachers of SBAE enter the profession with complex, relational, and systems-oriented definitions of success that extend beyond traditional performance metrics commonly emphasized within the profession (McKim et al., 2024; Traini et al., 2019). Consistent with prior research, misalignment between institutional accountability measures and teacher-defined success can create tension for novice teachers as they navigate competing expectations during their early careers (Johnson & Birkeland, 2003; Traini et al., 2020). Participants in this study framed success in SBAE as connection, integration, and growth rather than discrete outcomes, reinforcing calls to broaden how success is understood and supported within SBAE contexts. 

Grounded in Kolb’s (2014) ELT, metaphoric modeling served as a reflective, experience-based tool capable of surfacing tacit beliefs about success and illuminating aspects of the hidden curriculum within teacher preparation. Engaging preservice teachers in anticipatory modeling of success may support early-career reflection, resilience, and persistence by helping candidates articulate and refine personally meaningful success definitions. Further, consistent with existing literature, preservice teachers in this study understood community engagement as relational work central to SBAE teaching rather than an auxiliary responsibility (Clemons & Lindner, 2019; Traini et al., 2021).

Future research should begin by following this specific group of STs to examine whether and how their anticipatory success beliefs manifest during their first year of teaching. Such longitudinal work may help identify key experiences or “pieces” in early-career teaching that contribute to evolving definitions of success. Additional research should explore how success-as-connection metaphors predict later community engagement behaviors and examine the effectiveness of different approaches to integrating community into classroom practice. Further, examining how teacher preparation programs frame explicit and implicit dialogue around success during the student teaching phase may provide insight into how these messages shape instructional, relational, and systems-oriented decision making. Future studies might also extend the use of metaphoric modeling as a longitudinal or comparative research tool across preparation pathways and teaching contexts.

Practitioners should focus on supporting the construction of reflective and developmental definitions of success with STs. Providing opportunities for STs to frame success as developmental rather than fixed, along with embedding explicit and recurring conversations about success across coursework, student teaching, and induction, emphasizes teacher-defined success and supports the co-construction of reasonable expectations. Intentionally revisiting these definitions may also help prepare STs to navigate tensions between personal definitions of success and accountability pressures. Additionally, induction programs should prioritize relationship-building and mentoring while emphasizing connection and growth rather than performance alone. Finally, community engagement should be framed as core relational work rather than an additional expectation.
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