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ABSTRACT 

This study was to examine certain aspects of student teacher 

attitudes, role perceptions, and views of pupil misbehavior, and the 

changes which occur in these during student teaching. Specifically 

examined were two factors: the personality of the student teacher and 

the nature of help given by the cooperating teacher. 

To select the sample for this study, the 16PF Questionnaire was 

administered to the 112 female students registered for student teaching 

Spring Semester 19^9 at The University of Arizona. Selection was made 

upon a second-order factor of the 16PF termed "Independence vs. Subdued-

ness." Those 30 students indicating greatest independence formed one 

group while the 30 showing greatest subduedness formed the other. One-

half of each group was assigned to "high-help" situations; the other 

half was assigned to "low-help" situations. These treatments were insti

tuted by asking cooperating teachers to follow one of two specially 

prepared "schedules of help." 

Three instruments were used to examine attitudes, role percep

tions, and views of pupil misbehavior: Minnesota Teacher Attitude 

Inventory; Fishburn Role Dimension Scale; and Witryol Scale. These were 

administered to the students before student teaching and again near the 

conclusion. They were also administered to cooperating teachers near 

the conclusion of the semester. Another instrument, the Situation 

Questionnaire, was also administered to student teachers in the posttest. 

xiv 
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XV 

Four statistical tests were used to analyze the various data: 

the t, chi square, Mann-Whitney U, and Wilcoxon matched-pairs signed-

ranks tests. 

Of the eight hypotheses examined, the first seven each had three 

areas. These areas—teacher attitude, role perception, and views of 

pupil misbehavior—were treated as separate hypotheses. The hypotheses 

and results follow: 

1. Before student teaching, independent students will differ sig

nificantly from subdued students in the three areas. The 

statistical test concerning attitude indicated that the differ

ence approached significance. No significant difference was 

found in role perception, but a signigicant difference was noted 

in views of pupil misbehavior. 

2. At the conclusion, independent student teachers will differ sig

nificantly from subdued ones. In none of the areas was 

significance obtained. 

3. At the conclusion, student teachers in the high-help situations 

will differ significantly from those in low-help situations. In 

no area was significance obtained. 

k. At the conclusion, student teachers will have become signifi

cantly more like their individual cooperating teachers. 

Significant changes toward cooperating teachers were not found 

in any area. 

5. Subdued student teachers will become significantly more like 

their individual cooperating teachers than will independent 
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ones. In attitude, the difference in gains approached signifi

cance; in the other areas they were well below significance, 

6. Those in high-help situations will become more like their indi

vidual cooperating teachers than will those in low-help 

situations. In no area did the high-help group make signifi

cantly greater gains. 

7. Those in the subdued high-help group will become most like their 

cooperating teachers while those in the independent low-help 

group will become least like theirs. This hypothesis was not 

found tenable in any area. 

8. The subdued high-help group and the independent low-help group 

will indicate significantly greater satisfaction with their 

experiences than will those of the other groups. This was not 

found to be significant. 

Some secondary findings appear interesting. In some areas the 

independent group appeared to make changes during student teaching which 

made them more like the subdued group at the conclusion. Also, the 

independent group indicated less satisfaction with their experiences 

than did the subdued group. 



CHAPTER I 

PRESENTATION OF THE PROBLEM 

Student teaching is viewed by many as the most important phase 

of the teacher training program. It is seen as a transition experience 

in which new roles are internalized as well as new skills acquired. 

These new roles and skills are likely to bring modifications in the 

student teachers' attitudes and perceptions. Although various research

ers have sought to determine if changes in these areas can be observed, 

the results have not been completely consistent. 

If, however, such changes actually occur, it is important to de

termine the influence of the different variables which operate during 

this experience. The influence of the cooperating teacher was one of 

the first of these factors to be considered, and it generally has been 

hypothesized to be of considerable importance. Characteristic of this 

view is a statement by Sands (I953t p.138): "On the cooperating super

visory teacher, perhaps more than on other individuals, rests the suc

cess of the student teaching program. The better the cooperating 

teacher in the public school, the greater is the probability that the 

student teacher will have good professional training." 

A number of studies have been conducted to examine the influence 

of the cooperating teacher upon attitudes and role perceptions of the 

student teacher (Horowitz, 1965; Marquez, 196^; Garland, 1965; Crouse, 

1963; Price, I960; Lipscombe, 1962; Massey, 1967). The majority of 
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these have indicated some influences but often these have appeared to be 

slight and not always statistically significant. It is felt that per

haps a more complex situation exists than simply that the cooperating 

teacher is an acting agent and that the student teacher is acted upon. 

This is probably true even though, by reason of his role in the situa

tion, the cooperating teacher is given various responsibilities which 

would tend to make him an acting agent. Some of the reasons for his 

being this agent are: (l) The cooperating teacher in the public school 

setting typically makes the majority of decisions concerning the curric

ulum and classroom procedures. (2) He, too, is generally the first per

son with whom the student teacher has sustained contact as a neophyte 

learning the teacher's role. (3) He may also influence the student 

teacher through comments and the expression of opinion. 

/ 

It is quite likely, however, that the influence of the cooper

ating teacher is rather complcx and that other factors are also present. 

Two such factors were considered as the basis for this study. The first 

was that the amount and intensity of contact between the student teach

er and cooperating teacher may vary greatly from one situation to an

other. The second is that student teachers may vary in their receptive-

ness to this influence. If these factors do influence the outcome of 

student teaching in terms of teacher attitude and teacher role percep

tion, it would be important to examine the nature and extent of these 

influences. 



Statement of the Problem 

The purpose of this study was to seek answers to the following 

questions: 

1. What relationships exist between selected personality character

istics of student teachers and their attitudes concerning teach

ing and also their perceptions of the teacher's role. 

2. What relationships exist between select personality characteris

tics of student teachers and the influence of the cooperating 

teachers upon the student teachers' attitudes toward teaching 

and also their perceptions of the teacher's role. 

3. What relationships exist between the amount and type of help 

given by the cooperating teachers and the influence of the coop

erating teachers upon the student teachers' attitudes toward 

teaching and also their perceptions of the teacher's role. 

Significance of the Problem 

The development and improvement of teacher training programs 

appear to be very important at this time. It is recognized that there 

are a number of variables influencing the development of the potential 

teacher. Some of these, such as prior educational experiences, the in

fluence of the general culture, and that of specific peer groups, are 

not under the control of the training institutions. Others are subject 

to some control. The latter includes methods courses, observation of 

teachers in action, and the student teaching experience. 

The student teaching experience, and specifically the influence 

of the cooperating teacher, has often been viewed as being especially 
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important in the training of teachers. This however, is not a universal 

conclusion. Price (1961, p. V7I) stated, "For many years, a number of 

writers in the field of teacher education have made the unsubstantiated 

claim that supervising teachers determine to a great extent the success 

or failure of young teachers. Others have implied that cooperating 

teachers are key figures in teacher education programs." Price suggest

ed that this assumption be investigated empirically. 

As was noted earlier, a number of investigators have since con

ducted studies in this area. Since their results have not always shown 

a strong direct influence of the cooperating teacher upon the student 

teacher's attitudes and role perceptions, the present writer felt that 

the amount of influence may have been affected by other factors. Two 

factors hypothesized as affecting the degree of influence are the per

sonality characteristics of the student teacher and the amount and type 

of direction given by the particular cooperating teacher. 

One of the objectives of this study was to see if some implica

tions for student teacher placement could be derived. If, for example, 

student teachers with certain personality characteristics were shown to 

be highly influenced by cooperating teacher, unusual care would be 

recommended for their placement. Also, it was felt that perhaps the 

results of this study would give some indication as to the best type and 

degree of help for student teachers with particular types of personality 

characteristics. 



Interest in the Study 

While a supervisor of student teachers, the writer was aware of 

marked variations in the situations to which student teachers were 

assigned. Some situations seemed much more conducive to the development 

of desirable teaching skills and attitudes than did others. It appears 

that if student teaching can be assumed to be an important phase of 

teacher training, it is essential to know the extent to which student 

teachers are affected by situational variables. It is critical to know 

which variables influence student teachers and the relative importance 

of each. 

The first factor recognized as being of possible importance was 

that of the influence of cooperating teachers. A preliminary survey of 

the literature did not indicate conclusive evidence as to the extent of 

this influence, and the writer then began to look at other factors which 

might modify or obscure the influence of the cooperating teacher. A 

number were recognized, but two were selected for inclusion in this 

study because of their direct relationship to the influence of the coop

erating teacher and because of the degree to which these could be con

trolled in the study. These factors were the extent to which the 

cooperating teachers gave help and direction and the extent to which the 

student teachers appeared to need and desire direction from their coop

erating teachers. 

Hypotheses to be Tested 

The following hypotheses provided the basis for the problems to 

be examined during this investigation: 



1. At the beginning of the student teaching experience, those stu

dent teachers herein classified as independent will differ 

significantly from those classified as subdued in the following 

areas: (A) attitude toward teaching in general; (B) perception 

of the relative importance of various teacher roles; and (C) 

views of specific pupil misbehavior. 

2. At the conclusion of the student teaching experience, those stu

dent teachers herein classified as independent will differ 

significantly from those classified as subdued in the following 

areas: (A) attitude toward teaching in general; (B) perception 

of the relative importance of various teacher roles; and (C) 

views of specific pupil misbehavior. 

3. At the conclusion of the student teaching experience, those 

student teachers placed in high-help situations will differ sig

nificantly from those placed in low-help situations in the 

following areas: (A) attitude toward teaching in general; (B) 

perception of the relative importance of various teacher roles; 

and (c) views of specific pupil misbehavior. 

U. At the conclusion of the study, the student teachers will have 

made significant gains in becoming more like their cooperating 

teachers in the following areas: (A) attitude toward teaching 

in general; (B) perception of the relative importance of var

ious teacher roles; and (C) views of specific pupil misbehavior. 

5. Subdued student teachers will show significantly greater gains 

in becoming more like their individual cooperating teachers than 
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will independent student teachers in the following areas: (A) 

attitude toward teaching in general; (B) perception of the 

relative importance of various teacher roles; and (C) views of 

specific pupil misbehavior. 

6. Student teachers who worked in high-help situations will show 

significantly greater gains in becoming more like their individ

ual cooperating teachers than will those placed in low-help 

situations. This will be true in the areas of: (A) attitude 

toward teaching in general; (B) perception of the relative im

portance of various teacher roles; and (C) views of specific 

pupil misbehavior. 

7- Of the four groups (independent high-help, independent low-help, 

subdued high-help, and subdued low-help), those student teachers 

in the subdued high-help group will make the greatest gains in 

becoming like their cooperating teachers while those in the in

dependent low-help group will make the least gains in doing so. 

This will be true in the areas of: (A) attitude toward teaching 

in general; (B) perception of the relative importance of var

ious teacher roles; and (C) views of specific pupil misbehavior. 

8. Students in the subdued high-help group and those in the inde

pendent low-help group will indicate greater satisfaction with 

their experience than will those in the independent high-help 

group and the subdued low-help group. 
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Assumptions Underlying the Problem 

The following assumptions pertain to this study: 

Student teachers and cooperating teachers are capable of accura

tely expressing those characteristics which are of interest in 

this study and will do so through the instruments utilized. 

Attitudes, role perceptions, and views of pupil behavior are a 

product of experience and are capable of being modified during 

the student teaching experience. 

The low-help schedule which was furnished to one-half of the 

cooperating teachers for their guidance represented a way of 

help which is different in both type and amount from that of the 

high-help schedule furnished to the remainder of the cooperating 

teachers. 

Limitations of the Study 

The following limitations were recognized in this study: 

This study was limited to an analysis utilizing the student 

teachers at The University of Arizona during the Spring Semester 

of 1969 and their cooperating teachers who were located in three 

public school districts in the Tucson metropolitan area. Ex

cluded from the study were students doing their practice teach

ing on a shortened schedule and those assigned to team teaching 

situations. 

The study was limited to the measurement of attitudes and role 

perceptions. Observation of actual teaching was not utilized. 

The schedules of help were subject to some personal interpreta-
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tion in spite of efforts to control this through careful writing 

of the items and regular contact with the cooperating teachers 

through the university supervisors. 

Definition of Terms 

The following were used throughout the study: 

1. "Subdued" person: Cattell and Eber (1962, p. 22) defined a sub

dued person as one who has, "... a group-dependent chastened, 

passive personality. He is likely to desire and need support 

from other persons, and likely to orient his behavior toward 

persons who give such support." It is hypothesized in this 

study that a person possessing this characteristic to a marked 

degree will be influenced by his cooperating teacher to a great

er extent than will other student teachers. 

For the purposes of this study, a "subdued" person was defined 

as one whose score was located in the lower quartile of scores 

on Factor IV (Subduedness vs. Independence) as derived from re

sults on the Sixteen Personality Factor Questionnaire. 

2. "Independent" person: Cattell and Eber (1962, p. 22) defined an 

independent person as one who is " . . .an aggressive, independ

ent, daring, incisive person. He will seek those situations 

where such behavior is at least tolerated and possibly rewarded, 

and is likely to exhibit considerable initiative." It was hypoth

esized in this study that a person possessing this characteris

tic to a marked degree would be influenced less by his cooperat

ing teacher than would be the case with other student teachers. 
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For the purposes of this study, an "independent" person was de

fined as one whose score was located in the upper quartile of 

scores on Factor IV (Subduedness vs. Independence) as derived 

from the results on the Sixteen Personality Factor Question

naire . 

"High-help" situation: One in which the cooperating teacher 

gives both extensive and intensive assistance to the student 

teacher, where he gradually turns over teaching responsibility 

and classroom control, and where he tends to maintain a superior 

—subordinate relationship with the student teacher. 

For the purposes of this study, a "high-help" situation was one 

in which the cooperating teacher was following Schedule Number 

One (see Appendix A). 

"Low-help" situation: One in which the cooperating teacher 

gives minimal help and bases decisions to give help (beyond that 

felt essential for the good of the pupils) upon the requests of 

the student teacher. The cooperating teacher helps the student 

teacher assume the teacher role early in the experience and 

tends to maintain a coordinate relationship with the student 

teacher. 

For the purposes of this study, a "low-help" situation was one 

in which the cooperating teacher was following Schedule Number 

Two (see Appendix B). 

Dependent variable measures: Those instruments utilized to col

lect data for the analysis of attitudes, role perceptions, and 
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views of pupil misbehavior. These were respectively, the Minne

sota Teacher Attitude Inventory, the Fishburn Role Dimension 

Scale, and the Witryol Scale. 

Method of Procedure 

The following steps were followed in the conduct of this study: 

1. By means of a selection instrument, two groups of student teach

ers were chosen to participate in this study. These groups dif-

ered markedly in one aspect of personality—that of independence 

vs. subduedness. 

2. One-half of the independent group and one-half of the subdued 

group were assigned to high-help situations while the remainder 

were assigned to low-help situations. 

3. The dependent variable measures were administered as a pretest 

before the beginning of student teaching and again as a posttest 

near the end of this experience. 

k. Data were collected from these measures and analyzed using vari

ous statistical tests. The nature of the analysis depended upon 

the particular hypothesis under consideration and the type of 

data yielded by a particular instrument. 

5. Additional analyses were used when further examination of the 

data seemed warranted. 

Organization of the Remaining Chapters 

The remainder of this study has been organized into chapters 

according to the following outline: 



12 

Chapter II contains a review of the literature dealing with dis

cussions of teacher attitude and teacher role perception, a review of 

the literature concerning the basis for the hypotheses of this study, 

and a review of some prior studies of the influence of cooperating 

teachers. 

The design of the study and procedures used are detailed in 

Chapter III. Within that chapter are found a more complete description 

of the problem, the subjects used, and the instruments utilized. The 

statistical techniques are also described there. 

Chapter IV contains the data obtained from the instruments and 

also the results of the statistical analyses. 

Chapter V contains three sections: the summary, the conclusions, 

and the recommendations of this study. The first section summarizes the 

study and the findings, the second gives the conclusions based upon 

these findings, and the third gives implications for student teaching 

which were derived from the study as well as suggestions for further 

research. ..." 



CHAPTER II 

REVIEW OF THE LITERATURE 

This chapter is comprised of four sections: (1) a discussion of 

teacher role perception; (2) a discussion of teacher attitude; (3) a 

review of the literature concerning the basis for the hypotheses of this 

study; and (4) a review of pertinent studies in which the variable exam

ined was the influence of the cooperating teacher. Each of these sec

tions bv.ars direct re ..ationshu p to the present study. Teacher role 

perception and teacher attitude were the areas examined in this study; 

the influence of the cooperating teacher was the major variable consid

ered. The rationale developed from the review of various writings and 

studies provided direction in formulating the hypotheses of this study. 

Teacher Role Perception 

Role perception has been a very useful construct and has been 

employed in a number of the social sciences. This concept hafi probably 

received greatest development in areas other than education but the con

cept has found ready acceptance and application in studying the teacher 

in the public school setting. 

The terms related to role have been used with various shades of 

meaning. However, there appears to be enough general agreement that 

these terms and concepts are useful in a better understanding of the 

function of the teacher. 

13 



Trow (i960, p. 606) noted that Sargent defined a person's role 

as ". . .a pattern or type of social behavior which seems situationally 

appropriate to him in view of the demands and expectations of those in 

his group." Sarbin (1968, p. 5^6) stated, "In general, the term 'role' 

continues to be used to represent the behavior expected of the occupant 

of a given position or status.11 Trow (i960, p. 606) further elaborated 

on this; "Role then becomes the sum total of the culture patterns 

associated with a particular position—the attitudes, values, and be

havior ascribed by society to any and all persons occupying it. Or, to 

put it in another way, the role is a pattern of activity—what a person 

has to do (or things he has to do) in order to validate his occupation 

of the position." 

Charters (1963, p« 7^9) briefly noted why role learning takes 

place and is necessary for members of a group. 

A person cannot be indifferent to how others perceive 
him when he must interact with them in order to attain his goals. 
It is only in the reasonably predictable environment, inter
personal or otherwise, that the individual can effectively pursue 
his goals. 

To maximize predictability of the environment not only 
must he strive for accuracy in discerning how others view him 
and the situation but he must be willing to conform to some de
gree to the expectations that others have of him. If he enters 
the situation as an unpredictable participant, under normal cir
cumstances he in turn will be unable to predict the responses of 
the other participants to him. 

Sarbin (1968, p. 5^6) noted two features which would be applic

able to the definitions of role given above: "(l) expectations (i.e., 

beliefs, cognitions) held by certain persons in regard to what behaviors 

are appropriate for the occupant of a given position and (2) enactments 

(i.e., conduct) of a person who is assigned to, or elects to enter, a 



given position." It is the former with which this study is concerned. 

Sarbin indicated the way in which the role expectation data may be gath

ered .(p. 5^7)s "The problems of assessing role expectations are no 

different from the problems of assessing any inferred variable. Expec

tations must be inferred from overt conduct, including self-reports, and 

samples of behavior in unstructured test situations." In the case of 

questionnaires and inventories which are utilized to measure role per

ceptions Soles (1964, p. 227) stated, "An index designed to measure role 

expectations is assumed to give a somewhat better than chance prediction 

of actual role behavior." 

Teacher Role Expectations 

As in the learning of roles in general, the learning of the 

teacher's role comes about by "internalizing the expectations concerning 

the role and applying these expectations to oneself" (Havighurst, i960, 

p. 1290). Sigborn (1963» p. ̂ 248) noted the "significant others" who 

contribute to the development of the expectations of this role: "Teach

er roles are largely a result of expectations of the institution by soc

iety. Each role may be influenced or modified by the expectations of 

administrators, the public, the students, other teachers, and one's own 

personality and need-disposition." 

Fishburn (1962, p. 55) noted factors advanced by Kinney which may 

influence the role perception held by individual teachers: "Role per

ception was related to the following factors: (l) the socio-economic 

level of the service community in which the teacher was assigned; the 

teacher's (2) age, (3) sex, (4) length of professional service, (5) 



place of residence, (6) amount of college training, and (7) teaching 

assignment." Gambs (1957* p* 85) also noted other influences: "Rural 

and urban emphasis will differ in terms of the expectations of teachers. 

Variations will exist in socio-economic class, community history, and 

the traditions of the school." 

In spite of the fact that the term "teacher role" has been used 

extensively, the interpretation of literature dealing with this area has 

been complicated by a lack of precision in the definition of terms. 

Wallen and Travers stated (1963, p. 4^9), "The term role, as it is used 

with the literature on teaching, does not represent the sophisticated 

and complex concept which the social psychologist represents by this 

word. In education, a teacher role. . ./has often meant7 simply a pat

tern of behavior shared by a group of teachers which is identifiable and 

generally believed to be related in some way to the learning process." 

Even when more exacting definitions are attempted there are complica

tions: Charters (1963, pp. 792-79*0 noted wide variation in the aims of 

role perception studies and the data which were involved. Some of the 

many differences which he noted were: (1) Some studies asked teacher to 

respond to "What should be done?" while others asked "What will happen 

in this situation?" (2) Some studies allowed for various intensities of 

beliefs to be indicated while others did not. (3) Some studies were 

concerned with very specific hypothetical situations while others were 

concerned with the "general norms." (4) In some studies the teachers 

were asked to respond to what the teacher should do, others to what he 

should be. (5) Some studies dealt with very general roles (e.g., di

rector of learning, mediator of the culture) while others were much more 
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specific (e.g., pays bills on time). (6) Some asked a person to give 

his own perceptions, others asked that he predict another's perceptions. 

(7) Some dealt with very small and limited groups while others have 

dealt with large representative groups. 

After listing these and other differences, Charters (p. 797) 

stated, "One purpose of our expatiations on these matters is to signal

ize the essentially noncomparable, noncumulative nature of much of the 

research thus fair conducted in the name of role analysis. The decep

tively simple operations for collecting role data have induced investi

gators to outrun the theoretical formulations which would bring order to 

the data and allow them to see the significance of their various compar

isons." 

In the context of the above, it was interesting to note that 

teacher roles have been defined in a number of ways. In some instances 

role seems to be defined as a global quality. For example, after dis

cussing four alternatives, Aubrey (1968, p. 283) stated: "Compromise is 

not the answer. The teachers* primary responsibility lies in the area 

of subject-matter competency. If the public and school administrators 

suggest or impose other roles upon the elementary-school teacher, she 

should resist venturing into any area that her education and experience 

do not qualify her for." 

Other writers have tended to view roles as including only part 

of the aspects of teaching. For example, Swenson and Parton (Wallen and 

Travers, 1963* P* ^50) emphasized the leadership role of the teacher 

when they noted from the literature that, "... the authoritarian role 
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was becoming less frequent and that teachers were becoming more and more 

accepting of pupil planning activity . . . However, this trend may be 

much more a trend in the literature than a trend in the behavior of 

teachers." 

Charters (1963i p. 789) noted another way of viewing teacher 

roles which has been important in a number of studies: "The most influ

ential role theory in education ... is associated with the work of 

Getzels. In this theory, social systems, particularly those which carry 

out specialized functions in society, are conceived as consisting of two 

distinct but interactive dimensions of human activity—the nomothetic 

dimension and the ideographic dimension." The former deals with the 

institutional goals, the latter with the personal. Various studies have 

attempted to measure the relative influence of these two variables. 

Finally, there are writers who have been concerned with listing 

various roles which a teacher assumes and then studying the relative 

importance of each. Representative of this concern is the listing of 

roles by Gambs (1957• pp. 73-7*0 

When one lists all the possible roles of the teacher, 
two main categories emerge. One category refers to the teacher 
as director of learning. This includes all those activities 
and concepts that are related to teaching as an activity or a 
process. The other category refers to the social function of 
teaching, the teacher as mediator of the culture. Under this 
category are included those roles that relate to the public na
ture of the teacher's job, the stake of society in teaching as 
an aspect of cultural continuity." 

Since this type of listing was used in the present study, it 

will be given further development in the remainder of this section. 
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Selected Examples of Various Listings of Teacher Roles 

A number of writers have devised schemes for viewing the multiple 

roles of the teacher. A few were included here to illustrate various 

ways the teaching roles have been categorized. 

Gambs, as noted above, categorized the roles as either "director 

of learning" roles or "mediator of the culture" roles. Under the former 

she listed (1957, pp. 7^-80): (1) judge of achievement; (2) a person who 

knows; (3) one who keeps discipline; (4) one who gives advice, receives 

confidences; (5) a creator of moral atmosphere and; (6) a member of an 

institution. Under the "mediator of culture" she listed (pp. 81-85): 

(I) member of the middle class; (2) model for the young; (3) an ideal

ist; (k) pioneer in the work of ideas—a radical; (5) a person of 

culture; (6) a participant in community affairs; (7) a stranger in the 

community; (8) a person enroute; and (9) a public servant. 

Havighurst and Neugarten (Wallen and Travers, 19631 p. ̂ 9) 

developed a scheme in which the major headings were those related to 

adults in the school and those related to pupils. In the first set they 

included: (l) employee; (2) subordinate to the principal; (3) advisor to 

superior; (4) colleague; (5) follower; (6) leader. In the second were 

included: (l) mediator of learning; and (2) surrogate of middle class 

morality. 

Variations in the degree of generality have been noted in the 

literature. Pendergast (1967, p. 353^A) utilized only four categories 

in describing teacher roles: (1) director of learning; (2) functionary 

in a system of authority; (3) member of an occupational group; and (4) 

mediator of cultural values and norms. 
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Other researchers have used more categories and have sought more 

differentiation. Differing aspects of teacher activity have also been 

incorporated. For example, Raths (1955i pp. 1^7-1^9) defined the func

tions of teaching as: (1) initiating, managing, directing, taking 

charge; (2) modifying the curriculum; (3) informing, explaining, and 

showing how; (*f) security giving operations; (5) clarifying /values7 

process; (6) group unifying operations; (7) community enriching; (8) 

diagnostic and remedial work; (9) evaluating, recording and reporting; 

(10) school wide /iiember of a faculty_7; (11) provider of an aesthetic 

school environment; (12) a member of a profession; and (13) a functional 

citizen. In the article he noted a point which would probably be assum

ed by all of the authors of these listings (p. 1^9): "This list of the 

functions of a teacher in today's world should not be misconstrued. 

Each has some relationship to the other and all must be conceived in a 

manner that will promote learning." 

Selected Examples of Teacher Role Studies 

There have been a large number of teacher role perception stud

ies conducted during the past few years, A. few of these are outlined 

here to illustrate the variety in approach to studying teacher role per

ception. 

One type of study reported in the literature is that in which 

the teachers* own perceptions of their roles are compared with others' 

perceptions of these roles. A study of this nature was conducted by 

Twyman and Biddle (1963, p. 196) who found that "... among the four 



positions examined pupils were found to be the most dissident, with the 

teachers and school officials standing closest in terms of role elements 

held. Parents tended to fall between school personnel and pupils. In 

general, most of the disagreements among positions centered on behaviors 

having to do with teacher self-indulgence, maintenance of order, and 

community participation." 

Another large area of study has been that of the change which 

occurs in role perception. This has been done in either of two methods. 

One is to measure two or more groups to see if those with more experi

ence differ from those with less. In this type of study, Finlayson and 

Cohen (1967» p. 26) found little differences between those beginning 

their professional preparation and those nearing completion of their 

coursework. They found wide variations, however, between students, 

teachers, and head teachers. In connection with this, they commented 

(p. 26): 

The college staff and students are detached from the 
every-day workings of school. Their positions do not have asso
ciated with them any responsibilities for running a school and 
for dealing with the variety of problems which arise in it. 

• Their concern is perhaps more with learning about children and 
teaching rather than working with children in face-to-face rela
tionships. The student thus, when asked to respond to the RDI 
/Role Definition Instrument^, probably does so in terms of this 
contextual system. 

The other method of ascertaining role perception change which 

occurs is to use a pretest and a posttest measure on the same indivi

duals. Utilizing the instrument described in the prior section, Pender-

gast found that with the first year's teaching experience, "changes 

occurred in all relationships examined. No change occurred in the medi

ator of values role except in the teacher-parent relationships while all 



22 

other categories of teacher roles showed some changes. The greatest 

changes occurred in the teacher's roles as a functionary in a system of 

authority and as a member of an occupational group" (1967, P* 353^A). 

In a study of changes occurring during student teaching, Marquez 

(196^, p. 5767) found that, "... changes in role perception can be 

identified." She also found that, "... variables as sex, content 

area, grade point average, and amount of pre-student teaching experience 

did not seem to be factors in role perception of student teachers." 

Teacher Attitudes 

Rokeach (1968, p. **50) defined attitudes as, " . . .a rela

tively enduring organization of beliefs around an object or situation 

predisposing one to respond in some preferential manner." In summa

rizing varying viewpoints about and definitions of attitude, Stern 

(1963» p. ̂ 0*0 stated that the definitions have agreed upon four fun

damental points: (1) Attitudes are socially formed. (2) Attitudes are 

oriented toward others and toward objects. (3) Attitudes are selective; 

they provide a basis for discriminating between alternative courses of 

action and introduce consistency of responses in social situations of 

an otherwise diverse nature. (*t) Attitudes reflect a disposition to an 

activity, not a verbalization. Rokeach further emphasized, "... all 

writers are agreed that attitudes are acquired through the principles of 

learning, whatever these sire or may turn out to be." 

As with the term, "teacher role perception," the term "teacher 

attitudes" has a variety of "meanings. In the literature the term has 

been used to mean attitudes (l) toward teaching in general; (2) toward 
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behavior problems; (3) toward parents; (Gage, 1963 p. xiv), (4) toward 

themselves; and (5) toward fellow teachers. (Anderson and Rusher, I960, 

p. 1359)• Teacher attitude studies have also been concerned with such 

things as morals of teachers and also their social and political views. 

Since there have been numerous definitions and a variety of stud

ies, it is essential to define specific aspects of interest. This study 

is concerned with two areas: attitudes toward teaching in general, and 

reactions to specific behavior problems. These are given further empha

sis in this section. 

In stating how attitudes toward teaching are learned, Cook, 

Leeds, and Callis (n.d., pp. 3-10 stated that these can be assumed to 

result from, 11. .. .the interaction of academic and social intelligence, 

general knowledge and abilities, social skills, personality traits, en

ergy, values, and teaching techniques. 

A number of instruments have been developed to study these atti

tudes. Stern (1963» p. ̂ 23) stated, "The most extensive research on 

teacher attitudes has involved the differences between teacher- and pu

pil-centered orientations to teaching. A projective measure for this 

purpose was developed by Alexander. Attitude questionnaires involving 

similar dimensions include the Minnesota Teacher Attitude Inventory, The 
I 

Teacher Characteristics Schedule, and the Teacher Preference Schedule." 

Getzels and Jackson (1963, p. 508) noted, "By far the most popular in

strument for the measurement of teacher attitudes is the Minnesota 

Teacher Attitude Inventory. More than 50 research studies using this 

instrument are reported in the literature ̂ by 1963/." 
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Selected Examples of Teacher Attitude Studies 

Since the Minnesota Teacher Attitude Inventory was one of the 

instruments used in this study and since it has been used very exten

sively in a variety of studies, this section is devoted entirely to it. 

The authors, Cook, Leeds, and Callis (n.d., p. 3) said that the 

purpose of the instrument was to predict the type of teacher-

pupil relations he /the teacher7 will maintain in the classroom." It 

will measure "... how well he will get along with pupils in inter

personal relationships and indirectly how well satisfied he will be with 

teaching as a vocation." 

In general, the findings of various studies have shown a de

crease in positive attitude scores after initial teaching when the Minn

esota instrument is used. Day (1959* P» 327) found this to be the case 

after "one year's teaching experience. He did not, however, find a cor

responding drop in scores for those who had no teaching experience in 

the interval between the first and second administrations of the inven

tory. Charters (1963» P«775) noted another instance in which a decline 

was noted: 

The decline in attitude was confirmed, in this case 
after three years teaching experience, by another pair of in
vestigators ... /Robinowitz and Rosenbaum7 discovered that 
the most severe decline in MTAI scores occurred among graduates 
whose teaching experience was in the schools of New York City 
as opposed to those who took jobs outside the city. Taken at 
face value, the changes in response indicated that in the three . 
years between testings, the teachers become less concerned with 
pupil freedom and more concerned with establishing a stable, 
orderly classroom in which academic standards received a prom
inent position. 

Yee (1968, p. 275) summarized additional studies: "Teachers' 

attitudes of warmth and permissiveness vary with years of teaching exper
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ience. Preservice and beginning teachers' scores on the Minnesota 

Teacher Attitude Inventory (MTAI) are considerably higher, on the aver

age, than those of teachers with some experience." He also commented, 

"After 2 years of teaching, MTAI scores became stabilized at about the 

level found prior to teacher preparation. Such change in attitudes 

seems to result from interaction with pupils and not merely from the 

p a s s a g e  o f  t i m e  . . . "  

In the area of attitudes held by student teachers, however, 

there have been rather contradictory results reported. Getzels and 

Jackson (1963, p. 515) reviewed a study by Sangreen and Schmidt in which 

they stated, "The findings were quite straightforward. The mean for the 

entire group of 393 student teachers was before practice teaching and 

5k at the end of practice teaching, a statistically significant in

crease." Campbell (1967» P» 162) stated, "... Callis, Cross and 

Scott, and Brinkly have reported no significant differences in attitude 

changes of student teacher when the MTAI was used. On the other hand, 

Troisi, Campbell, Day, and Dutton found significant mean attitude 

changes in either the positive or negative direction." 

Attitudes toward Pupil Behaviors 

A landmark study concerning the attitudes of teachers toward pu

pil behaviors was reported by Wickman in 1928. In this study he compared 

attitudes held by teachers with those of counselors. He found signifi

cant differences in the positions held by teachers and clinicians as to 

what constituted serious behavior problems. This study has been the 
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springboard for many subsequent studies by other persons. In the orig

inal study Wickman (1928, p. l8l).stated "Teachers1 reactions to the 

behavior problems of children sire largely determined by the direct ef

fect which the behavior produces on the teachers themselves." When the 

teachers were compared with clinicians, he noted (p. 126): 

The most salient finding is the complete reversal in es
timating the seriousness of problems describing the withdrawing, 
recessive personality and behavior traits. Whereas teachers con
sidered shyness, sensitiveness, unsocialness, fearfulness, dream
iness among the least serious of all problems, the clinicians 
ranked them together with unhappiness, depression, and easily 
discouraged, resentfulness, physical coward, suggestible, and 
over-critical, at the very top of the list as the most serious 
problems. These items in the mental hygienists' ratings comple
tely replace the problems relating to sex, dishonesty, and dis
obedience which the teachers ranked as most serious. 

Kvaraceus (i960, p. 138) summarized Wickman*s findings by stat

ing that teachers, "... are likely to rate as more serious those 

symptoms associated with noisier, more rebellious, and outgoing behavior 

which threaten the orderliness of their agency, whereas mental hygien

ists consider more important the less threatening symptoms, such as 

anxiety or withdrawal which may connote more serious underlying person

ality disorders." 

A number of replications and related studies followed the orig

inal study. An exact replication was attempted by Schrupp and Gjerde in 

1951» They reported (1953» p* 208) that their results, "... suggest 

that a definite increase in agreement between teachers and clinicians 

took place between 1927 and 1951» and that this increased agreement is 

probably due primarily to a change in the attitudes of teachers rather 

than clinicians." They further stated (p. 213): "None of the traits 

listed among the ten most serious by one group was listed among the ten 
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least serious by the other group. Wickman found five traits so rated." 

As an example of a variation on this study, Sparks (1952) noted 

a condition which was purposefully built into the Wickman study but which 

has often been disregarded by those reporting his study. The directions 

which Wickman gave to the teachers were somewhat different from those 

given to clinicians. Sparks asked two groups of teachers to complete 

the ratings under differing directions for each group. He noted (p. 290), 

"The teachers in this sample who were instructed to rate the behavior 

problems in terms of seriousness to future adjustment of children dis

playing them did not rate them the same way as did those who were asked 

to rate them on the troublesomeness in classroom situations." 

Additional Studies of Attitudes toward Pupil Behavior 

Seidman and Knapp (1953 pp« 1^7-1^8) asked students and teachers 

to respond to open ended questions concerning the behavior which teach

ers like and that which they dislike. The responses were then categor

ized as interpersonal behavior, individual behavior, preparation of 

assignments, and personality. They reported, "There are no significant 

differences between teachers' likes and students' perceptions of teach

ers' likes of student, interpersonal behavior and student, individual 

behavior. There are significant differences at the .01 level between 

teachers' likes and students' perceptions of teachers' likes of student, 

preparation of assignment and student, personality. Students mention 

assignments more frequently than do teachers. Teachers mention person

ality more frequently than do students." The only significant difference 

in comparing dislikes was in the area of student personality. The 



teachers mentioned personality more frequently than did students. 

Clark (1951) devised an instrument to determine the relative 

degree of annoyance certain behaviors elicited from teachers. He did 

this by pairing each item and by asking teachers to determine which mem

ber of each pair would evoke the most annoyance. He reported that the 

five top items were: (l) lies when being questioned about misconduct; 

(2) is a tattle-tale; (3) picks on younger children; CO disturbs and 

annoys other pupils during study periods; and (5) defaces library books. 

The least annoying were: (1) has cluttered desk; (2) wears dirty 

clothes; (3) slouches down in his seat; (4) forgets to bring school 

supplies to class; and (5) wastes paper while doing assignments. It is 

interesting to note that Clark's conclusions (1951» P« M*8) were some

what different from those drawn by Wickman: "The teachers taking part 

in this study, however, were more annoyed by pupil behavior which af

fected the smooth functioning of the pupil group than by behavior which 

would affect themselves directly." 

In the present study, the instrument used to examine the reac

tions to pupil misbehavior is of the same nature as the one used by 

Clark. Devised by Witryol (1950), this instrument also has items of 

misbehavior which are paired, and respondents are asked to select the 

one of each pair which they would consider the more serious. This in

strument is described further in Chapter III. 

Beview of the Literature Concerning the Basis 
for the Hypotheses of This Study 

A review of prior writings in the areas of role perception and 

cooperating teacher influence provided much of the basis for this study. 
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There has been much written about student teachers and the importance of 

the student teaching experience. Student teaching is generally viewed 

as a period of change. Writings about learning of roles, especially as 

the concepts have been formulated in the social science areas, seemed to 

provide a basis upon which the rationale underlying this study could be 

formulated. The following sections deal with this rationale. 

Status at the Beginning of Student Teaching 

Student teaching is recognized as a transition period. Charters 

(1963t P» 752) summarized the point synthesized by Warren: "The transi

tion from college student to teacher entails a drastic role reversal for 

the individuals involved: from concern with abstract principles to con

cern with concrete application, from the rights and duties of a student 

to the reciprocal rights and duties of a teacher ..." 

Various writers noted that role perceptions are formulated from 

the expectations of others. This general principle would be true for 

the novice entering into the teacher's role. For the majority of these 

individuals, the opportunities to learn the teacher's role first hand 

has probably been quite limited before the student teaching experience. 

The major ways of learning, to this point, have been watching other 

teachers and studying about teaching. For his own part, the expecta

tions of others toward him have been the expectations which arose be

cause he was a student and not a teacher. Even in methods courses the 

major role has been that of a student. Because of these reasons, the 

student orientation appears to be the one best known to the novice en

tering student teaching. 
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This is not to infer that students have not made a commitment to 

teaching before entering the student teaching phase. Jackson and 

Moscovici (1963» P» 59)» in a study of those just beginning professional 

preparation, found that the, ". . .teacher to be, even at the beginning 

of his preparation, has begun to identify on a covert level with his 

future professional role. Not only does he say he wants to be a teacher, 

but even when taken off guard he indicates, through his unstructured 

perceptions, the psychological pervasiveness of his career choice." 

Before student teaching, however, the commitment has likely been 

on a global and less specific plane. Without first hand experience, 

concepts and attitudes are perhaps less well formulated because the stu

dent has not had the constant associations which come from contact with 

reality in actual situations. Before the time of student teaching, the 

prospective teacher has been expected to perform in the student's role. 

While he had made some commitment to teaching, this has not been done in 

depth and has not been coupled with experience in the actual role posi

tion. 

Agents of Change 

During student teaching, there are many factors influencing 

change in the student teacher. Role expectations, in a very short time, 

change from those of a student to those of a teacher. Students them

selves recognize that this period is a time of growth. Comments such as 

"I have a lot to learn" are very common with pre-student teachers. 

Those who have completed this experience often feel that this was a time 

of rapid learning. 
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One of the agents of change is the new reference groups encoun

tered by the neophyte. These include pupils, the cooperating teacher, 

the college supervisor, and others in the school setting. 

Lieberman (1956, p. 399) stated of a change in reference groups: 

Old reference groups may continue to influence the role 
occupant, but new ones also come into play. The change in ref
erence groups may involve moving into a completely new group 
(as when a person gives up membership in one organization and 
joins another one) or it may simply involve taking on new func
tions in the same group (as when a person is promoted to a 
higher position in a hierarchial organization). In both situa
tions, new reference groups will tend to bring about new frames 
of reference, new self percepts, and new vested interests, and 
these in turn will tend to produce new attitudinal orientations. 

In addition to a change in reference groups, a change in 
roles also involves a change in functions and a change in the 
kinds of behaviors and actions that the role occupant must dis
play if he is to fulfill these functions. 

Garland (1965, p. 32) noted a possible frame of reference held 

by cooperating teachers when she stated that while the role perception 

of the student may be that of a learner, the need which the teacher sees 

is that of the on-going education of the pupils. 

Carper and Becker (1957t P« 51) noted, "As the individual be

comes involved in and identified with an occupation, he becomes respon

sive to the particular expectations of his occupational group." Seeman 

and Evans noted certain characteristics of an internship in medicine. 

Their statement (1962, p. 377) appears to have relevance for teaching 

also: 

The apprenticeship is not only an occasion for learning 
more of the trade and more of the attitudes that surround the 
trade; when these two kinds of learning are combined, the appren
ticeship is a way of getting committed, more or less unaware, to 
an ideology and a type of social organization that is tied to 
certain outcomes as against others." 
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Both attitudes and behavior are viewed as being modified by a 

person's being placed in a new role and subject to new reference groups. 

Festinger, Torrey, and Willerman (195^1 l6l) stated: 

Since there will be a tendency to discard incorrect 
opinion, the individual will seek to ascertain the correctness 
or incorrectness of his opinions and beliefs. In many instances 
there is no objective, nonsocial way of doing this. To the 
extent that this is the case, the individual will evaluate his 
opinion by comparison with the opinions of others in the groups 
to which he belongs." 

It appears that much of the feedback to the student teacher is 

of the non-objective and social type. This is true because of the 

nature of the activity. 

Leiberman postulated two somewhat differing .reasons for an 

occurance of a change in attitudes and roles when a person begins to 

occupy a new position. These are termed the reference group principle 

and the self-consistency principle. He stated (1956, p. **00) that these 

postulated, "... somewhat different chains of events in accounting 

for the effects of roles on attitudes and actions. In abbreviated ver

sion, the chains may be viewed as follows: 

1. Reference group principle: ... a change in roles involves a 
change in reference groups . . . which leads to a change in 
attitudes . . . which leads to a change in actions. 

2. Self-consistency principle: ... a change in role involves 
a change in functions . . . which leads to a change in 
actions . . . which leads to a change in attitudes. 

In either of these instances, the effect would be to produce 

both new attitudes and new actions when the individual is placed in the 

new position of being a student teacher. 
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Other writers have also supported the idea that assuming a par

ticular role is instrumental in modifying attitudes. Newcomb, Turner, 

and Converse (19&5, p. 107) stated, "There have also been demonstrations 

of attitude change in connection with another kind of commitment or par

ticipation, that involved in role playing. It has been discovered that 

under many conditions, a subject who is induced to rehearse, justify or 

debate in favor of some position discrepant from his own attitude will 

show real attitude change which endures after the role playing is over." 

In summarizing an experiment involving college students, Janis and King 

(195^, VP' 217-218) stated, "The present experiment provides preliminary 

evidence indicating that verbal conformity elicited by role playing can 

significantly influence the acceptance of new belief. Under certain 

specific conditions which await further investigation, it seems to be 

true that 'saying is believing.•" 

In addition to the reasons already given, there may be other 

reasons for attitude change to take place during student teaching. The 

classroom is a testing ground in which ideas, opinions, and values are 

tested in actual situations. Since the ideas brought to the situation 

may not, be grounded in reality, change would result as those are put to 

the test. The "reality shock" is noted by Charters (1963, p. 752) and 

others. 

Also, a person may feel the need to conform to certain attitudes 

and role behaviors for somewhat personal reasons. Charters noted that 

in addition to making a situation more predictable, there are other rea

sons for a person to be concerned with what others expect of him, 

". . .not the least of which is the ego rewards which group members may 



furnish him for his compliance with their expectations. Also, such con

cern enables the person to avoid the sanctions which may accompany non

compliance". (1963, p. 798) In the daily school process there are many 

opportunities for the "significant others" to give rewards and sanctions. 
/ 

The terminal reward or sanction—that of a grade and a recommendation 

for certification—is quite often noted when talking with student teach

ers . 

The Cooperating Teacher as an Agent of Change 

There are probably a number of agents of change in the student 

teaching situation. There are also a number of factors which probably 

affect the way in which a student teacher teaches arid the way he views 

teaching. Some of these are: (l) the background of experience gained 

as a student while watching his teachers in operation; (2) the coopera

ting teacher as a guide and model; (3) the learnings from college 

courses; and (b) the student teacher's own resourcefulness and creat

ivity. There is no doubt that each is important and that they interact. 

It is also likely that individuals vary in the relative reliance which 

they place upon each of these factors. 

There appears to be a good theoretical justification for ascrib

ing a major role to the cooperating teacher. An important concept in 

role theory is that roles are perceived (and behavior and attitudes 

modified) in light of the feedback from significant others. Charters 

(1963, p. 788) noted, "The concept of role stresses the influence of 

contemporaneous forces arising in the person's immediate social environ

ment to impress his behavior. It designates, in particular, the force 



constituted by expectations on a person which are held by significant 

others in his milieu." 

The cooperating teacher is well recognized as a significant 

other. The following statement by Michaelis (1960, p. 1^77) is typical: 

The cooperating teacher is a key person in guiding the 
work of student teachers. The cooperating teacher is in charge 
of the classroom to which the student has been assigned and 
assists the student in becoming oriented to the school . . . 
/in/ making plans . . . /in/ guiding learning experiences . . . 
/and in/ handling discipline problems . . . 

There are additional significant others in the situation includ

ing the pupils, university supervisors, the principal, other faculty 

members, and other student teachers. Concerning the pupils, their usual 

role is complementary to that of the teacher, and they would likely 

elicit from the student teacher many of the same actions and attitudes 

they elicit from the cooperating teacher. In comparison with the re

maining significant others, the cooperating teacher would likely have 

more influence because of the amount of time spent with the student 

teacher and the closeness to the situation. This was noted by Troisi 

(1959, p. 18) who stated, "In most cases prospective teachers spend more 

time with their supervising teacher than with any other staff member. 

This fact alone puts the supervising teacher in a position to influence 

greatly the prospective teacher." 

A few studies have indicated that the cooperating teacher does 

exert the most influence. Marquez (196^, p. 5767) found more signifi

cant correlations between student teachers and cooperating teachers than 

between student teachers methods course instructors in the area of role 

perception. Elliott (196^, p. 210) found changes in openness to 
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experience were related to the openness of cooperating teachers but not 

university supervisors. 

One possible reason for the influence of the cooperating teacher 

is that he is a source of information. Gerard (1968, p. k6k) stated, 

"There are three basic kinds of information other persons can provide: 

advice, impressions, and knowledge as to relative standing." That the 

cooperating teacher is expected to give advice is well known and is 

illustrated by the following example: 

/You should/ guide the student by: . . . /orienting/ 
him to the school and community . . . /communicating/ your _ 
overall plans for your pupils to him . . . /conveying to_him/ 
your long-range instructional goals . . . /and providing/ 
encouragement and guidance to aid him in achieving maximum 
growth (Curtis and Andrews, 195^» P« 13). 

Strauss (1966, p. 350) wrote concerning the need for giving ad

vice: "Certain aspects of what lies over the horizon are blurred to 

the candidate, no matter how clear may be his general path. This forces 

his predecessors not only to counsel and guide him but to prepare him 

beforehand." 

The cooperating teacher may give information to the student 

teacher through impressions such as gestures and inflections of the 

voice. Concerning knowledge of relative standing, it is well to remem

ber a point mentioned earlier: "It follows that the less 'physical 

reality1 there is to validate the opinion or belief, the greater will 

be the importance of the social referent ..." (Festinger, 1950, 

p. 273). The cooperating teacher would be such a referent. 

Closely allied with giving advice and impressions, the cooperat

ing teachers can also be models for imitation. Dollard and Miller 
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(Travers, 1967, p. 376) noted two kinds of imitation: matched dependent 

behavior and copying. Travers (1967, P» 375) defined the first in this 

way: 

This behavior is well illustrated by the tendency for 
pupils to reflect many of the aspects of the behavior of the 
teachers. It is not that the pupils set out deliberately to 
copy the behavior of the teacher, for they do not. Without being 
aware of what they are doing they nevertheless manage to reflect 
aspects of the teacher's behavior; but they are not particularly 
concerned about the fact that some of their behaviors do not 
match very well. 

Travers noted the mechanism in operation in the second form, 

that of copying: "What the pupil is doing in this instance is discrim

inating between the model and his own efforts to reproduce the model. 

He recognizes similarities and differences, and takes action to correct 

the differences" (p. 376). 

Probably the copying form would have more implications for stu

dent teaching than would the matched dependent behavior. The student 

teacher would experience many situations in which a model would be de-

sireable, and this role is recognized as one of the functions of a coop

erating teacher. However, there may be instances in which the matched 

dependent imitation would be important, perhaps with student teachers of 

particular personality types. 

That imitation can be verbal in form was recognized by Bandura 

(1962, p. 2^0) who stated, "Once verbal skills become highly developed, 

however, the presentation of attitudes and response patterns in the form 

of verbal description can also be an exceedingly effective method for 

shaping the behavior of others." Imitative learning appears to be a 

rational method which a person utilizes when a new complex of techniques 
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and skills must be quickly mastered. It is probable that most student 

teachers recognize that their own skills are very limited while those of 

the cooperating teachers appear to be, at the least, sufficient for the 

situation. In this case, the student teacher could see imitation as the 

best means of acquiring the needed skills. 

Referring once again to role theory, the student teacher role is 

often defined in the literature as being that of an apprentice. Wiggins 

(19571 P» 192) gave a statement which is fairly typical: "The supervis

ing teacher will permit and clearly delegate increasing authority and 

responsibility to you as you demonstrate a willingness and ability to 

accept it." 

The apprentice role receives reinforcement from the educational 

institutions and from society. Frequently the student teacher receives 

advice to follow the direction of his cooperating teacher. Three typi

cal quotations are given below. The first is from the Student Teaching 

Handbook published at The University of Arizona. The second is from an 

article taking a critical look at student teaching, and the third is 

from a book giving advice to student teachers and cooperating teachers. 

The cooperating teacher is the key person in your stu
dent teaching experience, and as an experienced teacher, there 
are many lessons to be learned from his methods . . . make the 
most of your opportunity to visit, plan, observe, and discuss 
teaching procedures with him . . . Recognize the cooperating 
teacher's maturity and experience, and respect his wishes even 
though at times you might feel differently about certain teach
ing procedures (College of Education, n.d., p. 2). 

We in the colleges . . . overload them with restrictive 
instructions during the orientation meetings and ask them to be 
very cautious, since public schools accept student teachers on 
a voluntary basis (Kaltsounis and Nelson, 1968, p. 279)• 



Should the student teacher try to teach just like his 
supervising teacher? 

The natural answer to such a question as this is "of 
course not." Yet, upon second thought, the answer does not 
appear that simple. In order to develop your talents for teach
ing, you need to exercise your individuality, bringing the im
pact of your personality upon the lives of the pupils with whom 
you work; yet this has to be done without repudiating the prac
tices of your supervising teacher. 

The supervising teacher's job is to help you become 
creative as a teacher. However, we know enough about the social 
nature of learning to understand that any sudden major change in 
teaching methods may be interpreted as a reflection on your 
supervising teacher, and may develop frustrations and resistance 
on the part of the pupils. 

You need to understand classroom custom and its basis, 
trying to work within this framework, changing procedures only 
after thinking through their probable merits and demerits. You 
should discuss your ideas with the supervising teacher so that 
actual changes will be the result of combined judgement, and not 
simply your personal hunch that another way of teaching children 
might be a better one (Wiggins, 19571 P- 179)• 

That student teachers recognize and accept this role of appren

tice was noted by Garland (1965, p. 32) who stated, "The prospective 

student teacher's primary role prior to his entering student teaching is 

that of a learner in an academic atmosphere, and his focus in approach

ing student teaching is on his role as a learner in this experience." 

Student teachers expect and want feedback on their teaching. This was 

noted by Wesley (1966, p. 112) who said, "One of the most common com

plaints made by student teachers is that the appraisals they receive are 

not specific. Such remarks as 'You're doing fine' or 'I really can't 

find any thing to criticize' are close to meaningless." 

Finally, because of his position as an instructor for the stu

dent teacher, the cooperating teacher may request (perhaps without 



realizing it) that the student teacher become like him in certain re

spects. The student teacher may do so because he decides that it is 

expedient, or desirable, or he may do it unknowingly. 

Factors Possibly Affecting Cooperating Teacher Influence 

The amount of influence which a cooperating teacher might exert 

may depend on a number of variables. Some of these will involve the 

student teacher and cooperating teacher diad while others may be outside 

this diad. Concerning what might be termed outside influences, the stu

dent teacher will be in contact with pupils, the college supervisor, 

faculty members, etc. Their influences would be expected. The student 

teacher will also be influenced by his prior educational experiences and 

his own study. It is presumed that different student teachers will 

utilize these influences to varying degrees and that these influences 

may either support that of the cooperating teacher or conflict with it. 

Concerning the cooperating teacher and student teacher diad, 

there were three areas considered in the remainder of this section: the 

role expectations of the two participants, the amount and type of help 

given by the cooperating teacher, and the personality of the student 

teacher. 

Role Expectations of the Participants. Concerning the first, 

role expectations, Garland (1965, p. 30) noted: 

The significance of different states of consensus on ex
pectations for the role of the student teacher as defined by the 
occupants of different positions seems apparent. Incompatable 
expectations resulting in conflict for the student teacher may _ 
exist between . . . /the student teacher and cooperating teacher^/ 
Where lack of consensus indicates the presence of disagreement 



or conflict, the student must resolve the conflict by shifting 
from one set of expectations to another as the situation demands, 
by choosing one set of expectations as the significant frame of 
reference, or by withdrawing from the situation. 

She further stated (p. 31), "With regard to the effect of conflict upon 

satisfaction, as Getzels has indicated, participants in a relationship 

feel satisfied with the work achieved when the perception of expecta

tions overlap, whereas they feel disatisfied when the perception of 

expectations does not overlap." As noted, the compatability of role 

expectations may vary and thus the influence of the cooperating teacher 

may also vary because of the degree of consensus will be different in 

different situations. Also the attitudes which each member of the pair 

develop toward the other will affect the amount of influence of the 

cooperating teacher. In some cases where negative feelings are develop

ed, it would appear likely that the cooperating teacher would have less 

influence than in cases where more positive feelings were developed. 

Help Given by the Cooperating Teacher. The amount and type of 

help given by the cooperating teacher may vary from situation to situa

tion. An observation which the writer made while talking with others 

concerning the schedules of help is that there seems to be more or less 

polarization by cooperating teachers in viewing student teaching as 
\ 

either an apprenticeship or an experience in which student teachers are 

able to develop their own styles of teaching. In the first, the cooper

ating teacher is viewed as having the expertise which the student teach

er is more or less to approximate; while in the second, the teacher's 

role is to encourage diversity and flexibility. 
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The review of positions in the literature indicated that rather 

differing statements are made concerning the extent and nature of help 

which should be given. Two representative statements follow: 

As a director of the learning experiences for children 
and of the prospective teacher, the supervising teacher is 
recognized as the 'master teacher' to whom the student turns 
for guidance in developing the techniques involved in the 
teaching—learning process (Richards and Robinson, 1959« 
p. 26). 

Supervising teachers should encourage the student 
teacher to try new ideas and new methods . . . praise by the 
supervising teacher will increase confidence of the student 
teacher. "Indirect supervision is recommended" (Teachers 
College, 1965i P« 66). 

A teacher who subscribes to the first position will probably 

differ in type and extent of help from someone who subscribes to the 

second position. 

The personalities of cooperating teachers differ. Some may be 

meeting their own particular personality needs by, openly or otherwise, 

demanding strict compliance from their student teachers. Others may 

gain more personally as they see the student teachers make more decisions 

on their own. Haines (1957, p. 368) stated about this point: "Teachers 

too, differ in the extent to which they are comfortable in permitting 

student teachers to deviate from their own customary ways of working. 

Whether the teacher sees a deviation as major or minor is important and 

is related to his or her basic values." 

Cooperating teachers may give extensive and intensive help, may 

supervise closely, and may expect close compliance or they may give less 

direct help and encourage more deviation and originality. The way in 
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which the cooperating teacher works with the student teacher will affect 

the amount and nature of the influence. 

Personality of the Student Teacher. Finally, the amount of 

cooperating teacher influence may depend upon the personality of the 

student teacher. Combs (1968, p. 213) stated, "Professional education 

is a personal problem requiring the commitment and involvement of the 

student's self in the process." 

In speaking of the cooperating teacher influence upon the stu

dent teacher, Horowitz (1968, p. 322) asked, "Have we given too little 

attention to the personal characteristics of the student teachers and to 

the extent to which the basic personality structure of students affects 

changes in their expectations and perceptions?" This question is very 

pertinent and is the basis for much of this dissertation. 

Some students appear to express a need for direction and guid

ance from other persons while others do not, apparently, want direction. 

Some show more openness to the incorporation of new ideas than do others. 

Some are more easily pursuaded. For example, Lambert and Lambert (196^, 

p. 66) noted that Havland, "... has been able to sketch some of the 

personality characteristics that distinguish the highly persuasible from 

the nonpersuasible person. Few people, they find, react to persuasion 

with 'discriminating flexibility' that is, being neither too susceptible 

nor too resistant." 

Since there are these differences in personality, it would 

follow that there would be differences in the degree to which the stu

dent teacher would be influenced by the cooperating teacher. 
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Recapitulation 

Student teaching is an experience during which changes can be 

expected. Not only do student teachers develop skills and techniques, 

they are also exposed to influences which tend to change attitudes and 

role perceptions. 

Among the referents to which the student teacher can turn in 

developing skills and attitudes are prior educational experiences and 

the contemporary influences of college supervisors and other significant 

persons in the situation. The literature suggested that the cooperating 

teacher has the potential to exert considerable influence. This is be

cause of the amount of time spent with the student teacher and the 

nature of their roles. 

There will be variation, however, in the amount of this influence 

because of factors which include: (l) the amount of influence of others 

outside the cooperating teacher and student teacher diad, (2) the per

ception of the members of the diad concerning the purpose of the rela

tionship and the role each is to play, (3) the amount and type of help 

the cooperating teacher actually gives, and (^) the personality of the 

student teacher as it relates to the degree of receptiveness to influ

ence from the cooperating teacher. 

Studies of Cooperating Teacher Influence 

A number of studies have been reported which have as their basis 

the influence of the cooperating teacher upon the student teacher. Rep

resentative studies are given here with a few observations noted as to 
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the apparent trends in this area. The studies are grouped according to 

the variables considered. 

Role Perception 

Horowitz (1965t p« 6530) measured 27^ elementary student teach

ers with an instrument proposed by Getzels. He found the following: 

1. Student teachers change in their attitudes ̂ i.e., percep-
tions7 during a student teaching experience—they become 
more concerned with the expectations of others, but per
ceive cooperating teachers as having become more concerned 
with satisfying personal needs. 

2. It cannot be said, as a consequence of this study, that in
dividual student teachers become more similar to their 
cooperating teachers, ^ut as a whole, they became more 
like teachers in general^ 

3. Student teachers perceive that a major difference exists 
between their own expectations and the expectations of 
cooperating teachers. This perceived difference appears to 
be greater than the actual difference between the expecta
tions held by each group and greater than the actual 
difference between student teachers' perceptions and the 
cooperating teachers' expectations. 

He then concluded, "Although students became more like teachers, 

the highly significant difference in scores, even after student teaching 

suggest that the aculturation process is in an eairly stage of develop

ment ." 

Although Horowitz did not find student teachers becoming more 

like their individual cooperating teachers, Marquez did find this result 

in her study (196^, p. 5767). She reported that role perception changed 

little with student teaching; but when changes did occur, they were to

ward the perceptions held by the cooperating teacher. She stated: 

In 86.95 percent of the role and role groups the change 
in role perception of the student teachers was toward the role 
perception of their supervising teachers . . . More correlations 
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significant at the .01 and .05 levels were observed in the scores 
of student teachers when compared with supervising teachers 
than in the scores of student teachers when compared with meth
ods course instructors. 

She also reported that she found little relationship between role per

ception and sex, content area taught, grade point average, or the amount 

of pre-student teaching classroom experience. 

Crouse (1963, P« 2375) found, "... varying degrees of consen

sus on different role expectations for the cooperating teacher . . ." as 

these were viewed by the cooperating teacher, student teacher, and uni

versity supervisor. He found that there were few changes in student 

teachers but where changes did occur, the type of change depended upon 

the initial congruence of the cooperating teacher and student teacher. 

Those with high congruence became more divergent as the student teaching 

progressed while those with less congruence at the beginning became more 

convergent. 

Attitude Change 

A number of studies were located which were concerned with atti

tude changes among student teachers. Many of the studies did not look 

at the variable of the cooperating teacher's influence. In these studies 

often no significant change was reported between pre- and post-student 

teaching attitudes. However, when the variable of the cooperating 

teacher's influence was considered, the results often showed that this 

influence was felt. Perhaps this was due to the differing methods of 

statistical treatment. Another possibility is that changes do occur to 

bring the student teacher's attitudes closer to his individual cooperat

ing teacher's attitudes but that, since individual cooperating teachers 
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vary in their attitudes, these effects are canceled out when this vari

able is not considered. 

Price (I960, p. 2615) reported concerning the Minnesota Teacher 

Attitude Inventory, "On the basis of an analysis of variance and a non-

statistical inspection of the nine sub-group score changes, it was 

accepted that student teachers' MTAI retest mean scores showed changes 

in the direction of their cooperating teachers mean scores." 

Lipscombe, (1962, p. 1500) in studying elementary student teach

ers, found that significant differences occured during student teaching 

and reported that scores of cooperating teachers and student teachers 

tended to be closer together after student teaching. She stated, "The 

close association of student teachers with cooperating teachers tends to 

produce a similarity of expressed attitudes. The statistical signifi

cance of the difference between the amount of attitudinal change going 

toward the cooperating teacher and the amount moving away from the 

teachers was found to be .0005." 

Massey (1967, p. ̂ 156A), who studied 12^ student teachers, re

ported that, "although none of the correlations between cooperating 

teacher and student teacher measures were significant, a majority were 

greater at posttest than at pretest." She also reported that by the use 

of gin "analysis of shift" technique, a significant number of student 

teachers were shown to be influenced by their cooperating teachers to 

shift their Minnesota Teacher Attitude Inventory scores. This supported 

her hypothesis that, "the direction of influence is from cooperating 

teacher to student teacher." 
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Other Measures 

It is hypothesized that if student teachers are influenced by-

cooperating teachers in the areas of role perceptions and attitudes, 

other areas would also be influenced. A few studies are noted here to 

give support to the hypothesis of cooperating teacher influence. 

Openness to New Ideas. Freeze (1963, p« 1796) reported relative

ly little change in openness during a semester of student teaching but 

noted, "Student teachers who were at any point in 'process' and were 

placed with college supervisors and cooperating teachers both of whom 

were less 'open' to their experience showed a significant decrease in 

their 'process' scores." 

Elliott (196^, p. 210) found negative changes in the openness 

the student teacher during the student teaching experience and found that 

these changes were significantly related to the openness of the cooper

ating teacher but not to the college supervisor. 

Verbal Behavior. A number of studies have been reported in which 

the verbal behavior of the student teachers in the classroom becomes 

more like that of their cooperating teachers. Other studies, however, 

have not shown this result. 

Matthews (1966, p. lVt-A) using Flanders Interaction Analysis 

technique, found a number of areas in which student teachers and cooper

ating teachers became more similar but others in which they became less 

like their cooperating teachers. 

Price (i960, p. 2615), using the Sanders Observational Schedule 

to study student teachers, reported that "Pearson Product Moment 
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correlation yielded an r between student teachers' and cooperating 

teachers' classroom performance which was significant at the .05 level 

of confidence." He concluded, "Teaching performances of cooperating 

teachers have some influences upon the teaching performances of their 

student teachers." 

Flint (1965, p. Mf8o) and Terwilliger (1965 p« 6537) reported 

similar results with the general conclusion that there are some areas, 

at least, in which the student teachers become more like their coopera

ting teachers. However, Farrow (I96*t, p. 3992) using his own instrument 

and Palmer (196k, p. 6^11) using the OScAR instrument reported no signi

ficant change toward the verbal behavior of the cooperating teacher. 

Summary and Conclusions 
from the Literature 

This chapter was divided into four sections. In the first was' 

presented a discussion of role perception especially as it pertained to 

teacher role perception. In defining the teacher's role it was noted 

that these roles evolve from expectations of the society. The "signifi

cant others" involved are administrators, the public, pupils, and other 

teachers. It was concluded that various viewpoints have been used when 

defining teacher role and a number of these were cited. It was also 

noted that experimenters have used a variety of instruments to examine 

differing aspects of the teacher's role with the effect that the results 

have been rather noncumulative in providing understanding in this area. 

Examples of various types of instruments were presented. Prob

ably the most common type, and the one used in this study, is the one in 
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which various teacher roles are listed and respondents asked to rank 

them according to their perceived importance. 

In the second section a discussion of teacher attitude was pre

sented. Since the term, "teacher attitude" has also been given a 

variety of definitions, it was necessary to specify the way it was to be 

used in this study. Two areas were viewed as being pertinent to the 

present study: (1) attitudes toward teaching in general and (2) reac

tions to specific misbehavior of pupils. 

The Minnesota Teacher Attitude Inventory has been utilized in a 

number of studies and so a body of knowledge is accruing concerning it. 

Since this instrument was used in the present study, the results of pre

vious studies in which it was used were reviewed carefully. These 

studies appeared to indicate that attitudes toward teaching were affect

ed by the factor of teaching experience. The results, however, have 

varied in studies with student teachers. Some researchers found changes 

in attitude after student teaching while others did not. 

Studies concerning the misbehavior of pupils were also discussed 

in the second section. A study by Wickman was noted as being an early 

study which generated a substantial amount of further research. A num

ber of the subsequent studies have utilized a variety of instruments. 

Most often in these studies, various types of misbehavior have been 

listed and the respondents asked to rate them as to seriousness. An 

instrument of this type was used in the present study. 

Included in the third section was a documentation of components 

of the construct upon which the hypotheses of this study were formulated. 

It was noted that student teaching was recognized by many as a time when 



changes in outlook could be expected. Concerning the factors which 

could influence changes, there seemed strong implications in the litera

ture that a major role could be ascribed to the cooperating teacher. 

This was true because the unique position and responsibility of this 

individual probably makes him the most important of the "significant 

others." 

It was postulated by the present writer that a number of factors 

would influence the degree to which an individual cooperating teacher 

would be an agent of change. Two of the more important, as postulated 

by this writer, and as indicated from the literature, are the amount of 

help given by the cooperating teacher and the personality of the student 

teacher. 

The fourth section contained a review of recent studies conduct

ed in the area of student teacher's attitudes toward teaching and their 

teacher role perceptions. These studies indicated that the field under 

consideration is complex and that the results have not always been con

sistent. A need was evidenced for a study of the underlying factors 

which would affect the degree to which student teachers are influenced 

by their cooperating teachers. This present study is an attempt to ex

amine these factors. 



CHAPTER III 

PROCEDURES AND SOURCE OF DATA 

A number of studies have been conducted concerning the attitudes 

and role perceptions of student teachers. In some of these studies the 

variable under study was that of the changes which occur in attitudes 

and role perceptions during the student teaching experience. In other 

studies the influence of the cooperating teacher upon the student teach

er has been the variable of interest. 

This study was designed to examine two factors related to the 

studies noted above. The two factors were: (l) the amount and type of 

help given by the cooperating teacher and (2) the personality of the 

student teacher. In this chapter are detailed the selection of the sub

jects for the study, the conditions of the experiment, the instruments 

used, and the statistical techniques utilized. 

Selection of the Student Teacher Groups 

This study was undertaken in the spring of 1969 and was conducted 

in three public school districts in the Tucson metropolitan area. The 

population for this study was all of the female elementary education 

students registered for student teaching during the Spring Semester with 

the exception of those students requesting and receiving an assignment 

52 
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to a team-teaching situation and those securing an option to teach full 

days. 

Cattell's Sixteen Personality Factor Questionnaire was used to 

select, from this population, the subjects of the study. This instru

ment was administered by the writer in group situations to all the pros

pective student teachers during the interval between pre-registration 

and the beginning of student teaching. Most students were tested in one 

of the five scheduled group situations, but the instrument was admini

stered individusilly to three students who were unavailable for the group 

administrations. 

The scoring of these tests was done by hand using a key supplied 

by the publisher. Six of the questionnaire's 16 factors were of inter

est in this study. These were combined according to a formula which was 

also supplied by the publisher. This formula produced a second order 

factor termed "Independence vs. Subduedness" and labeled Factor IV. A 

low score on this factor indicated "subduedness" while a high score in

dicated "independence". 

After eliminating those student teachers assigned to team teach

ing situations and full day student teaching, there were ll*f students 

remaining. One-hundred twelve of these (98.2$) had been tested and were 

eligible for the study. Table 1 gives a frequency distribution of the 

scores on this instrument. The mean of these scores was 5*99 and the 

standard deviation was l.Mf. As can be seen from the table, the scores 

approximated a normal distribution. The persons with scores in the top 

quartile of the group tested (actually 26.8%, or 30 individuals) made up 

the independent group, while those with scores in the lower quartile 
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(again 30 individuals or 26.8$) made up the subdued group. These 60 in

dividuals were the subjects for the study. In some instances there were 

ties at the cut-off scores. When this occurred, persons to participate 

were selected by use of the random number table. 

Selection of the Cooperating Teachers 

The assignment of student teachers to the cooperating teachers 

was made by the Director of Student Teaching at The University of Ari

zona in the usual manner. The writer was then given permission to pro

ceed with this study. He personally contacted and interviewed the 

TABLE 1 

FREQUENCY DISTRIBUTION OF SCORES ON THE 
SIXTEEN PERSONALITY FACTOR QUESTIONNAIRE 

FOR ALL STUDENT TEACHERS 

(N=112) 

Standard Score Number 

10.00-10.99 2 
9.50- 9.99 0 
9.00- 9.̂ 9 1 
8.50- 8.99 1 
8.00- 8.1*9 - 3 
7.50- 7.99 9 
7.00- 7.̂ 9 9 
6.50- 6.99 18 
6.00- 6.b9 9 
5.50- 5.99 19 
5.00- 5M 17 
b .50- b.99 10 
b.oo- b.b9 b 
3.50- 3.99 5 
3.00- 3.̂ 9 2 
2.50- 2.99 2 
2.00- 2.*+9 1 



cooperating teachers assigned to work with the student teachers selected 

for this study. During the interviews the cooperating teachers were 

asked to assist in the project by participating in the testing which, 

they were informed, would be done in the latter part of the semester. 

The schedules of help (see the following section) were also explained 

and the cooperating teachers asked if they would be willing to follow 

the prescribed schedule. Whenever possible, the teachers were given a 

choice of schedules to follow, but this was not always feasible because 

of the necessity of keeping the groups balanced in size. 

The teachers were told that they could inform the student teach

ers of the schedule being followed. Although this may have had some 

influence upon results, it was one of the conditions specified by the 

Director of Student Teaching upon which the study could take place. The 

teachers were also informed that the college supervisors would check 

regularly with them and that they could direct questions concerning the 

study to either the college supervisors or the investigator. The re

sponse for this request was generally very good; only one cooperating 

teacher elected not to take part. 

The writer maintained contact with the cooperating teachers 

throughout the semester. There were a number of times when he initiated 

contacts and other times when the contacts were initiated by the cooper

ating teachers. In the former instances, the purposes were to answer 

questions and to determine how closely the schedules were being followed. 

When the cooperating teachers initiated the contacts, the concern was 

usually about the high-help schedule. Of specific concern was the 

request that student teachers not begin teaching until the third week. 



They desired that their student teachers have a little participation be

fore this time. In the one case which was an exception to the above, 

the cooperating teacher felt that the low-help schedule moved too fast 

for her student teacher. In sill instances, the cooperating teachers 

were asked to stay with the schedule of help which they were following, 

although slight modification was agreed upon with some teachers. This 

modification was to allow the student teacher to read to the students 

two or three times a week. The activity allowed a minimum of interaction 

between the student teacher and the children. Close contact was main

tained by the writer in these particular situations. 

The Schedules of Help 

In order to give guidelines to cooperating teachers, two sched

ules of help were written by the author. These, in effect, modified the 

instructions given in the regular handbook for cooperating teachers pub

lished at The University of Arizona. One of these gave directions for 

high-help situations and the other gave directions for low-help situa

tions. 

Areas Considered in the Handbooks 

As the basis for these handbooks a review of literature and per

sonal observation indicated that cooperating teachers often asked ques

tions about the amount and type of help they should give student teachers 

in the areas of (l) planning of lessons; (2) teaching; and (3) classroom 

control. In general, the high-help schedule outlined more extensive and 

intensive help in these areas while the low-help schedule outlined less 
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extensive help and encouraged more independent action on the part of 

student teachers. 

A Model for Items Placed in the Handbooks 

In an attempt to assure complete coverage of items, a model was 

devised by the writer. This model had three dimensions: (l) stages of 

activity; (2) methods of learning; and (3) nature of the assistance. 

These are detailed in the following paragraphs. 

Three stages of teaching activity were defined in the first 

dimension. These were: (l) preactive stage; (2) active stage; and (3) 

postactive stage. The preactive stage included those activities which 

take place before actual contact is made with children for any particu

lar lesson. These included planning and preparation of materials. The 

active stage included those activities which take place in the actual 

contact with students, and the postactive stage included thos which take 

place after the teaching contact. The latter consisted of evaluating 

lessons and revising them for future use. 

The second dimension of the model included those methods by which 

a student teacher learns while in the student teaching program: (l) 

observing the teaching done by the cooperating teacher; (2) having con

ferences with the cooperating teacher; and (3) experiencing teaching 

first-hand. The first two were viewed as being ways in which the coop

erating teacher directly influences the student teacher while the third 

may have three effects. First, it tends to have a limiting effect on 

the cooperating teacher's influence since the time which the student 

teacher spends teaching cannot be used for conferences or observation of 



the cooperating teacher. Second, the cooperating teacher can have some 

influence while he is observing by using gestures or by interrupting the 

student teacher while he is teaching. Third, the student's teaching 

provides a basis upon which the cooperating teacher can make his sug

gestions and criticisms. 

The third dimension of the model, nature of assistance, suggest

ed the following questions concerning the nature of help to be given by 

the cooperating teacher: (l) When should the help be given? (2) How 

much help should be given? (3) How should it be given? and (*0 What type 

or quality of help should be given? 

The three dimensions described above were placed in a model as 

shown in Figure 1. The model has 36 cells each of which was potentially 

useful in generating suggestions for developing the schedules of help. 

Since there were three areas in the handbook for which suggestions were 

to be given—planning, teaching, and classroom control—each cell of the 

model .was used three times in order to give suggestions in each of these 

areas. The following example is given to illustrate how this was done. 

A general question was derived for the cell "Active, observation, how 

much?" (see Figure 2). This question was, "How much should the student 

teacher observe when the cooperating teacher performs an activity?" 

This question was then applied to each of the three areas, with the 

following specific questions being generated: (1) How much should the 

student teacher observe the cooperating teacher while the latter is plan

ning? (2) How much should the student teacher observe while the cooper

ating teacher is teaching? (3) How much should the student teacher 

observe while the cooperating teacher handles classroom control? 
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Fig. 1. Three Dimensional Model for Generating Suggest
ions for the Schedules of Help. 

After the questions were generated, they were combined and re

dundancy eliminated. An example of redundancy can be seen in the 

questions pretested above. Since at the active stage classroom control 

and teaching are interrelated, these would be handled together and not 

as separate items. The most pertinent questions were then included in 

the final copy of the handbooks. 
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Fig. 2. A Representative Cell from the Model for 
Generating Suggestions for the Schedules of Help. 

Final Form of the Handbooks 

In their final form, the handbooks (see Appendices A and B) 

contained a general statement about each of these three areas—planning, 

teaching, and classroom control—and also a statement about the nature 

of conferences between cooperating teachers and their student teachers, 

the handbooks also contained specific questions about these areas to

gether with their answers. These were further illustrated with graphs 

where the nature of the question lent itself to this type of portrayal. 

In addition, two other pages were included, one giving an explanation 

of the nature of the study and the other giving answers to procedural 

questions which might arise in implementing the schedules of help. 

Assignment of Subjects 
to the Schedules of Help 

One-half of the independent group and one-half of the subdued 

group were assigned to high-help situations while the other half of 

each group was assigned to low-help situations. This is illustrated 

in Figure 3-



6l 

Independent Subdued 

n=15 n=15 
High-help 

n=15 n=15 
Low-help 

Fig. 3* Illustration of the Assignment of Subjects to 
the Schedules of Help. 

It was necessary to do the assigning to the schedules of help 

after the placement of the student teachers was made but before the act

ual beginning of the experience. The assigning was accomplished by 

ranking students according to the scores achieved on the Sixteen Person

ality Factor Questionnaire and then pairing the individuals using these 

scores. This was done by considering the first two students in the list 

as "pair one", the third and fourth as "pair two" etc. Both the subdued 

group and' the independent group were paired in this way. 

The cooperating teachers for each of the pairs was then contac

ted, and for each pair, one teacher was asked to follow the high-help 

schedule with her student teacher while the other was asked to follow 

the low-help schedule. In some instances, the cooperating teacher had a 

definite preference for a particular schedule; and when this occurred, 

it was honored. In all but two instances, it was possible to assign one 

member of the pair to a high-help situation and the other to a low-help 

situation. In these two instances where both cooperating teachers 

assigned to a pair desired to follow the same schedule their request was 

followed. Another pair was selected and both cooperating teachers in 
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this second pair were asked to follow the schedule opposite to the one 

followed by the first pair. This second pair was selected upon avail

ability at the time and also upon their nearness to ranking to the first 

pair. The student teachers are listed in Table 2 according to assign

ment to the treatment groups and the Factor IV scores are presented 

there. 

Since difficulty in making strictly random assignments was en

countered, it was deemed advisable to use a Mann-Whitney U test to 

determine if the personality group assigned to one treatment were suffi

ciently similar to their counterparts assigned to the other treatment. 

TABLE 2 

SIXTEEN PERSONALITY FACTOR INVENTORY SCORES 
FOR THE SUBJECTS IN THE STUDY 

(N=60) 

Groups 
Independent Independent Subdued Subdued 
High-help Low-help High-help Low-help 

Person Score Person Score Person Score Person Score 

1 10.19 16 10.09 31 2.74 46 2.30 
2 9.39 17 8.40 32 2.87 47 3.31 
3 8.61 18 8.04 33 3.27 48 . 3.61 
4 8.02 19 7.95 34 3.84 49 3.95 
5 7.83 20 7.92 35 3.90 50 3.97 
6 7.61 21 7.89 36 4.15 51 4.42 

7 7.53 22 7.73 37 4.37 52 4.45 
8 7-30 23 7.56 38 4.53 53 4.54 

9 7-17 24 7.51 39 4.76 54 4.64 
10 7.16 25 7-3 4 40 4.76 55 4.66 
11 7.00 26 7.28 4l 4.77 56 4.82 
12 6.99 27 7.27 42 4.87 57 5.02 
13 6.99 28 7.21 43 4.94 58 5.05 
14 6.96 29 7.07 44 5.05 59 5.06 
15 6.92 30 6.96 45 5.06 60 5.11 
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The z score which resulted from testing the independent high-help group 

vs. the independent low-help group was .871. This was moderately high» 

but the hypothesis of no difference could not be rejected at the .05 

level. (In fact it could not be rejected at the .35 level of signifi

cance.) The z score for the subdued high-help group vs. the low-help 

group was .353 which indicated even less likelihood of an actual differ

ence between these groups. It was therefore concluded that concerning 

assignment to treatment groups, the group of independent students assig

ned to high-help situations could be considered equivalent to independ

ent students assigned to low-help situations and that the subdued 

high-help group was equivalent to the subdued low-help group. 

Instruments 

A total of five instruments were used in this study. The first 

was the Sixteen Personality Factor Questionnaire which was used as the 

selection instrument. Three instruments were used as dependent variable 

measures in the pretest and the posttest batteries. These were the 

Minnesota Teacher Attitude Inventory, the Fishburn Role Dimension Scale, 

and the Witryol Scale. In addition, the Situation Questionnaire was also 

used in the posttest. This section is devoted to a description of each 

of these instruments. 

Sixteen Personality Factor Questionnaire 

Basic to this study was the need to identify those student 

teachers who would be more likely to be receptive to the help and sug

gestions extended by the cooperating teachers and those who would be 

more likely to seek independent action in their student teaching 
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experience. Of the instruments considered, Cattell's Sixteen Person

ality Factor Questionnaire, (16PF), appeared to have categories most 

directly related to this. Cattell and Eber (1962, p. 22) identified a 

second order factor termed "Independence vs. Subduedness" and designated 

it Factor IV. According to their definition, an independent person was 

defined as one who "... tends to be an aggressive, independent, dar

ing incisive person. He will seek those situations where such behavior 

is at least tolerated and possibly rewarded, and is likely to exhibit 

considerable initiative." A subdued person was described as one who has 

a " . . . group-dependent, chastened, passive personality. He is likely 

to desire and need support from other persons, and likely to orient his 

behavior toward persons who give such support." 

According to the authors of the test, the identification of a 

person's Factor IV score is made through the use of six first-order 

factors: (A) Reserved vs. Outgoing; (E) Humble vs. Assertive; (G) Ex

pedient vs. Conscientious; (M) Practical vs. Imaginative; (Q^) Conserva

tive vs. Experimenting; and (Q^) Group dependent vs. Self Sufficient. 

Form A (used in the present study) has 187 items, each of which is res

ponded to by selecting one of three alternatives. In Figure b are given 

examples of the statements from this instrument as found in Buros (1953, 

p. 1^7). The complete questionnaire was not included in this disserta

tion, however, since the instrument is subject to control by its pub

lisher. Its inclusion here would have meant that the use of the 

dissertation would have been limited to psychologists or others author

ized to use this type of test material. Copies of the Questionnaire are 
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Directions: Put a mark in the left hand box if your answer 
choice is the "a" answer, in the middle box if your answer 
choice is the "b" answer, and in the right-hand box if you 
choose the "c" answer. 

1. Do you tend to get angry with people rather easily? 
a. yes b. in between c. no 

2. Would you prefer the life of: 
a. an artist b. a YMCA Secretary c. uncertain 

Fig. b. Sample Items from the Sixteen Personality 
Factor Questionnaire. 

available for examination by authorized persons at the University of 

Arizona Rehabilitation Center Counseling Service. 

There are from ten to 13 items for each of the first order fac

tors in the questionnaire. In the administrations of the test for this 

study, the answers were marked on a separate answer sheet and hand scored 

with a key supplied by the publisher. The computation of Factor IV was 

done by first computing the six first order factors under consideration. 

These were then combined according to the following formula which was 

obtained through personal correspondence with a psychologist from The 

Institute for Personality and Ability Testing (publishers of the Ques

tionnaire): Factor IV = .50 - .23A + .37E - .13G + .27M + •33Q1 + .30Q2 

The Handbook and Manual for this questionnaire do not give a 

detailed description of the development of this test. Harsh (1953, p. 

1^7), however, stated "Twelve of the factors were isolated by factor 

analysis of observers' ratings of traits, the other four were found in 

questionnaire responses." 

Cattell and Eber (196^, p. 4) said of the 16 scales, "These six

teen dimensions or scales are essentially independent; that is to say, 
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the correlation between one and another is usually quite small. There

fore, having a certain position on one does not prevent the person's 

having any position whatever on any other." Split-half reliabilities 

were given by Cattell and Eber (196*f, p. b) for each of the six factors 

of interest in this study. However, they are from an enlarged form com

bining Form A and Form B. These reliabilities were respectively, .90, 

•91i .85, .88, .7I1 and .79. The authors reported concept validity to 

be .85 (p. 8) and also stated (1962, p. 9) "Concrete 'particular' valid-

itz (correlation with any outside criterion) cannot meaningfully be 

calculated with a multiple-purpose test, since such a test is capable of 

being related to a great number of different criteria. However, num-

berous illustrations of substantial relations of factors to criteria, 

are given in the main Handbook ..." 

Validity and reliability figures were not given for Factor IV. 

Concerning second order factors the authors stated (196^, p. ̂ 6), 

" . . . the main fact can already be demonstrated that a clear-cut 

simple-structure second order factor exists among 16 P.F. primaries. 

This alone constitutes a firm statistical basis for measuring a single 

f a c t o r  i n s t e a d  o f  m a n y  . . . "  

It should be noted that exception has been taken to this 
point of view. Harsh (1953» p. 1^7) stated: "To this reviewer it seems 
very desireable to know how factor B (general intelligence) is related 
to recognized measures of intelligence, how factor E (ascendance-
submission) is related to the Allports1 A-S Reaction study . . . and how 
the other factors are related to somev/hat similarly named factors in 
the tests of Kuder, Guilford, Thurstone, and others who have assembled 
fairly 'pure factor' subtests." . 
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Minnesota Teacher Attitude Inventory 

Of the four dependent variable measures used in this study, the 

Minnesota Teacher Attitude Inventory, (MTAI), has received the most use 

and evaluation. As was noted in Chapter II, the authors, Cook, Leeds, 

and Callis (n.d., p. 3) stated that the purpose of this instrument was 

to, " . . . predict the type of teacher-pupil relations he ̂ the teacher7 

will maintain in the classroom." It will measure, "... how well he 

will get along with pupils in interpersonal relationships, and indirect

ly how well satisfied he will be with teaching as a vocation." These 

purposes appeared to meet the needs for the present study, and this was 

one reason for its inclusion in the battery of tests. 

Further, this instrument has been used extensively in related 

studies concerning student teachers' attitudes, their attitude changes, 

and the influence of their cooperating teachers. The use of this instru

ment made it possible to compare results of this study with those of 

related studies. 

This inventory has also had very favorable reviews and is recog

nized in these reviews as one of the better instruments in this area. 

Cronbach (1953» p. 798) stated, "Test development of exceptional quality 

lies behind this inventory." He also said, "There is a clear corres

pondence between inventory scores and teaching behavior at the time the 

test is given." 

The inventory consists of 150 statements concerning attitudes 

toward children and toward teaching. The respondents are asked to mark 

the appropriate positions on a five point scale which best indicated 

their feelings about each of the statements. Figure 5 contains 



statements of the same type as are found in the inventory. This instru

ment was not included in the dissertation because the requirements of 

its publisher limit its use to authorized persons. Copies of the inven

tory are available for examination by authorized persons at the Depart

ment of Educational Psychology, The University of Arizona. 

For this administration, separate answer sheets were used and 

these were scored by the writer using a special key supplied by the pub

lisher. The range of possible scores was from -150 to 150 with the 

higher scores indicative of teachers classified as "superior" and lower 

scores indicative of those classified as "inferior" teachers. 

This instrument was constructed by first writing a series of 

attitude statements from five general areas (Cook, et al., n.d., p. 10) 

"1. Moral status of children in the opinion of adults ... 2. Disci

pline and problems of conduct in the classroom ... 3. Principles of 

child development and behavior ... k. Principles of education 

related to philosophy, curriculum, and administration . . . and 5. Per

sonal reactions of the teacher, likes and dislikes, sources of irrita

tion, etc." 

Directions: Rate as (1) strongly agree; (2) agree; (3) undecid
ed; (k) disagree; or (5) strongly disagree. 

1. Most children enjoy school. 

2. Children today are disrespectful of authority. 

3. Teacher courses do little to prepare one to teach. 

Fig. 5« Items Similar to Those Found in the Minnesota 
Teacher Attitude Inventory 
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An original tryout was then used to obtain an item analysis. 

This was done by first identifying, through principals' ratings a group 

of "superior" teachers and a group of "inferior" teachers. These teach

ers were asked to respond to each of the items. The authors reported, 

"It was found that 115 of the 756 items discriminated ^between the 

superior and inferior teachers7 at the .05 level and that 188 items were 

discriminating at the 10 percent level (p.10). 

Two experimental forms of the inventory were then constructed 

using the items found satisfactory in the item analysis. These forms 

were tested for: (1) reliability; (2) validity, using three criteria 

(pupils* ratings, principals' ratings, and visiting experts' ratings); 

(3) factors which were related to teacher attitude; and (4) susceptibil

ity to faking. Concerning these trials, Cronbach stated (1953, p. 798), 

"In design, replication, and care in reporting, these studies are dis

tinguished." 

After these preliminary studies, Form A (used in this study) was 

compiled. Two validation studies for Form A are reported in the manual. 

The validity coefficients were given as .63 and .46, (p. Ik). Cronbach 

(I953i P« 798) noted of the validity studies, "When the three types of 

ratings are combined /i.e. principals', pupils', and experts' ratings7 

into a more reliable criterion correlations with test scores are remark

ably good: .60, .63, and .46 ... " He also noted that the split-half 

reliability was .93* 

Concerning the Minnesota Teacher Attitude Inventory, Getzels and 

Jackson (1963, p. 521) wrote, "The. MTAI is a particular kind of instru

ment. It is an empirically constructed scale, with a scoring key that 
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is essentially atheoretical, not permitting any logical explanation of 

the responses that are "right" and the responses that are "wrong"—other 

than that teachers selected on some a priori ground as "good" give the 

one, the teachers selected a priori ground as "bad" give the other. Why 

they give the one or the other, or how one response or the other is re

lated to good or bad teaching is not considered relevant, for the problem 
r 

posed is not rational understanding but pragmatic prediction." 

Fishburn Role Dimension Scale 

The Fishburn Role Dimension Scale was selected for use in this 

study because it represented a type of role perceptions scale used in a 

numbex- of similar studies. It lent itself readily to group testing and 

was fairly simple yet had good theoretical basis. The author of this 

scale based his work upon that done by Kinney. Fishburn stated (1966, 

p. 329) of Kinney's work, "One of the more complete descriptions of the 

professional role of the teacher is to be found in a monograph published 

by the California Teachers Association in 196^. Entitled, Six Areas of 

Teacher Competence, it is the most recent in a series beginning in 1952 

with a report by Lucien B. Kinney entitled, Factors in Teaching Compet

ence. The six areas of competence, described in detail in the mono

graphs, are stated broadly enough so that they may be considered as six 

dimensions of the professional role of the teacher ..." 

The instrument developed by Fishburn has four groups of 12 

statements each. Each of the statements (samples of which are presented 

in Figure 6, also see Appendix C for the complete instrument) can be 

categorized under one of six role dimensions. Two items for each cate

gory are presented in each of the groups, making a total of eight for 
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Directions: For the following group of items, check the five 
items which you as a teacher feel would be the most important 
as you see them from your point of view: 

1. Cooperate with specialists in remedial programs. 

2. Be familiar with common diagnostic tests in my field. 

3. Keep accurate records on the scholastic progress of my 
students. 

Fig. 6. Sample Items From the Fishburn Scale 

each category on the entire instrument. Respondents are asked to select 

the five most important activities from each of the four groups. The 

result is that 20 items are selected by each respondent. These items 

can then be categorized according to role dimension, and the relative 

importance of each dimension can be ascertained. Fishburn (1966, p. 330) 

stated, "As a respondent chooses more items from one dimension than 

another, it may be considered that he gives more importance to that di

mension than to others. The number and distribution of choices among 

the 20 responses may be examined, profiled, and compared with the 

choices of other respondents, or the distribution of choices by groups 

of respondents may be compared with the choices of others." 

In constructing this scale, Fishburn utilized a series of inter

views in which he asked respondents to react to the following (1962, p. 

57): "... the way you see the teaching job; the important parts of 

your job as a teacher; the things you feel are important for you to do." 

From this data, a scale was next developed in two forms. Each form had 

the same statements but the way of responding was different. The first 
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used a seven-point Bcale ranging from "Very Great Importance" to "Very 

Little Importance." The second form was the one in which items were 

placed in groups of 12 and respondents asked to select five from each 

group. Fishburn stated the purpose of each of these forms (1962, p. 58), 

"The result was that the first portion of the instrument /t.e, the first 

form7 provided a general statement of the importance of each role within 

a broad scale of relative values, as an ideal. The second portion indi

cated the more personal reactions of each subject and was a more explicit 

measure after the broad scale had been established." 

Fishburn reported (1962, p. 58) a split-half reliability on the 

first form as .83. He also stated, "It was not possible to establish a 

direct reliability coefficient for the second part but the indirect re

lation of parts one and two (a product moment correlation of .64) implied 

sufficient reliability to justify the use of the instrument." 

In reporting the use of this instrument, Fishburn (1966, p. 330) 

noted statistically significant differences were found between "... 

responses of persons training to become teachers and those of experi

enced teachers." 

Witryol Scale 

This instrument was included in the battery as a means of exam

ining the student teachers' views of pupil behaviors. It has two major 

divisions—behavior for which teachers give praise and that for which 

they give disapproval. Because of the time limitations imposed by the 

use of the other instruments in this study, only the latter division of 

the scale was used. 
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This part of the instrument had ten categories of pupil misbe

havior which teachers were asked to rate as to importance. The 

categories are: (1) do poor work; (2) disturb and annoy others; (3) 

talking; (k) be rude; (5) chew gun; (6) be dishonest; (7) disobey teach

ers and school rules; (8) don't pay attention; (9) fight, be disagree

able; and (10) be untidy. Each of these categories was paired with 

every other category, and the respondents were asked to indicate the one 

of each pair for which they would give most disapproval. An item could 

be selected a maximum of nine times. Examples from this scale are pre

sented in Figure 7 and the entire instrument is presented in Appendix D. 

In his studies, Witryol used 35 mm. slides for the presentation 

of items. In the present study the items were presented in a duplicated 

list. The pairs were identified by number and the instructions given at 

the beginning of the booklet. 

The Witryol instrument was selected for three reasons. First, 

the need was recognized for a measurement of rather specific items which 

might change more rapidly than more generalized items of personal 

philosophy which were being measured with the other criterion instruments. 

Directions: For each pair, please check the characteristic for 
which you would give the most disapproval. 

1. a do poor work 
b disturb and annoy others 

2. a be untidy 
b be rude 

Fig. 7* Sample Items from the Witryol Scale 
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An examination of the items in this instrument indicated that it seemed 

to fill this need. Second, children's behavior would be an area about 

which student teachers would need to make frequent decisions, and this 

would likely necessitate reappraisal of the relative importance of the 

various types of misbehavior. Finally, this questionnaire, although it 

did not have extensive use and evaluation, did appear to have careful 

construction. It was built by first asking 1,120 pupils and 50 teachers 

to respond to an open-end questionnaire in which they were asked to list 

those pupil behaviors for which teachers would likely give approval and 

those for which they would likely give disapproval. Judges then cate

gorized these lists. Twenty-five teacher approval categories and 16 

teacher disapproval categories were identified. The ten most frequently 

mentioned categories in each area were then selected for inclusion in 

the final form of this instrument. This final form was then presented 

on slides to 2,2^0 children, 80 teachers, and 560 education students, 

none of whom had participated in the preliminary testing (Witryol, 1950, 

p. 322). 

Witryol's major interest was with the agreement of pupils with 

teachers in the way they ranked behaviors. He reported (1950, p. 323) • 

"Pupils, teachers, and Education students rank the social virtues of 

honesty, courtesy, and respect for others as the most important behav

ior values for social approval in the classroom . . . Teachers and Edu

cation students also emphasize cooperation among these virtues, but 

pupils interpret obedience as being slightly more important than cooper

ation. Both pupils and 'teachers' assign relatively lower values to 

those activities more specific to the school situation." 
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Situation Questionnaire 

In determining the degree to which student teachers expressed 

satisfaction with their particular situations, it was important to have 

an instrument which was not built upon the premise that one way of in

structing and working with student teachers was inherently better than 

another way. However, the writer was unable to locate such an instrument 

in the literature, and the decision was made to construct one. A quest

ionnaire developed by Beaty (1965, see Appendix E) was useful in the 

development of the present instrument. Beaty's scale had 21 items which 

respondents were to score by marking one of five categories indicating 

differing degrees of satisfaction with their situations. A sample of 

these items is presented in Figure 8. The first one had been written by 

Beaty in a way that the present writer could utilize without changes. 

Many of the items, however, needed some revision to conform to the 

Directions: Select the alternative which best describes your 
feelings. 

1. To what extent were your expectations from the student 
teaching experience realized? 

/ / / / / 
definitely partially expectation more than considerably more 
unrealized realized realized expected than expected 

2. Were you given sufficient encouragement to plan on your own, 
or were you seriously restricted by your supervising teacher? 

/ / / / / 
used plans of used super- allowed to some encour- much en-
supervising vising tea- plan, not agement to courage-
teacher en- cher's plans encouraged plan on my ment to 
tirely with modi- own plan 

fications 

Fig. 8. Sample Items from the Beaty Questionnaire. 



requirements of the present study. The second is of this nature. In 

Figure 9 this item is given in its revised form. 

The Situation Questionnaire has 12 items, six of which were 

taken directly from the Beaty Questionnaire. (Some of these were 

slightly modified as to terminology, e.g., "supervising teacher" was 

changed to "cooperating teacher" and "off-campus experience" was changed 

to "student teaching".) Four of the items were revised from the Beaty 

instrument and two were original items. (See Appendix F for this instru

ment.) The questinnaire was duplicated and the respondents marked their 

answers on the instrument. Scoring was done by hand. 

Administration of the Dependent 
Variable Measures 

One day before the student teachers reported to the schools to 

begin student teaching, they were administered the dependent variable 

measures as the pretest. These instruments were the Minnesota Teacher 

Attitude Inventory, the Fishburn Role Dimension Scale, and the Witryol 

Scale. This administration was done in a group situation for the 

Directions: Select the alternative which best describes your 
feelings. 

1. How well did your cooperating teacher understand your capa
bility to plan and your needs in planning? 

/ / / / / 
very much frequently some problems generally completely 
misunder- misunder- but not understood understood 
stood stood serious 

Fig. 9« Sample Item from the Situation Questionnaire. 
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combined 60 students and was conducted by the writer. Individual admin

istrations were necessary for three students who missed the group 

testing. 

The posttest for the student teachers was administered during 

the last month of the student teaching experience. This administration 

included the dependent variable measures used in the pretest and also 

the Situation Questionnaire. This testing was again done in a group 

situation by the author. No make-up tests were required. 

The dependent variable measures were also administered to the 

cooperating teachers during the same week that the posttests were given 

to the student teachers. About one half of the cooperating teachers 

were tested before their student teachers, the others after their stu

dent teachers. This testing was done so that the scores of the student 

teachers could be compared with those of their individual cooperating 

teachers. 

In the two smaller school districts, the administration to coop

erating teachers was done in the board rooms of the district. In the 

larger district, administrations were given in three elementary schools 

chosen to provide convenient locations for the teachers involved. Indi

vidual administrations were given to two cooperating teachers who were 

not able to attend the scheduled administrations. 

Nature of the Data 

As was noted earlier, each of the first seven hypotheses was 

composed of three parts and a different instrument used to measure each 

part. The type of data yielded from the attitude scale differed from 
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that yielded by the role perception instrument and the misbehavior eval

uation instrument. The former was built with a five point scale to be 

used in responding to each of the 150 statements and so yielded contin

uous data. The two latter instruments yielded discrete data, since on 

these a number of categories were used. The frequency was tabluated 

with which each of the categories was marked. 

In addition to different instruments yielding different types of 

data the nature of some of the hypotheses differed and required differ

ent types of scores. For the first three hypotheses, the variable of 

interest was the direct difference between two groups (either indepen

dent vs. subdued or high-help vs. low-help) in the way they responded to 

the statements of the instruments. A direct tabulation of the raw 

scores could be used for these. The fourth hypothesis involved a com

parison of differences at pretest with differences at posttest and so 

raw scores could not be used directly. A pretest difference score was 

obtained for each student teacher by computing the difference between 

her pretest score and the cooperating teacher's pretest score. The 

posttest difference scores were obtained in the same way. (It should be 

remembered that only one set of scores was obtained for the cooperating 

teachers and so these scores were used as the "standard" for both the 

student teachers' pretest difference and their posttest difference 

scores.) The computation of the difference scores was done in this 

manner: 

Xld= ° " *1 and X2d= C " X2 

(where C=the cooperating teacher's score, X^=the student teacher's 
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pretest score, X^= her posttest score, and and X2<j=the pretest diff

erence and the posttest difference respectively). Since the role per

ception instrument and the misbehavior evaluation instrument yielded 

scores for each category, an additional step was required in computing 

their X^ and X2^ scores which was not required for the attitude scale. 

This was true because the latter yielded only a single score for each 

individual. The additional step required for the scores from the in

struments with categories was to total, for each student teacher, the 

difference scores for the various categories so that a single score for 

each individual was obtained. This totaling was deemed appropriate 

since, of concern here, was only degree of similarity or disparity with 

which the categories were marked by a student teacher as compared with 

the cooperating teacher: no comparison was being made here of the sub

stance of the items. The rationale was that if a person became more like 

her cooperating teacher, the total of the pretest difference scores 

would be greater than the total for the posttest difference scores. As 

will be noted, these difference scores are absolute values rather than 

signed values since it was immaterial whether the student teacher's 

score in a category was above or below the cooperating teacher's score. 

Of concern here was the amount of difference rather than the direction 

of difference. 

The fifth, sixth, and seventh hypotheses involved comparing 

groups to determine the relative degree to which the persons in each be

came like their individual cooperating teachers. For these, net 

difference scores were computed from the pretest difference scores and 



the posttest difference scores in the following way: X ̂  = X^ - X^. 

These scores are directional rather than absolute with a positive score 

indicating a move toward the cooperating teacher and a negative score a 

move away from the teacher. 

For the eighth hypothesis, which compared two student teacher 

groups on their expressed satisfaction for their student teaching sit

uations, raw scores obtained from the Situation Questionnaire were used. 

Treatment of the Data 

Four major statistical techniques were used to analyze the data. 

The use of a particular technique depended upon the hypothesis under 

consideration and the nature of the data being examined. In this sec

tion only a general discussion is given of the statistical techniques 

used; the specific employment of each is detailed in Chapter IV. 

The t Test 

This test is one of the more widely used tests in statistics. 

Its purpose was stated by Popham (1967» p. 130): "The t test is used to 

determine just how great the difference between two means must be in 

order for it to be judged significant, that is a significant departure 

from differences which might be expected from chance alone." 

The rationale for the t test as applied to this study was that 

if two groups (e.g., independent vs. subdued) were actually different in 

perception, the two means obtained from test scores would differ enough 

so that a chance occurance of sufficient magnitude would be very unlike

ly. The same would be true if an actual change in perceptions occured 
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for one of the groups (e.g., high-help) between the time of the pretest 

and that of the posttest. Again the difference between the two means 

would be significantly large. 

There are a number of models which can be utilized for the t 

test depending upon the nature of the data. One prime consideration is 

whether or not the groups are independent. The other is whether or not 

homogenity of variance can be assumed. When the groups in this study 

were not independent, (i.e., pretest and posttest measures on the same 

group) the following formula was used: 

h t = *i -
x; 

_./ £(D - D)2 
V n(n - 1) 

When the groups were independent and homogeneity of variance 

could be assumed, the following formula was used: 

i xj + 

n(n - 1) 

When the groups were independent but homogeneity of variance 

could not be assumed, the following was used: 

t.Lzi_ 

Vs"+s" 

,2 

\ n2 

The t test was used where interval data was available and where 

normal distribution of the characteristic being measured could be 

assumed to exist in the total population. 
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Chi Square 

Siegel noted (1956, p. ̂ 3), "Frequently research is undertaken 

in which the researcher is interested in the number of subjects, 

2 
objects, or responses which fall into various categories . . . the"X 

^chi square7 test is suitable for analyzing data like these." Garrett 

(1957, P* 253) further stated, "The chi square test represents a useful 

method of comparing experimentally obtained results with those expected 

theoretically on some hypothesis." 

The basic computation for chi square is: 

2 
2 ^(observed frequency - expected frequency) 
~ ̂  expected frequency 

The computation is done individually for each cell and then the obtained 

values are totaled. In instances where there is only one degree of free

dom, the Yates correction must be applied (Popham, 1967, p. 292). The 

significance of a particular chi square score is obtained from a table 

specifically constructed for this purpose. 

The rationale applied when using the chi square test in this 

study was that if two groups (e.g., high-help vs. low-help) were similar 

in a particular perception, they would tend to rate the various aspects 

of this perception (e.g., role perception categories) in the same way. 

If one group differed appreciably from the other in perception, this 

would be indicated by a difference in ratings of the various categories. 

The chi square was used to make comparisons between two groups in their 

role perceptions and views of pupil misbehavior when the data were in 

categorical arrangement. 
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Mann-Whitney U Test 

The Mann-Whitney U test is the non-parametric counterpart of the 

independent t test and uses ranks instead of interval scores. Siegel 

(1956, p. 116) noted of this technique: "This is one of the most power

ful of the non-parametric tests, and it is a useful alternative to the 

parametric t test when the researcher wishes to avoid the t test's 

assumptions or when the measurement in the research is weaker than in

terval scaling." 

The first step in using this test is to rank, by scores, the 

individuals in both groups combined. Then the individuals are separa

ted by groups, and the rankings of each group summed. The rationale is 

that if the two groups (e.g., independent vs. subdued) were similar, the 

rankings of the first group's scores would intermingle extensively with 

those of the second group's scores. In this instance, the sums of the 

ranks for the two groups would be similar. 

Siegel (1956, p. 120) outlined three methods for computation of 

this test depending upon the size of the sample. The formula pertinent 

to the data of this study was the one for large samples: 

U . ^ ̂  - K-l 

(where = the number in group A, n^ = the number in group B, and Rj, = 

the sum of ranks of the individuals in group A). Once the U value had 

been obtained the corresponding z value was computed by the following: 

Hi n2 
U - ^ 2 

2 
8 = • - - ,3 / "l n2 /N* - N\_ . 

V N (N-l) [ 12 / 
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(where N = a*11* ^ = sum ties in ranks). The significance of 

the z score is determined by the use of the normal distribution table. 

The measure was used when the groups were independent, when in

terval scaling could not be assumed, and when there was a single score 

for each individual. 

Wilcoxon Matched-Pairs Signed-Ranks Test 

Popham (1967, p. 300) stated of this test: "The Wilcoxon match

ed-pairs signed-ranks test, is used to assess the significance of 

difference between samples consisting of matched pairs of subjects. 

Matched pairs of subjects would include two measures taken on the same 

subject as in a pre- and post-test comparison on individuals. This test 

is the non-parametric counterpart of the t test for correlated data." 

In this study, this test was used to compare pretest and posttest scores 

on the same individuals (e.g., low-help group). 

The procedure, as outlined by Siegel (1956, p. 83) and followed 

in this study, is to determine the difference between pretest scores and 

posttest scores for each individual. (In this study these scores were 

termed net difference scores.) These scores are ranked without regard 

to sign but then placed in two groups according to the sign they carried. 

Those ranks which are in the positive group are summed and those in the 

negative group are also totaled. The smaller of the two sums was used 

as T in the following formula: 

T _ n (N + 1) 

Z = ** 
/ n (n + 1) (2n + 1) 

"V 25 
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The significance of the z score was determined by the use of the normal 

distribution table. 

The rationale of this test applied to this study was that, if sin 

actual change did not occur between the pretest and posttest, chance 

would account for whatever changes appeared to be present. If so, about 

one-half of the changes would be in a positive direction (i.e., higher 

pretest scores than posttest scores) and the other one-half in the neg

ative direction. If an actual change had occured, either the positive 

scores would predominate or the negative ones would do so. 

This measure was used when the same group was being compared, 

when interval scaling could not be assumed, and when there was a single 

score for each individual. 

Significance Level 

The significance level selected for the statistical tests 

throughout this study was .05. This is a fairly rigorous level which 

has received rather general use in studies in education. 

Most studies concerning student teachers and also changes in 

attitudes and role perceptions have used the .05 level of significance, 

and therefore the results of this study would be readily comparable by 

the use of this level. 

Summary 

Chapter III has been used to describe the procedures, subjects, 

instruments, and statistical tests used in this study. 

The population for the study consisted of all female students 
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enrolled for student teaching during the Spring Semester 1969 at The 

University of Arizona. These individuals were administered Cattell's 

Sixteen Personality Factor Inventory, and the selection of participants 

for the study was made upon the scores obtained. Thirty students were 

selected because their scores indicated a high degree of independence 

while 30 others were selected because their scores indicated a high 

degree of subduedness. Fifteen individuals in each of the two groups 

were then assigned to high-help situations and the other 15 to low-help 

situations. In the high-help situations, the cooperating teachers were 

instructed to give their student teachers more intensive and extensive 

help than were cooperating teachers who were asked to work in the low-

help situations. 

Three instruments were used as dependent variable measures and 

were administered as a pretest battery and also again as a posttest 

battery. This battery was also administered to the cooperating teachers 

at the same time as the posttest was given to the student teachers. The 

three instruments comprising the battery were the Minnesota Teacher 

Attitude Inventory, the Fishburn Role Dimension Scale, and the Witryol 

Scale. The first and third measured attitude while the second examined 

role perception. A fourth instrument, the Situation Questionnaire was 

also administered in the posttest battery to the student teachers. An 

explanation of each of these instruments was given in this chapter. 

Four major statistical tests were used to analyze the data. The 

use of each depended upon the particular hypothesis being considered and 

the nature of the data. 



The t test was used when comparing two groups or the same group 

on two administrations of the same instrument. This was only used when 

the data was considered to be interval data. The chi square test was 

used when the data was in categories rather than single scores. It was 

used to determine the differences between two groups. The Mann-Whitney 

U test was used for discrete data when single scores were used. It was 

employed to test the difference between independent groups. The Wilcoxon 

matched-pairs signed-ranks test was used for data similar to that used 

for the Mann-Whitney U test except that it was used in cases where pre

test and posttest measures on the same individuals were being compared. 



CHAPTER IV 

RESULTS 

This study involved eight hypotheses; the first seven of these 

were similar in that each had three parts. The first part of each hypo

thesis was concerned with teacher attitudes, the second with teacher 

role perceptions, and the third with views of pupil misbehavior. In 

reality these'parts were separate hypotheses and were examined as such. 

However, they were grouped in the narrative writing in order to avoid 

extensive repetitions. The instruments used for these three parts were 

respectively: the Minnesota Teacher Attitude Inventory, the Fishburn 

Role Dimension Scale, and the Witryol Scale. The Situation Questionnaire 

was used for the eighth hypothesis which had only one part. 

» Analysis Techniques 

A number of statistical tests were employed to examine the hypo

theses. These included the t test, the chi square test, the Mann-

Whitney U test, and the Wilcoxon matched-pairs, signed-ranks test. • 

Further, the nature of the hypotheses required that various 

types of scores be used. In the first three hypotheses and also in the 

eighth raw scores were used. In the fourth difference scores were em

ployed while in the fifth, sixth, and seventh hypotheses net difference 

scores were used. 

88 



The specific use of each of these types of scores and the stat

istical tests will be included in the discussion as each of the 

hypotheses is presented and examined in the remainder of the chapter. 

Hypothesis 1 

The first hypothesis advanced in this study was: "At the begin

ning of the student teaching experience, those.student teachers 

classified as independent will differ significantly from those classi-• 

fied as subdued in the following areas: (A) attitude toward teaching in 

general; (B) perception of the relative importance of various teacher 

roles; and (C) views of specific pupil misbehavior." The null hypoth

esis of no significant difference between the groups was tested for 

each of the areas. 

Part A: Teacher Attitude 

Means and standard deviations for the subdued and independent 

groups were computed on data from the Minnesota Teacher Attitude Inven

tory. The results are shown in Table 3 which also includes the t value. 

As will be noted from this table, the independent group had a mean of 

58.97 and a standard deviation of 20.70 while the subdued group had a 

mean of 48.37 and a standard deviation of 21.^5. The significance of 

of differences between means was tested by the use of an independent t 

test. Since the F ratio of 1.068 was below the critical value of I.85, 

homgeneity of variance could be assumed and the pooled variance t test 

was used. In order to reject the null hypothesis of no difference be

tween the means at the .05 level, the obtained t value would need to 
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TABLE 3 

TEACHER ATTITUDE PRETEST MEANS 
FOR THE INDEPENDENT AND SUBDUED GROUPS 

(N=60) 

Group Number of Mean Standard t 
Cases MTAI Score Deviation Value 

Independent 30 58.97 20.70 
1.918 

Subdued 30 ^8.37 21.1*5 

exceed 2.000. As will be noted from the table, the obtained value of 

1.918 closely approached the critical value. However, since it did not 

reach this value, the null hypothelsis was not rejected. 

Further Examination of the Data. While the hypothesis could not 

be rejected at the .05 level, it could have been at the .10 level. In 

relation to the almost significant t value, it might be noted that k7% 

of the independent group scored 60 points or above while only 27% of the 

subdued group did so. (The mean for all student teachers on this inven

tory was 53.7). Thirteen percent of the independent group scored hO 

points or below while 30# of the subdued group did so. In both groups 

there was a wide range of scores which was indicated by a standard 

deviation of 21.71 points for the entire group of 60 student teachers. 

Part B: Teacher Role Perception 

Data for this part of the hypothesis were obtained from the pre

test administration of the Fishburn Role Dimension Scale. In order to 

determine if there were significant differences which existed initially 
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TABLE k 

ROLE PERCEPTION PRETEST RESPONSE TOTAIS 
FOR THE INDEPENDENT AND SUBDUED GROUPS 

(N=60) 

Group Number Categories 
of Direc- Coun- Medi- Member Link Profes 

Cases tor selor ator of a with sional 
School Comm. 

Indepen
dent 30 1^9 10*f 15^ 80 72 40 

6.768 
Subdued 30 165 92 153 58 88 kj 

a Director of Learning, Counseling and Guidance, Mediator of Culture, 
Member of a School Community, Link Between School and Community, and 
Member of a Profession. 

between the response totals of the independent and subdued groups, a 

2x6 chi square test was used to examine the responses of the groups to 

each of the categories. The information concerning this test is given 

in Table k. As can be seen from the table, the chi square value obtain

ed was 6.768 which was well below the criterion value of 11.070. Since 

the obtained value was lower, the null hypothesis was not rejected. It 

was concluded that sufficient evidence was not present to state that the 

two groups were actually different in their role perceptions. 

Further Examination of the Data. The observed difference, 

while not statistically significant, was moderately large. In examining 

the categories, it was noted that the largest difference occurred in the 

category termed "Member of a School Community." The independent group 

responded to this category more often than did the subdued group. 

Chi 
Square 
Value 



A 2 x 2 chi square test used to examine this category alone showed that 

the difference in ratings between these two groups was significant at 

the .05 level. 

Part C: Views of Pupil Misbehavior 

Data for this part of the hypothesis was obtained from the pre

test of the Witryol Scale. The procedure used was essentially the same 

as was used in determining differences between the independent and sub

dued groups in their response totals to the various categories of teach

er roles. The test used to compare the two groups was a 2 x 10 chi 

square measure. Table 5 contains the totals for each of the categories 

as well as the chi square value. As will be noted, the obtained chi 

square value of 17.373 was greater than the criterion value of 16.919. 

The null hypothesis was therefore rejected. The results of this phase 

of the study indicated that independent students do view various aspects 

of pupil behavior differently than do subdued student teachers. 

Further Examination of the Data. The areas of most marked dif

ferences between the independent and subdued groups in their rating of 

various categories was found to be: "Talking," which the subdued group 

responded to more frequently than did the independent group; "Chew Gum" 

which was responded to more often by the independent group; and "Dis

obeys Teachers and School Rules," which was responded to more frequently 

by the subdued group. The difference between the groups in these cate

gories were found to be significant when each category was examined sep

arately using 2x2 chi square tests. 



TABLE 5 

PRETEST RESPONSE TOTALS FOR THE INDEPENDENT AND SUBDUED GROUPS 
CONCERNING THEIR VIEWS OF PUPIL MISBEHAVIOR 

(N=60) 

Group Number Categories a Chi 
of Poor Dis Talk Rude Chew Dis Dis Inat Fight Un Square 

Cases Work turb ing Gum honest obey tention tidy Value 

Independent 30 116 187 62 185 51 2ko 163 109 189 37 
17.373* 

Subdued 30 108 l8*t. 89 166 31 2^7 208 99 179 36 

* Significant at .05 level 

Do Poor Work, Disturb and Annoy Others, Talking, Chew Gum, Be Rude, Be Dishonest, Disobey 
Teachers and School Rules, Doesn't Pay Attention, Fight, Be Disagreeable, and Be Untidy. 

vO 
VjJ 
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Summary of the Results of Hypothesis 1 

It was hypothesized that independent students would be different 

from subdued students in their attitudes, role perceptions, and views of 

pupil misbehavior. In the area of attitudes, the results of the statis

tical test closely approached but did not reach, significance. No 

significant difference was noted between the two groups in their percep

tion of the teacher roles. However, a significant difference was found 

in terms of how the groups viewed the pupil misbehaviors under consider

ation in this study. In both the role perception area and in the views 

of piipil misbehaviors, significant differences were found in some of the 

categories under consideration when these categories were analyzed sep

arately. 

Hypothesis 2 

The second hypothesis in this study was, "At the conclusion of 

the student teaching experience, those student teachers classified as 

independent will differ significantly from those classified as subdued 

in the following areas: (A) attitude toward teaching in general; (B) 

perception of the relative importance of various teacher roles; and 

(C) views of specific pupil misbehavior." The null hypothesis of no 

significant difference between the groups in these areas was statistic

ally tested. 

Part A: Teacher Attitude 

Data for this part of the hypothesis were obtained from the 

posttest administration of the Minnesota Teacher Attitude Inventory. 
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TABLE 6 

TEACHER ATTITUDE POSTTEST MEANS 
FOR THE INDEPENDENT AND SUBDUED GROUPS 

(N=60) 

Group Number of Mean Standard t 
Cases MTAI Score Deviation Value 

Independent 30 49.10 29.60 
0.298 

Subdued 30 47.00 23.83 

The means and standard deviations for the independent and subdued groups 

are shown in Table 6. As will be noted, the posttest mean for the 

independent group was 49-10 and the posttest mean for the subdued group 

was 4-7.00. The standard deviation for the independent group was 29.60 

while that for the subdued group was 23.83. Homogeneity of variance was 

assumed since the F value was below the criterion value, and the pooled 

variance model of the t test was used to test the difference between 

these means. The t value obtained was 0.298 which was well below the 

criterion value of 2.000 and so the null hypothesis was not rejected. 

The results of this part of the study do not indicate that independent 

students held terminal attitudes toward teaching which differed from 

those held by subdued student teachers. 

Further Examination of the Data. Only 2.10 points separated the 

means of the two groups on the posttest. This much difference could 

very likely occur by chance. In comparing these means with the ones ob

tained on the pretest, it was noted that both groups had lower posttest 
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TABLE 7 

TEACHER ATTITUDE INVENTORY DIFFERENCES 
BETWEEN PRETEST AND POSTTEST MEANS 

FOR THE INDEPENDENT, SUBDUED, AND TOTAL GROUPS 

Group Number of 
Cases 

Pretest 
Mean 

Posttest 
Mean 

t 
Value 

Independent 30 58.97 49.10 2.386* 

Subdued 30 48.37 47.00 0.331 

Total 60 53.67 48.05 1.960 

* significant at the .05 level 

scores than pretest scores. Also, the variances for both groups in

creased. 

As a further analysis of these measures, correlated t tests were 

used to compare the pretest with the posttest scores for the independent 

group, the subdued group, and also for all of the student teachers com

bined. The results are given in Table 7« As will be noted, the t value 

for the subdued group was 0.331 indicating a rather insignificant change 

from pretest to posttest. The t value for the independent group, how

ever, v/as 2.386 which is significant at the .05 level and is indicative 

that an actual change in attitudes occurred in this group during the 

student teaching experience. For the total 60 student teachers the pre

test mean was 53-67 and the posttest mean was 48.05. The t test measure 

yielded a value of I.96O which very closely approximated the criterion 

value of 2.000 needed for significance at the .05 level. 
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TABLE 8 

ROLE PERCEPTION POSTTEST RESPONSE TOTALS 
FOR THE INDEPENDENT AND SUBDUED GROUPS 

(N=6o) 

Group Number Categories 
of Direc- Coun- Medi- Member Link Profes 

Cases tor selor ator of a with sional 
School Comm. 

Indepen
dent 30 163 109 1^9 66 79 35 

4.821 
Subdued 30 171 96 151 56 76 51 

Director of Learning, Counseling and Guidance, Mediator of Culture, 
Member of a School Community, Link Between School and Community, and 
Member of a Profession. 

It was interesting to note that 30 individuals had higher pre

test scores than posttest scores; 21 had the opposite; and the scores of 

nine did not change (i.e., a change of less than four points was defined 

as "no change"). Also a number of individuals did make rather large 

changes. The average change for all 60 student teachers was 17.8 points. 

Part B: Teacher Role Perception 

Data for this part of the hypothesis were obtained from the 

posttest response totals of the student teachers on the Fishburn Role 

Dimension Scale. As with the first hypothesis, a 2 x 6 chi square test 

was used to determine if there were significant differences between the 

teacher role perceptions of the independent group and those of the sub

dued group at the conclusion of the student teaching experience. The 

results are given in Table 8 where it shows that the chi square value 

Chi 
Square 
Value 
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TABLE 9 

ROLE PERCEPTION RESPONSE TOTALS FOR PRETEST AND POSTTEST 
MEASURES OF THE INDEPENDENT, SUBDUED, AND TOTAL GROUPS 

Group and 
Administration 

Number 
of 

Cases 

Categories a Group and 
Administration 

Number 
of 

Cases 
Direc
tor 

Coun
selor 

Medi
ator 

Member 
of a 

School 

Link 
with 
Comm. 

Profes
sional 

Independent 
Pretest 30 1^9 10k 80 72 bo 
Posttest 30 163 109 lk9 66 79 35 

Subdued 
Pretest 30 165 92 153 58 88 bj> 
Posttest 30 171 96 151 56 76 51 

Total Group • 

Pretest 60 31^ 196 307 138 160 83 
Posttest 60 33^ 305 300 122 155 86 

fi 
Director of Learning, Counseling and Guidance, Mediator of Culture, 
Member of a School Community, Link Between School and Community, and 
Member of a Profession. 

obtained was ^.821. Since this was below the criterion value of 11.071, 

the null hypothesis was not rejected. It cannot be said from the results 

of this study that independent student teachers have final teacher role 

perceptions which differ from those held by subdued student teachers. 

Further Examination of the Data. It was noted that the chi 

square value of ̂ .821 obtained in the posttest examination was somewhat 

smaller than the 6.768 obtained in the pretest computation. 

Two by two chi square measures on each of the separate categories 

did not reveal any significant differences between the groups on their 

views of the relative importance of each of these roles. 
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An appropriate statistical test could not be located to deter

mine if changes had taken place for individuals between pretest and 

posttest with this categorical type of data. However, the total re-

sponses in each category for the pretest and the posttest are presented 

in Table 9 for the independent, the subdued, and the total groups of 

student teachers. In each case, the pretest and posttest responses 

seem to be quite similar. 

Part C: Views of Pupil Misbehavior 

The data for this part of the hypothesis were obtained from the 

posttest roaponse totals of the student teachers on the Witryol Scale. 

The response totals for the independent and the subdued groups are 

shown in Table 10. The 2 x 10 chi square measure used to test the dif

ference between the groups yielded a value of 2.331. This was much 

lower than the criterion value of 16.919, and the hypothesis Was not 

rejected. It cannot be said as a result of this study that the terminal 

views of pupil misbehavior held by the independent group differed from 

the terminal views held by the subdued group. 

Further Examination of the Data. The category termed "Be Dis

honest" was responded to more frequently than any other category by both 

groups on the pretest and also the posttest. "Be Untidy" was responded 

to less frequently than any other category by the independent group on 

both the pretest and posttest. The subdued groups responded to "Chews 

Gum" less than any other category in both the pretest and the posttest. 



TABLE 10 

P0STTE3T RESPONSE TOTALS FOR THE INDEPENDENT AND SUBDUED GROUPS 
CONCERNING THEIR VIEWS OF PUPIL MISBEHAVIOR 

(N=60) 

Group Number Categories Chi 
of 

Cases 
Poor 
Work 

Dis
turb 

Talk
ing 

Rude Chew 
Gum 

Dis
honest 

Dis
obey 

Inat
tention 

Fight Un
tidy 

Square 
Value 

Independent 30 112 202 93 175 2k 229 191 118 183 23 
2.331 

Subdued 30 120 201 91 155 2k 232 197 117 185 29 

Do Poor Work, Disturb and Annoy Others, Talking, Chew Gum, Be Rude, Be Dishonest, Disobey 
Teachers and School Rules, Doesn't Pay Attention, Fight, Be Disagreeable, and Be Untidy. 

H 
o 
o 
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The posttest differences between the two groups appeared very 

negligible. It will be remembered that the pretest difference between 

the groups was significant, and it would be interesting to determine if 

a significant change had occurred in one or both groups to make them be

come more similar. Unfortunately, an appropriate statistical test could 

not be located for this type of data. The total responses, however, are 

presented in Table 11. Rather large differences between pretest re

sponse totals and posttest response totals for the independent group 

were noted in the following categories: "Chews Gum" which had fewer 

posttest responses; "Be Untidy" which also had fewer posttest responses; 

and "Disobeys Teachers and School Rules" which had more responses in the 

posttest. 

The subdued group did not appear to have differences of the mag

nitude obtained by the independent group. When all 60 student teachers' 

scores were combined, large differences in response totals were again 

noted in some categories. The areas of greatest difference appeared to 

be in the following categories: "Chew Gum and "Be Untidy" which had 

fewer responses in the posttest and "Talking" and "Doesn't pay Attention" 

which had more responses in the posttest. 

Summary of the Results of Hypothesis 2 

It was hypothesized that independent student teachers would be 

significantly different from subdued student teachers in their terminal 

teacher attitudes, teacher role perceptions, and views of pupil misbe

haviors. In none of these areas, however, was a significant difference 

observed between the two groups. 



TABLE 11 

RESPONSE TOTALS FOR PRETEST AND FOSTTEST MEASURES 
OF THE INDEPENDENT, SUBDUED, AND TOTAL GROUPS 
CONCERNING THEIR VIEWS OF PUPIL MISBEHAVIOR 

(N=6Q) 

3. 
Group Number Categories 

of 
Cases 

Poor 
Work 

Dis
turb 

Talk
ing 

Rude Chew 
Gum 

Dis
honest 

Dis
obey 

Inat
tention 

Fight Un
tidy 

Independent 
Pretest 
Posttest 

30 
30 

116 
112 

187 
202 

62 

93 
185 
175 

51 
2b 

240 
229 

163 
191 

109 
118 

189 
183 

37 
23 

Subdued 
Pretest 
Posttest 

30 
30 

108 
120 

184 
201 

89 
91 

166 
155 

31 
2k 

247 
232 

208 

197 
99 
117 

179 
185 

36 
29 

Total 
Pretest 
Posttest 

6o 
6o 

224 
232 

371 
403 

151 
184 

351 
330 

82 
48 

487 
461 

371 
388 

208 

235 
368 
368 

73 
52 

3 
Do Poor Work, Disturb and Annoy Others, Talking, Chew Gum, Be Rude, Be Dishonest, Dis
obey Teachers and School Rules, Doesn't Pay Attention, Fight, Be Disagreeable, and Be 
Untidy. 
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When differences from pretest to posttest were examined for the 

groups in the area of teacher attitude, it was found that the subdued 

group did not make a significant change but the independent group did 

make a change of this magnitude. 

In the other two areas—teacher role perception and views of 

pupil misbehavior—an appropriate statistical test could not be located 

to determine if significant changes took place. However, it was noted 

that the independent group had some rather large differences between 

pretest and posttest response totals in the various categories of pupil 

misbehavior. The subdued group did not indicate differences of the same 

magnitude. Neither the subdued group nor the independent group showed 

substantial differences between pretest and posttest response totals in 

the area of teacher role perception. 

The differences between the independent and the subdued groups 

were larger at pretest than at posttest. This was true in each of the 

three areas—attitude, role perception, and views of pupil misbehavior. 

In Table 12 are given the statistical values which were reported in 

earlier tables for comparisons between the independent and the subdued 

groups. In the area of teacher attitude, the statistical values are 

from t tests. It was observed that the _t value for the pretest compar

ison of the independent group versus the subdued group approached 

significance. 

The values for role perception and views of misbehavior are from 

chi square tests. The pretest comparison of the views of pupil misbe

havior of the two groups yielded a chi square value of 17.370 which was 
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TABLE 12 

COMPARISON OF PRETEST WITH POSTTEST STATISTICAL VALUES 
OBTAINED IN TESTING THE DIFFERENCE BETWEEN THE 
INDEPENDENT AND THE SUBDUED GROUPS IN EACH AREA 

Area Pretest Value Posttest Value 

Views of Misbehavior 

Role Perception 

Attitude 1.9l8a 

6.768b 

b* 
17.370° 

0.298a 

if.821b 

2.331b 

* Significant at the .05 level 
a Reported in t values 
Reported in chi square values 

significant at the .05 level. In none of the three areas were the post-

test statistical values significant. 

the student teaching experience, those student teachers placed in high-

help situations will differ significantly from those student teachers 

placed in low-help situations in the following areas: (A) attitude to

ward teaching in general; (B) perception of the relative importance of 

various teacher roles; and (C) views of specific pupil misbehavior." 

The null hypothesis of no significant differences between the groups was 

statistically tested. 

Hypothesis 3 

The third hypothesis of this study was, "At the conclusion of 

Part A: Teacher Attitude 

As will be observed from Table 13i when all students placed in 
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TABLE 13 

TEACHER ATTITUDE POSTTEST MEANS 
FOR THE HIGH-HELP AND LOW-HELP GROUPS 

(N=60) 

Group Number of Mean Standard t 
Cases MTAI Score Deviation Value 

Independent 30 46.67 28.91 
0.392 

Subdued 30 49.43 24.62 

high-help situations were grouped together, their mean on the attitude 

measure was 46.67 while those placed in low-help situations had a mean 

of 49.43. The standard deviations were 28.91 and 24.62 respectively. A 

t test was utilized to determine if a significant difference existed be

tween these groups. The F ratio was small enough that homogeneity of 

variance could be assumed and therefore the pooled variance model of the 

independent t test was utilized. The computation yielded a t value of 

0.392. This was well below the criterion value of 2.000, and the null 

hypothesis was not rejected. The results of this phase of the study did 

not indicate that those student teachers placed in high-help situations 

differed appreciably in teacher attitude from those placed in low-help 

situations. 

Further Examination of the Data. Since a question could have 

been raised concerning the possibility that, through chance assignment, 

the groups may have initially been different, a correlated t test was 

computed to test the significance of a difference at the outset of the 



106 

study. The pretest mean for the high-help group was 52.50 and that of 

the low-help group was 5^«83. The resulting t value of 0.*tl0 indicated 

that the groups were not significantly different at the beginning of the 

student teaching experience. 

In order to determine if either or both of these groups had 

changed significantly from the pretest to the posttest, correlated t 

tests were utilized. The results are presented in Table lk. The high-

help group had a pretest mean of 52.50 and a posttest mean of ^6.67 

which yielded a t value of 1.500. The low-help group had a pretest mean 

of 5^.83 and a posttest mean of and the t value obtained was 

1.508. In neither group was the change large enough to be considered 

significant. 

In a further examination, each of the four small groups (inde

pendent high-help, independent low-help, subdued high-help, and subdued 

low-help) was studied to determine the amount and direction of change 

from pretest to posttest. The results are recorded in Table 15. The t 

values were as follows: independent high-help group, 3»203; independent 

low-help group, 0.330; subdued high-help group, I.O98; and the subdued 

low-help group, 1.933* The criterion t value is 2.1^5 at the .05 level. 

As will be noted, three of the groups had lower posttest means than pre

test means. With the independent high-help group the change was signi

ficant at the .05 level (and also at the .01 level). The subdued low-

help group approached significance; the subdued high-help group had less 

change; the independent low-help group showed very little change from 

pretest to posttest on this instrument. 
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TABLE 14 

TEACHER ATTITUDE CHANGES IN MEANS 
FROM PRETEST TO POSTTEST 

FOR THE HIGH-HELP AND LOW-HELP GROUPS 

(N=60) 

Group Number of 
Cases 

Pretest 
Mean 

Posttest 
Mean 

t 
Value 

High-help 30 52.50 46.67 1.500 

Low-help 30 54.83 49.43 1.508 

TABLE 15 

TEACHER ATTITUDE CHANGES IN MEANS 
FROM PRETEST TO POSTTEST 

FOR THE FOUR GROUPS 

(N=60) 

Group Number of 
Cases 

Pretest 
Mean 

Posttest 
Mean 

t 
Value 

Independent high-help 15 56.80 38.67 3.203* 

Independent low-help 15 61.13 59.33 0.330 

Subdued high-help 15 48.53 54.47 1.098 

Subdued low-help 15 48.20 39.53 1.933 

* Significant at the .05 level (and .01 level) 
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TABLE 16 

ROLE PERCEPTION POSTTEST RESPONSE TOTALS 
FOR THE HIGH-HELP AND LOW-HELP GROUPS 

(N=60) 

£ 
Group Number Categories Chi 

of Direc- Coun- Medi- Member Link Profes- Square 
Cases tor selor ator of a with sional Value 

School Comm. 

High-help 30 166 102 ikk 63 8l k6 
1.402 

Low-help 30 168 103 156 59 7^ *+0 

a Director of Learning, Counseling and Guidance, Mediator of Culture, 
Member of a School Community, Link Between School and Community, and 
Member of a Profession. 

Part B: Teacher Role Perception 

A 2 x 6 chi square test on response totals was used to examine 

the differences between the high-help group and the low-help group in 

their teacher role perceptions. The totals for each of the categories 

and the resulting chi square values are presented in Table 16. As will 

be observed from the table, the chi square value obtained was l.b02 and 

can be compared with the criterion value of 11.071. The obtained value 

was much smaller, and the null hypothesis was not rejected. It cannot 

be said, from the results of this phase of the study, that students who 

have worked in a high-help situation differ in their terminal teacher 

role perceptions from those who have worked in low-help situations. 

Further Examination of the Data. The scores for the two groups 

were similar for each of the categories. The use of 2 x 2 chi square 

tests did not reveal any significant differences in the way the two 
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groups responded to any of the categories when these were each examined 

separately. 

As a check to see if there were chance differences in the groups 

when initially assigned, a chi square test was computed. This yielded 

a chi square value of 2.319 which was far from significant. It was 

therefore concluded that appreciable differences did not exist between 

the two groups in their role perceptions either before or after student 

teaching. 

An appropriate statistical test could not be located to deter

mine if changes had taken place between pretest and posttest with the 

data from the role perception instrument. However, the response totals 

for the pretest and the posttest are presented in Table 17 for the 

TABLE 17 

ROLE PERCEPTION RESPONSE TOTALS FOR PRETEST AND POSTTEST 
MEASURES OF THE HIGH-HELP AND LOW-HELP GROUPS 

Group and Number Categories 
Administration of 

Cases 
Direc
tor 

Coun
selor 

Medi
ator 

Member 
of a 
School 

Link 
with 
Comm. 

Profes
sional 

High-help 
Pretest 30 155 lÔ f 158 66 7k k2 
Posttest 30 166 102 lkk 63 81 kS 

Low-help 
Pretest 30 159 92 Iks 72 86 kl 
Posttest 30 168 103 156 59 7k ko 

£ 
Director of Learning, Counseling and Guidance, Mediator of Culture, 
Member of a School Community, Link Between School and Community, and 
Member of a Profession. 
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high-help, the low-help, and the total group of student teachers. As 

will be noted, the pretest and posttest response totals appear to be 

quite similar for each of the groups. Further, each of the four small 

groups—independent high-help, independent low-help, subdued high-help, 

and subdued low-help—appeared to have pretest response totals very sim

ilar to posttest response totals. 

Part C: Views of Pupil Misbehavior 

In testing this part of the third hypothesis, a 2 x 10 chi square 

test was used to compare the response totals of the high-help group in 

the various categories with those of the low-help group. The total 

responses for each of the groups and the resulting chi square values are 

presented in Table 18. As will be seen from this table, a chi square 

value of 8.631 was obtained. This is rather small when compared with 

the criterion value of l6.919i and consequently the null hypothesis was 

not rejected. It cannot be said, upon the basis of these results, that 

students who worked in high-help situations differed appreciably in 

their terminal views of pupil misbehavior from those who worked in low-

help situations. 

Further Examination of the Data. Although the overall differ

ences in views held by the two groups were not statistically significant, 

there were some areas in which fairly large differences were noted. The 

two largest were "Talking" which the low-help group responded to more 

frequently than did the high-help group and "Be Dishonest" which the 

high-help group responded to more frequently than did the low-help 



TABLE 18 

POSTTEST RESPONSE TOTALS FOR THE HIGH-HELP AND THE LOW-HELP GROUPS 
CONCERNING THEIR VIEWS OF PUPIL MISBEHAVIOR 

(N=60) 

Group Number Categories a Chi 
of Poor Dis Talk Rude Chew Dis Dis Inat Fight Un Square 

Cases V/ork turb ing Gum honest obey tention tidy Value 

Independent 30 12k 195 81 166 23 2kl 202 113 176 30 
8.631 

Subdued 30 108 208 103 l6k 25 220 186 122 192 22 

Do Poor Work, Disturb and Annoy Others, Talking, Chew Gum, Be Rude, Be Dishonest, Disobey 
Teachers and School Rules, Doesn't Pay Attention, Fight, Be Disagreeable, and Be Untidy. 

M 
M 
M 
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group. The differences between the groups on these individual categor

ies were tested using 2x2 chi square tests. The difference between 

the groups concerning "Talking" was not significant at the .05 level 

(but would have been at the .10 level). The difference concerning "Be 

Dishonest" was significant at the .05 level. 

To see if there were chance differences in the groups concerning 

their views of pupil misbehavior when initially assigned, a chi square 

test was computed for this possibility. The resultant value of 10.785 

was not found to be significant. 

An appropriate statistical test could not be located to deter

mine if changes had taken place between pretest and posttest for the 

high-help and low-help groups with this type of data. However, the re

sponse totals for these groups are presented in Table 19- The data 

presented in this table reveals that the low-help group had some fairly 

large differences between their pretest and posttest response totals. 

The high-help group did not indicate differences of this magnitude. In 

the case of the low-help group, the categories in which the largest 

differences were noted were "Be Untidy" and "Chew Gum" which dropped in 

total responses and "Doesn't Pay Attention" which gained in total re

sponses from pretest to posttest. 

The four small groups—independent high-help, independent low-

help, subdued high-help, and subdued low-help— also showed variation in 

the differences between pretest and posttest responses. The subdued 

low-help group appeared to have the most differences between pretest and 

posttest while the subdued high-help had the least differences. 



TABLE 19 

RESPONSE TOTALS FOR PRETEST AND POSTTEST MEASURES 
OF THE HIGH-HELP AND LOW-HELP GROUPS 

CONCERNING THEIR VIEWS OF PUPIL MISBEHAVIOR 

(N=6Q) 

Group Number Categories a 

of Poor Dis Talk Rude Chew Dis Dis Inat Fight Un
Cases Work turb ing Gum honest obey tention tidy 

High-help 
Pretest 30 12k 180 65 165 39 253 195 110 l8*f 32 
Posttest 30 12k 195 81 166 23 2^1 202 113 176 30 

Low-help 
Pretest 30 100 191 86 186 k3 23^ 176 98 iSk 41 
Posttest 30 108 208 103 l6*f 25 220 186 122 192 22 

a Do Poor Work, Disturb and Annoy Others, Talking, Chew Gum, Be Rude, Be Dishonest, Dis
obey Teachers and School Rules, Doesn't Pay Attention, Fight, Be Disagreeable, and Be 
Untidy. 
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Summary of the Results of Hypothesis 3 

It was hypothesized that students placed in high-help situations 

would differ from those placed in low-help situations in their terminal 

attitudes, role perceptions, and views of pupil misbehavior. The re

sults, however, did not show significance in any of the three areas. 

A check was made to see if, by chance assignment, the groups 

differed in any or all of these sireas at the beginning of the experience. 

No significant differences were found between the low-help and the high-

help groups on any of the measures at the beginning of the experiment. 

Pretest and posttest scores in the area of teacher attitude were 

compared to determine if changes occurred in either or both groups dur

ing the experience. No such changes were found. Because of the nature 

of the data used in the other two areas—teacher role perception and 

views of pupil misbehavior—an appropriate statistical test could not be 

located to determine if a significant change took place. There appeared, 

however, to be little difference between pretest and posttest response 

totals for either group in the area of role perception. The low-help 

group did have fairly sizeable differences in some categories of the 

instrument concerned with views of pupil misbehavior. 

In looking at the changes made by the four small groups—inde

pendent high-help, independent low-help, subdued high-help, and subdued 

low-help—in the area of teacher attitude, only the independent high-

help group changed significantly from pretest to posttest. Another 

group, the subdued low-help group, approached significance. 

In the area of teacher role perception and views of pupil mis

behavior an appropriate statistical test could not be located to 
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TABLE 20 

COMPARISON OF PRETEST WITH POSTTEST STATISTICAL VALUES 
OBTAINED IN TESTING THE DIFFERENCE BETWEEN THE 
HIGH-HELP AND THE LOW-HELP GROUPS IN EACH AREA 

Area Pretest Value Posttest Value 

Attitude 0.4l0a 0.392a 

Role Perception 2.319^ 1.402^ 

Views of Misbehavior 10.785^ 8.631!° 

g 
k Reported in t^ values 

Reported in chi square values 

determine if changes took place between the groups. However, very little 

differences were observed between pretest and posttest responses for any 

of the groups. In the area of views of pupil misbehavior one group, 

subdued low-help, had some rather large differences between pretest and 

posttest responses in some of the categories. 

Finally, it was noted that the differences between the high-help 

and the low-help groups were larger at pretest than at posttest. This 

was true in each of the three areas—attitude, role perception, and 

views of pupil misbehavior. In Table 20 are given the statistical values 

which were reported in earlier tables for comparisons between the high-

help and the low-help groups. In the area of teacher attitude, the 

statistical values are from t tests; in the other two areas they are 

from chi square tests. It should be noted that none of these statisti

cal values reached significance. 
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Hypothesis U 

The fourth hypothesis considered was: "At the conclusion of the 

study, the student teachers will have made significant gains in becoming 

more like their cooperating teachers in the areas of: (A) attitude to

ward teaching in general; (B) perception of the relative importance of 

various teacher roles; and (C) views of specific pupil misbehavior." 

The directional hypothesis that posttest difference scores would be 

smaller than pretest difference scores was tested. 

Part A: Teacher Attitude 

In testing this hypothesis, difference scores were computed for 

each pair of individuals by finding the difference between the student 

teacher's pretest score and the cooperating teacher's score and also be

tween the student teacher's posttest score and her cooperating teacher's 

score. (It should be remembered that both pretest and posttest measure

ments were obtained from the student teachers but only one measurement 

was obtained from cooperating teachers. This measurement was made at 

approximately the same time as the posttest was given to the student 

teachers.) 

The means for the difference scores (X̂ ) were computed as 

were the posttest difference means (X̂ ). These are presented in 

Table 21 where it will be noted that the pretest difference mean was 

3̂ .73 and the posttest difference scores was 36.13. Since the mean of 

the posttest was larger, there appeared to be more difference at the 

conclusion of the experiment than at the beginning. This was counter to 

the hypothesized direction and so the hypothesis was not accepted. 
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TABLE 21 

TEACHER ATTITUDE PRETEST DIFFERENCE MEANS 
COMPARED WITH POSTTEST DIFFERENCE MEANS 

FOR ALL STUDENT TEACHERS 

(N=6Q) 

Measure Number of Cases Mean Difference 
Score 

Pretest 60 3^ 73 

Posttest 60 36.13 

The results of this phase of the study did not support the hypothesis 

that student teachers become more like their individual cooperating 

teachers. This was apparent from an observation of the data, and no 

statistical test was employed. 

Further Examination of the Data. The movement of the student 

teachers in their teacher attitudes appeared to be in the opposite di

rection from the one hypothesized. A t test was employed to determine 

if this observed difference between the means of the pretest and post-

test difference scores was statistically significant. Since this 

testing involved repeated measures for the same individuals, the corre

lated t test model was used. The t value obtained was 0.5^8 which was 

below the criterion 2.000 value needed for significance. It was con

cluded that there was not a significant movement of the students either 

toward or away from the cooperating teachers in their attitudes toward 

teaching. 
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Type Aa Type Bb 

X X 

c c 

X X 

Pre- Coop- Post- Pre- Coop- Post-
test erating test test erating test 
score teacher score score teacher score 

score score 

Pretest is above cooperating teacher's score; posttest, 
, below. 

Pretest is below cooperating teacher's score; posttest, 
above. 

Fig. 10. Examples of the Two Types of Crossovers in 
Pretest to Posttest Measures. 

Of the 60 student teachers, 23 moved toward the attitude of their 

individual cooperating teachers, 23 moved away, nine made no movement, 

and five "crossed over." A cross-over, according to the writer's defi

nition, could occur in either of two ways. In the first, the student 

teacher's pretest score is above the cooperating teacher's score but the 

posttest score is below it (see A in Figure 10). In the second, the 

student teacher's pretest score is below the cooperating teacher's score 

but the posttest score is above it (see B in Figure 10). Three indivi

duals who had crossover scores had pretest scores higher than posttest 

scores (type A), and two had higher posttest scores (type B). 

Four of the five individuals had pretest difference scores larg

er than posttest difference scores. This was defined as a move toward 
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the cooperating teacher, and under this definition, 26 of the student 

teachers moved toward the cooperating teacher, 2k moved away, and 10 re

mained unchanged. 

A further inspection of the movement of student teachers utili

zed the following four categories: Moved closer; moved away; crossed 

over; and no change. An inspection of the data seemed to indicate that 

no large differences existed in the types of movement when the following 

groups were compared: independent student teachers vs. subdued student 

teachers; high-help group vs. low-help group; those working with low 

scoring cooperating teachers vs. those working with high scoring cooper

ating teachers; and low scoring student teachers vs. high scoring 

student teachers. Unfortunately, because of the small numbers in some 

of the categories, no appropriate statistical test seemed to be avail

able. The tabulation of these scores, however, is shown in Appendix G. 

An additional examination of the data was made in the instances 

where the cooperating teacher had a low teacher attitude score. Specif

ically, an examination was made of the scores of student teachers who 

worked with cooperating teachers scoring at least .70 standard devia

tions below the mean of 62.1 obtained by the 60 cooperating teachers. 

There were 14 cooperating teachers who scored below this point. Of the 

group of student teachers who worked with these particular cooperating 

teachers, nine moved toward the scores obtained by their individual 

cooperating teachers, four moved away, and one remained unchanged. Fur

ther, the fourteen student teachers had an average net gain of 9»l4 

points toward the cooperating teachers while the average net gain for 

the total 60 student teachers was -1.4 points. 
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TABLE 22 

COMPARISON OF THE STUDENT TEACHER GROUP'S MEANS 
WITH THE COOPERATING TEACHER GROUPS' MEAN 

IN THE AREA OF TEACHER ATTITUDE 

(N=120) 

Measure Number of Mean t 
Cases Score Value 

Pretest for student 
teachers 60 53*67 

1.715 
Cooperating 
teachers 60 62.10 

2.620* 
Posttest for student 
teachers 60 48.05 

* Significant at the i05 level (also .02 level) 

Finally, two questions might be asked: Were the student teach

ers as a group different initially in their teacher attitudes from the 

cooperating teachers as a group, and did they either become more like 

cooperating teachers as a group or less like them during the course of 

the student teaching experience? These questions were considered by 

comparing the means of the groups using t test measures, and the results 

are presented in Table 22. The mean score for the cooperating teachers 

was 62.10; for the student teachers' pretest, 53-67; and for the student 

teachers' posttest, 48.05. (It should be remembered that cooperating 

teachers were tested only once.) The t test value for the difference 

between the cooperating teachers' mean score and the pretest mean score 

of the student teachers was 1.715 and approached significance. The t 

test value for the difference between the cooperating teachers' mean 
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score and the student teachers' posttest mean score was 2.620 which was 

significant at' the .05 level (and also at the .02 level). As was men

tioned in an earlier section, the t test utilized to examine the 

difference between the pretest and posttest means of the student teach

ers yielded a value of 1.960 which closely approached significance at 

the .05 level. Although the results of this study were not sufficient 

to show that student teachers, as a group, differed initially from coop

erating teachers as a group in their teacher attitudes, the fairly large 

observed difference between these groups would suggest that further 

study be undertaken before concluding that the students and cooperating 

teachers were initially alike in their teacher attitudes. 

The evidence of this examination indicated that by the conclu

sion of the experience, the student teachers did differ from the 

cooperating teachers in their attitude toward teaching. The student 

teacher group's posttest mean was lower than the pretest mean, and both 

were lower than the cooperating teacher group's mean although only the 

posttest mean was significantly so. 

Part B: Teacher Role Perception 

To analyze role perceptions in this hypothesis, a pretest differ

ence score was obtained for each student teacher using her pretest and 

posttest responses and the responses of her cooperating teacher on the 

Fishburn scale. The pretest difference score was computed by finding 

the absolute difference between the student teacher's pretest responses 

and her cooperating teacher's responses in the various categories of the 

instrument and then computing the sum (see Table 23 for a sample 
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TABLE 23 

SAMPLE OF THE COMPUTATION OF A PRETEST DIFFERENCE SCORE 
FOR ONE INDIVIDUAL 

(N=l) 

Scores Used Categories Pretest 
Direc
tor 

Coun
selor 

Medi
ator 

Member 
of a 

School 

Link 
with 
Comm. 

Profes
sional 

Differ
ence 

Score 

Pretest 2 2 8 3 k 1 -

Cooperating 
Teacher 5 1 8 5 1 0 -

Difference 3 1 0 . 2 3 1 10 

Director of Learning, Counseling and Guidance, Mediator of Culture, 
Member of a School Community, Link Between School and Community, and 
Member of a Profession. 

computation.) In the same way, the posttest difference score was ob

tained by computing the difference between each student teacher's post-

test responses and her cooperating teacher's responses, and the these 

were totaled. These difference scores were absolute values since of 

concern here was the magnitude of the difference between the responses 

of the two individuals rather than which one had the more responses for 

a given category. 

In order to compare the change from pretest to posttest, the 

pretest difference and the posttest difference scores were totaled. 

These results are presented in Table 2*f. The total for the pretest 

difference scores was 506 while that for the posttest difference score 

was b8^. This indicated a movement of the student teachers toward the 

perceptions of their individual cooperating teachers, and a Wilcoxon 

l 
i 
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TABLE 2k 

ROLE PERCEPTION PRETEST DIFFERENCE SCORES 
COMPARED WITH POSTTEST DIFFERENCE SCORES 

FOR ALL STUDENT TEACHERS 

(N=6Q) 

Measure Number 
of 

Cases 

Sum of Xda 

Scores 
Sum of + 
Score 
Ranks 

Sum of -
Score 
Ranks 

z 
Value 

Pretest 60 506 
610 450 -0.989 

Posttest 60 k85 

Net difference scores 

matched-pairs signed-ranks test was used to determine if the observed 

change was significant. As will be noted in Table 2k, the resulting z 

score was-0.989. This was not large enough to be considered significant. 

It was concluded that there was not sufficient evidence to state that 

the student teachers actually became more like their cooperating teach

ers in the areas of teacher role perception. 

Further Examination of the Data. The Wilcoxon test did not in

dicate that student teachers become more like their individual cooperat

ing teachers. However, the following questions might be raised: Do 

student teachers as a group differ significantly from cooperating teach

ers as a group before the beginning of student teaching, and do they 

tend to become more like them or less like them as the semester progress

es? In order to examine the data, a chi square test was employed, and 

the results sire reported in Table 25. As will be seen, the chi square 

value of the pretest vs. the cooperating teachers was 9-177 and that of 
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TABLE 25 

COMPARISON OF THE STUDENT TEACHER GROUP'S RESPONSE TOTALS 
WITH THE COOPERATING TEACHER GROUP'S RESPONSE TOTALS 

IN THE AREA OF ROLE PERCEPTION 

(N=120) 

Measure Number 
of 

Cases 

Categories a Chi 
Square 
Value 

Measure Number 
of 

Cases 
Direc
tor 

Coun
selor 

Medi
ator 

Member 
of a 

School 

Link 
with 
Comm. 

Profes
sional 

Chi 
Square 
Value 

Pretest 60 314 196 307 138 160 83 

Coop. 9.177 

teachers 60 334 218 324 101 l4l 82 
4.508 

Posttest 60 334 205 300 122 155 86 

Director of Learning, Counseling and Guidance, Mediator of Culture, 
Member of a School Community, Link Between School and Community, and 
Member of a Profession. 

the posttest vs. the cooperating teachers was 4.058. In both instances 

the chi square value was smaller than the criterion of 11.070. The re

sults of this test did not indicate that the student teachers had role 

perceptions which differed from those held by the cooperating teachers 

either before the beginning of the experience or at its conclusion. 

Part C: Views of Pupil Misbehavior 

In analyzing this part of the hypothesis, pretest and posttest 

difference scores were found in the manner described in the previous 

section. These were then summed. The total for the pretest difference 

scores was 955 and the sum of the posttest difference scores was 966. 

The smaller pretest difference score would indicate less difference be

tween the student teachers and their individual cooperating teachers at 
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TABLE 26 

PRETEST DIFFERENCE SCORES COMPARED WITH POSTTEST DIFFERENCE SCORES 
FOR ALL STUDENT TEACHERS IN THEIR VIEWS OF PUPIL MISBEHAVIOR 

(N=6Q) 

Measure Number Sura of Sura of + Sum of - z 
of Scores Score Score Value 

Cases Ranks Ranks 

Pretest 60 955 
68*f 7^5 -0.279 

Posttest 60 966 

the beginning of the experience than at the end. On the basis of this 

observation, the hypothesis was not accepted. These results did not 

support the hypothesis that student teachers become more like their 

individual cooperating teachers in their views of pupil misbehavior. 

Further Examination of the Data. Observation of the data seemed 

to indicate that the student teachers moved away from the views of their 

individual cooperating teachers. A Wilcoxon test was employed to deter

mine if this movement was significant and the results are reported in 

Table 26. The z score obtained was-0.279 which was much below the I.96O 

criterion value. It cannot be said that the student teachers moved 

appreciably either toward or away from the scores of their individual 

cooperating teachers in views of pupil misbehavior. 

Finally, the questions might be asked: Do student teachers as 

a group differ significantly from cooperating teachers as a group in 

their views of pupil misbehavior, and do they tend to become more like 

them or less like them during the course of the student teaching 
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experience? This question was examined by using a 2 x 10 chi square 

test applied to the response totals. The information is presented in 

Table 27« It will be noted that the chi square value for the difference 

between the student teacher group's pretest scores and the cooperating 

teacher group's scores was 13*860, and the value for the difference be

tween the posttest scores of the student teachers and the cooperating 

teachers* scores was 15.912. Neither of these reached the criterion 

value of 16.919, but both migiht be considered approaching significance. 

As was mentioned while discussing Hypothesis 3» fairly large differences 

were noted between the student teacher group's response totals on the 

pretest and those on the posttest in the area of the views of pupil mis

behavior. In five of the ten categories, the cooperating teachers' 

scores were midway between the pretest and the posttest scores of the 

student teachers. In two of the categories the cooperating teachers' 

scores were lower, and in three categories they were higher. 

Summary of the Results of Hypothesis b 

It was hypothesized that student teachers would make significant 

gains in becoming more like their individual cooperating teachers in 

teacher attitude, teacher role perception, and views of pupil misbehav

ior. The results of the statistical analyses, however, did not show 

significant results in any of the three areas studied. In fact, in two 

areas, teacher attitudes and views of pupil misbehavior, there appeared 

a very slight, but not significant, divergence from the scores of the 

individual cooperating teachers. In the area of role perception there 

was a slight, but not significant, convergence. 
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COMPARISON OF THE STUDENT TEACHER GROUP'S RESPONSE TOTALS 
WITH THE COOPERATING TEACHER GROUP'S RESPONSE TOTALS 

IN THE AREA OF VIEWS OF PUPIL MISBEHAVIOR 

(N=120) 

Measure Numb er Categories a Chi 
of Poor Dis Talk Rude Chew Dis Dis Inat Fight Un Square 

Cases work turb ing Gum honest obey tention tidy Value 

Pretest 60 22k 371 151 351 82 487 371 208 368 73 

Cooperating 
13.860 

Teachers 60 231 389 138 3^2 50 467 369 248 372 85 
15.912 

Posttest 60 232 k03 l8*f 330 48 46l 388 235 368 52 

£ 
Do Poor Work, Disturb and Annoy Others, Talking, Chew Gum, Be Rude, Be Dishonest, Disobey 
Teachers and School Rules, Doesn't Pay Attention, Fight, Be Disagreeable, and Be Untidy. 
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In a further examination of the data, student teachers as a 

group were compared with cooperating teachers as a group. It was found 

that the difference between student teachers' pretest scores and cooper

ating teachers' scores approached significance in the area of teacher 

attitude. A significant difference was noted between the student teach

er's posttest scores and the cooperating teachers' scores in this area. 

The pretest attitude scores for the student teachers were lower than 

were those for the cooperating teachers, and the final scores of the 

student teachers were even lower than had been the initial ones. Signi

ficant differences were not found in the area of role perception on 

either the pretest comparison or the posttest comparison. In the area 

of views of pupil misbehavior there were noted relatively large (although 

not statistically significant) differences both at pretest and at post-

test. 

Hypothesis 5 

The fifth hypothesis considered in this study was: "Subdued 

student teachers will show significantly greater gains in becoming more 

like their individual cooperating teachers than will independent student 

teachers in the areas of: (A) attitude toward teaching in general; (B) 

perception of the relative importance of various teacher roles; and (C) 

views of specific pupil misbehavior." The directional hypothesis of the 

subdued group having significantly higher net gains than the independent 

group was tested. 
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TABLE 28 

TEACHER ATTITUDE NET DIFFERENCE SCORE MEANS 
FOR THE SUBDUED AND INDEPENDENT GROUPS 

(N=6Q) 

Group Number of 
Cases 

Mean Net Dif
ference Score 

Standard 
Deviation 

t 
Value 

Independent 30 -5.167 21.53 
1.^31 

Subdued 30 2.367 16.93 

Part A: Teacher Attitude 

Means and standard deviations were computed for the independent 

and subdued groups. Net difference scores were used for this, and these 

were computed for each individual by subtracting the posttest difference 

score from the pretest difference score. The mean net difference scores 

for the groups are presented in Table 28. As can be seen from the table, 

the independent group had a mean of -5.167 and a standard deviation of 

21.53 while the subdued group had a mean of 2.367 and a standard devia

tion of 16.93. The t value obtained was 1.^31 which approached but did 

not reach the criterion value of I.67I necessary to reject the direc

tional hypothesis at the .05 level. The results of this phase of the 

study did not give sufficient evidence to state that the subdued student 

teachers make greater gains than did the independent student teachers in 

becoming like their individual cooperating teachers. 

Further Examination of the Data. While the hypothesis could not 

be accepted at the .05 level, the scores were in the hypothesized direc

tion, and the difference between the groups was approaching significance. 
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TABLE 29 

DIRECTION OF MOVEMENT 
WITH RESPECT TO THE ATTITUDE SCORES OF COOPERATING TEACHERS 

FOR THE INDEPENDENT AND SUBDUED GROUPS 

(N=60) 

Group Number Direction of Movement Chi 
of Toward Away From Change Square 

Cases Cooperating Cooperating Value 
Teacher Teacher 

Independent 30 12 15 3 

3-25^ 
Subdued 30 14 9 7 

(The hypothesis could have been accepted at the .10 level.) Individual 

cases varied in how the student teacher's scores related to the score of 

the cooperating teacher. In the independent group 12 individuals moved 

toward the cooperating teacher's score from pretest to posttest, 15 

moved away, and three showed no change. In the subdued group lb moved 

toward the cooperating teacher's score, nine moved away, and seven did 

not make a change from pretest to posttest (see Table 29). A chi square 

test between the independent and subdued group on their movement with 

respect to their cooperating teachers yielded a value of 3.25^ which was 

well below the criterion value of 5«991» The groups did not appear to 

be different in the type of movement they made. 

Part B: Teacher Role Perception 

In testing this part of the hypothesis, net difference scores 

were computed for each individual by subtracting the posttest difference 

score from the pretest difference score on the role perception 



131 

TABLE 30 

ROLE PERCEPTION NET DIFFERENCE SCORE SUMS OF RANKS 
FOR THE INDEPENDENT AND SUBDUED GROUPS 

(N=60) 

Group Number of Sums of Sums of U z 
Cases Scores Ranks Value Value 

Independent 30 if 889 
if 76 0.390 

Subdued 30 17 9^1 

instrument. (The computation of these scores was described in the 

Teacher Role Perception section of Hypothesis if.) Unlike the pretest 

and posttest difference scores which were absolute values, the net dif

ference scores were directional since of interest was whether the 

magnitude of difference between the student teacher's score and her 

cooperating teacher's score increased or decreased during the student 

teaching experience. 

These net difference scores were ranked for all 60 student 

teachers, and the sums of ranks were then computed separately for the 

independent group and the subdued group. These sums of ranks were used 

in the Mann-Whitney U test employed to determine if a significant dif

ference existed between the groups in their role perceptions. The 

results of this test are presented in Table 30 where it will be seen 

that the independent group had a sum of ranks of 889 while the subdued 

group has a sum of ranks of 9^1 • The U value of ^76 yielded a z value 

of 0.390. This was much less than the criterion z value of 1.6if5, and 

so the hypothesis was not accepted. It cannot be said from these 
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TABLE 31 

DIRECTION OF MOVEMENT 
WITH RESPECT TO THE ROLE PERCEPTION SCORES OF COOPERATING TEACHERS 

FOR THE INDEPENDENT AND SUBDUED GROUPS 

(N=6Q) 

Group Number Direction of Movement Chi 
of Toward Away From No Square 

Cases Cooperating Cooperating Change Value 
Teacher Teacher 

Independent 30 12 9 9 
0.099 

Subdued 30 13 89 

results that subdued student teachers become more like their individual 

cooperating teachers than do independent student teachers in the area of 

role perception. 

Further Examination of the Data. The observed results did not 

give any indication that the two groups, independent and subdued, dif

fered in the way members became like or unlike their individual 

cooperating teachers. As will be seen from Table 311 in the independent 

group 12 individuals moved toward the cooperating teacher's score in 

role perceptions, nine moved away, and nine remained constant; in the 

subdued group 13 individuals moved toward the cooperating teacher's 

score, eight moved away and nine remained constant. The chi square 

value of 0.099 was well below the criterion value of 5.991 and so gave no 

indication that the groups differed in the type of movement with respect 

to the cooperating teacher's score. The range of scores for the inde

pendent group was from -7 to 4 with the interquartile range from -2.5 to 
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1.75 while the subdued group had a range of scores from -k to 5 with the 

interquartile range from -2.125 to 2.125. 

Part C: Views of Pupil Misbehavior 

Net difference scores were computed for this measure in the same 

manner as for the role perception scores. These net difference scores 

were ranked, and two sums were obtained—one for the rankings assigned 

to the independent group's scores and the other for the rankings 

assigned to the subdued group's scores. The independent group's sum of 

ranks was 936, and the subdued group's sum of ranks was 89^. Since the 

larger sum of ranks indicated a greater movement toward the cooperating 

teacher and since this was not obtained by the subdued group, the hypo

thesis was not accepted. It was not found that the subdued student 

teachers made the greatest gains in becoming like their individual coop

erating teachers. This was apparent from an observation of the data, 

and no statistical test was used. 

Further Examination of the Data. The independent student teach

ers appeared to move closer to their individual cooperating teachers 

than did the subdued group. A Mann-Whitney U test was employed to de

termine if this movement was significant, and the results are reported 

in Table 32. The z score obtained was 0.313 which was well below the 

criterion value of 1.6^5i and therefore it was concluded that the mem

bers of the two groups were not appreciably different in their movements 

toward their individual cooperating teachers with regard to their views 

of pupil misbehavior. 



13^ 

TABLE 32 

NET DIFFERENCE SCORE SUMS OF RANKS 
FOR THE INDEPENDENT AND SUBDUED GROUPS 

IN THEIR VIEWS OF PUPIL MISBEHAVIOR 

(N=60) 

Group Number of Sums of Sums of U z 
Cases Scores Ranks Value Value 

Independent 30 5 936 
k71 0.313 

Subdued 30 -16 89^ 

In the independent group there were 11 student teachers who 

moved toward the cooperating teacher's score, 13 who moved away, and six 

who remained constant. In the subdued group there were 13 who moved to

ward the cooperating teacher's score, 13 who moved away, and four who 

remained constant (see Table 33)• A chi square test used to evaluate 

the significance of the difference between these groups yielded a value 

of 0.567* This was well below the 5-991 criterion value and did not 

indicate that the groups differed in this type of movement with respect 

to the cooperating teacher's score. The range for the independent group 

was from -14 to 14 with the interquartile range from -2.5 to 3»833 while 

the range for the subdued group was from -8 to 7 with the interquartile 

range from -2.917 to I.687. 

Summary of the Results of Hypothesis 5 

It was hypothesized that subdued student teachers would show 

significantly greater gains in becoming more like their individual coop

erating teachers in the areas of teacher attitudes, teacher role 
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TABLE 33 

DIRECTION OF MOVEMENT WITH RESPECT TO THE SCORES 
OF COOPERATING TEACHERS FOR THE INDEPENDENT AND SUBDUED GROUPS 

IN THEIR VIEWS OF PUPIL MISBEHAVIOR 

(N=6O) 

Group Number Direction of Movement Chi 
of Toward Away From No Square 

Cases Cooperating Cooperating Change Value 
Teacher Teacher 

Independent 30 11 13 6 
0.567 

Subdued 30 13 13 b 

perceptions, and views of pupil misbehavior-than would the independent 

group. However, statistically significant results were not obtained in 

any of the three areas. In the area of teacher attitude, the difference 

approached significance. (It would have been significant at the .10 

level.) In the area of role perception, the difference was in the hy

pothesized direction but was very small. In views of pupil misbehavior 

the members of the independent group, rather than those of the subdued 

group, appeared to make the greater movement toward the scores of thedr 

individual cooperating teachers. This movement, however, was far from 

significant. 

A further examination of the data indicated that a number of 

individuals had posttest difference scores in the area of teacher atti

tude which had changed markedly from the pretest difference scores. 

There was less of this type of change noted in the views of pupil misbe

havior and even less in the area of teacher role perception. 
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TABLE 

TEACHER ATTITUDE NET DIFFERENCE SCORE MEANS 
FOR THE HIGH-HELP AND THE LOW-HELP GROUPS 

(N=6Q) 

Group Number of 
Cases 

Mean Net Dif
ference Score 

Standard 
Deviation 

t 
Value 

High-help 30 0.967 20.3k 
0.910 

Low-help 30 -3.767 18.80 

Hypothesis 6 

The sixth hypothesis of this study was: "Student teachers who 

worked in high-help situations will show significantly greater gains in 

becoming more like their individual cooperating teachers than will those 

placed in low-help situations. This will be true in the areas of: (A) 

attitude toward teaching in general; (B) perception of the relative im

portance of various teacher roles; and (C) views of specific pupil 

misbehavior." The directional hypothesis of the high-help group making 

the greater gains was tested. 

Part A: Teacher Attitude 

Means and standard deviations of the net difference scores are 

presented in Table J>k. This table shows that the high-help group had a 

mean of O.967 and a standard deviation of 20.3^ while the low-help group 

had a mean of -3.767 and a standard deviation of 18.80. The t value ob

tained was 0.910 which was smaller than the criterion value of 1.671, 

and the hypothesis was not accepted. The data did not present sufficient 
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TABLE 55 

DIRECTION OF MOVEMENT 
WITH RESPECT TO THE ATTITUDE SCORES OF COOPERATING TEACHERS 

FOR THE HIGH-HELP AND LOW-HELP GROUPS 

(N=60) 

Group Number Direction of Movement Chi 
of Toward Away From No Square 

Cases Cooperating Cooperating Change Value 
Teacher Teacher 

0.269 
High-help J>0 15 10 5 

Low-help 30 12 lk k 

In computing the chi square value, the "No Change" category was 
combined with the category "Away from Cooperating Teacher" 

evidence to state that a real difference existed between the two groups 

in teacher attitude. 

Further Examination of the Data. Although not statistically 

significant, the observed difference was in the hypothesized direction. 

The group responsible for most of the observed change was the independent 

low-help group whose members moved markedly away from the scores of 

their individual cooperating teachers (see Hypothesis 7). 

Individuals varied with respect to the movement they made toward 

the views held by their individual cooperating teachers. In the high-

help group 15 persons moved toward the score of the cooperating teacher, 

ten moved away, and five remained constant. In the low-help group 12 

persons moved toward the cooperating teacher's score, l*f moved away, and 

four remained constant (see Table 35). Since more than 20# of the cells 

had an expected frequency of less than five, it was not possible to test 
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the difference between the groups in this way. However, when the cells 

were combined as "move toward the cooperating teacher" and "not move to

ward the cooperating teacher," the chi square measure could be employed. 

When this was done using the Yates correction, the chi square value ob

tained was 0.269 This was well below the criterion value of 3.8^1 and 

did not give sin indication that the members of the two groups were dif

ferent in the type of movement they made in relation to the scores of 

the individual cooperating teachers. 

Part B: Teacher Role Perception 

The net difference scores for all 60 student teachers were rank

ed. The sums of ranks were then computed separately for the high-help 

and the low-help groups. The sums of ranks obtained were 901 for the 

high-help group and 929 for the low-help group. The larger sum of ranks 

indicated greater movement toward the cooperating teacher; and since 

the larger sum was not obtained by the high-help group, the hypothesis 

was not accepted. This was apparent from an observation of the data and 

a statistical test was not employed. 

Further Examination of the Data. The low-help rather than the 

high-help group had the larger sum of ranks indicating a greater move

ment toward the cooperating teacher. A Mann-Whitney U test was used to 

determine if the difference between these groups was significant. The 

z value obtained was 0.210, and it was concluded that no appreciable 

difference existed between the high-help group and the low-help group in 
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TABLE 36 

DIRECTION OF MOVEMENT 
WITH RESPECT TO THE ROLE PERCEPTION SCORES OF COOPERATING TEACHERS 

FOR THE HIGH-HELP AND LOW-HELP GROUPS 

(N=60) 

Group Number Direction of Movement Chi 
of Toward Away From Change Square 

Cases Cooperating Cooperating Value 
Teacher Teacher 

High-help 30 13 98 
0.321 

Low-help 30 12 8 10 

the movement of members to become more like their individual cooperating 

teachers in role perception. 

In the high-help group there were 13 persons who moved to become 

more like the cooperating teacher, nine who moved away, and eight remained 

constant (see Table 36). In the low-help group there were 12 persons 

who moved toward the cooperating teacher's score, eight who moved away, 

said ten who remained constant. A chi square measure was used to deter

mine if the members of the high-help group were different from members 

of the low-help group in the movement they made with respect to the 

score of their individual cooperating teachers. The resulting value of 

0.321 was well below the criterion value of 5«991» and the indication 

was that the groups did not differ appreciably. The range for the low-

help group was from -k to 5 with the interquartile range from -2.375 to 

1.687 while the range for the low-help group was from -7 to 5 with the 

interquartile range from -2.16? to 2.750. 
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Part C: Views of Pupil Misbehavior 

The net difference scores were ranked for all 60 student teach

ers and the sums of ranks computed for the high-help group and also the 

low-help group. The sums of the rankings were 909 for the high-help 

group and 921 for the low-help group. Since the low-help, rather than 

the high-help group, achieved the larger sum of rankings, the hypothesis 

was not accepted. It cannot be said from these results that the student 

teachers in the high-help group made greater gains in becoming like 

their individual cooperating teachers than did those in the low-help 

group concerning their views of pupil misbehavior. 

Further Examination of the Data. An observation of the data 

indicated that the members of the low-help group moved more toward their 

cooperating teachers than did the members of the high-help group in their 

views of pupil misbehavior. A Mann-Whitney U test was employed to de

termine if this was to a significant degree. The z score obtained was 

0.060 which was well below the criterion value of 1.6^5. There is no 

evidence for believing that the members of the two groups differed in 

their movement toward their individual cooperating teachers in the area 

of views of pupil misbehavior. 

Concerning the direction of movement with respect to the cooper

ating teachers' scores, both groups—high-help and low-help—had exactly 

the same number in each category: 12 individuals in each group moved 

closer to the cooperating teacher's score; 13 moved away; and five 

remained constant. 
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The range for the high-help group was from -7 to 14 with the 

interquartile range from -3«5 to 1.75 while the range for the low-help 

group was from -14 to 10 with the interquartile range from -2.92 to 

2.75. 

Summary of the Results of Hypothesis 6 

It was hypothesized that students placed in high-help situations 

would make significantly greater gains in becoming more like their indi

vidual cooperating teachers in teacher attitude, teacher role percep

tions, and views of pupil misbehavior than would student teachers placed 

in low-help situations. The data did not indicate significant support 

of this hypothesis in any of the areas. There appeared little differ

ence on any of the measures between these two groups. In a similar way, 

there appeared very little difference between the two groups in the 

direction of movement the student teachers made with respect to the 

score of their individual cooperating teachers. 

Hypothesis 7 

The seventh hypothesis examined in this study was: "Of the four 

groups, those student teachers in the subdued high-help group will make 

the greatest gains in becoming like their cooperating teachers while 

those in the independent low-help group will make the least gains in 

doing so. This will be true in the areas of: (A) attitude toward 

teaching in general; (B) perception of the relative importance of var

ious teacher roles; and (C) views of specific pupil misbehavior." The 

directional hypothesis of the subdued high-help group making the most 
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TABLE 37 

TEACHER ATTITUDE NET DIFFERENCE SCORE MEANS 
AND STANDARD DEVIATIONS FOR THE FOUR GROUPS 

(N=6Q) 

Group Number of 
Cases 

Mean Standard 
Deviation 

F 
Value 

Independent high-help 15 0.33 25.09 

Independent low-help 15 -10.67 15. *+2 
1.5^ 

Subdued high-help 15 1.60 14.05 

Subdued low-help 15 3.33 19.3^ 

gains and also the independent low-help group making the least gains was 

tested. 

Part A: Teacher Attitude 

Means and standard deviations were computed for each of the four 

groups using net difference scores. These scores aire presented in Table 

37. The means for the groups were: independent high-help group, 0.33; 

independent low-help group, -10.67; subdued high-help group, 1.60; and 

subdued low-help group, 3.33* Although the independent low-help group 

had the lowest mean score, the subdued high-help group did not achieve 

the highest mean score. Therefore, the hypothesis, as it was stated, 

was not accepted. 

Further Examination of the Data. As one way of further examin

ing the data, the means of the four groups were ranked according to 

size. It was noted that the subdued low-help group obtained the highest 
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TABLE 38 

ROLE PERCEPTION NET DIFFERENCE SCORE SUMS 
OF RANKS FOR THE FOUR GROUPS 

(N=60) 

Group Number of Sums of Sums of 
* 

z 
Cases Scores Ranks Value 

Independent high-help 15 5 460 

Independent low-help 15 -1 429 
0.633 

Subdued high-help 15 4 441 

Subdued low-help 15 13 500 

* z value is a result of a Mann-Whitney U test comparing the two most 
extreme groups—independent low-help and subdued low-help 

mean net difference score and the independent low-help group the lowest 

mean net difference score. 

In order to determine if there was a significant difference 

existing between any or all of the groups, a single classification anal

ysis of variance test was used. The obtained F value was 1.54 which was 

below the criterion value of 3-17« The conclusion was drawn that a sig

nificant difference did not exist between any of these groups in the 

gains of their members to become like their individual cooperating 

teachers in the area of teacher attitudes. 

Part B: Teacher Role Perception 

Net difference scores were computed for the student teachers as 

outlined in Hypothesis 4. These were then ranked for all student teach

ers as a total group. The sum of ranks for each of the four groups was 
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then computed and are shown in Table 38. The sums of ranks for the 

groups were: independent high-help, 460; independent low-help, k29\ 

subdued high-help, ¥fl; and subdued low-help, 500. As will be noted, 

the independent low-help group had the lowest sum of ranks, but the sub

dued high-help group did not have the highest sum. Since the group 

hypothesized to have the highest sum of ranks (i.e.,subdued high-help) 

did not achieve this, the hypothesis was not accepted. It was concluded 

that this phase of Hypothesis 7* as stated, was not tenable. 

Further Examination of the Data. In ranking the four groups, it 

was noted that the independent low-help group had the lowest sum of 

ranks, but the subdued low-help group had the highest sum. A Mann-

Whitney U test was used to determine if the difference observed between 

any or all of the four groups was large enough to be considered signifi

cant. The two extreme groups were compared. The rationale was that if 

a difference did not exist between these two groups, it would not exist 

between the less divergent groups. The obtained z value was 0.633 which 

was well below the criterion value of I.96O, and it was therefore con

cluded that no appreciable difference existed between any two of these 

groups. 

Part C: Views of Pupil Misbehavior 

In order to test this hypothesis, the net difference scores were 

first ranked for the total group of student teachers and then the ranks 

were summed for each of the four groups. The results are given in 

Table 39• The sums of ranks obtained by each of the groups are as 
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TABLE 39 

NET DIFFERENCE SCORE SUMS OF RANKS FOR THE FOUR GROUPS 
IN THEIR VIEWS OF PUPIL MISBEHAVIOR 

(N=60) 

Group Number of 
Cases 

Sums of 
Scores 

Sums of 
Ranks 

a 
z 

Value 

Independent high-help 15 13 488 

Independent low-help 15 -8 448 
0.669 

Subdued high-help 15 -14 421 

Subdued low-help 15 -2 473 

z value is a result of a Mann-Whitney U test comparing the two most 
extreme groups, subdued high-help and independent low-help 

follows: independent high-help, 488; independent low-help, 448; subdued 

high-help 421; and subdued low-help, 473* Contrary to the hypothesis, 

the subdued high-help group did not have the largest sum of ranks and 

the independent low-help group did not have the smallest sum of ranks. 

Since the groups hypothesized to have the largest and smallest suras of 

ranks did not achieve these, the hypothesis was not accepted. 

Further Examination of the Data. In ranking the four groups on 

the sums of ranks with the net difference scores, it was found that the 

independent high-help group had the largest sum of ranks and the subdued 

high-help group had the smallest sum of ranks concerning views of pupil 

misbehavior. In order to determine if the observed difference between 

any or all groups was large enough to be considered statistically sig

nificant, a Mann-Whitney U test was employed to examine the difference 
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between the two extreme groups. Again, the rationale was that if no 

difference existed between the extreme groupings, none would exist be

tween the other groupings. The U test between the independent high-help 

group and the independent low-help yielded a z value of O.669 (see Table 

39) which was well below the criterion value of I.96O. It was concluded 

that a real difference did not exist among the four groups. 

Summary of the Results of Hypothesis 7 

It was hypothesized that students in the subdued high-help group 

would make the greatest gains in becoming like their individual cooper

ating teachers while those in the independent low-help group would make 

the least gains. In each of the areas it was found that the difference 

between the four groups was small. An analysis of variance did not show 

a statistically significant difference between the groups in teacher 

attitude, and the Mann-Whitney U tests used to examine the difference 

between the extreme groups in the areas of teacher role perception and 

views of pupil misbehavior did not yield significant results. It was 

noted, however, that the independent low-help group did have the small

est gains scores in two of the three areas and second to lowest in the 

third area. In none of these areas did the subdued high-help group have 

the greatest gains scores (see Table 40). It will be seen that when the 

rankings were totaled for each of the groups in the three areas, the 

subdued low-help group had the lowest sum which indicated the greatest 

gains toward cooperating teachers. The independent high-help group was 

second in the gains toward the cooperating teachers, the subdued high-

help was third, and the independent low-help fourth. In none of the 



l*f? 

TABLE kO 

TOTALS OF THE RANKINGS FOR THE FOUR GROUPS 
IN MEASURES OF ATTITUDE, ROLE PERCEPTION, AND 

VIEWS OF PUPIL MISBEHAVIOR 

(N°60) 

Group Number Areas Measured Total of 
of 

Cases 
Attitude Role Per

ception 
Views of 
Misbe
havior 

Rankings 

Independent high-help 15 3 2 1 6 

Independent low-help 15 k if 3 11 

Subdued high-help 15 2 5 k 9 

Subdued low-help 15 1 1 2 4 

areas did the subdued high-help group make the greatest gains as was 

originally hypothesized. 

Hypothesis 8 

The concluding hypothesis in this study was: "Students in the 

subdued high-help group and those in the independent low-help group will 

indicate greater satisfaction with their experience than will those in 

the independent high-help group and the subdued low-help group." The 

directional hypothesis that the subdued high-help and the independent 

low-help groups would express more satisfaction with the experience than 

would the other two groups was tested. 

This hypothesis was tested by placing the responses from the 

Situation Questionnaire into three categories: satisfaction; partial 

satisfaction; and dissatisfaction. The data for these are found in 
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TABLE kl 

TOTAL SATISFACTION-DISSATISFACTION RESPONSES 
FOR THE INDEPENDENT LOW-HELP AND THE SUBDUED HIGH-HELP GROUPS 

VS. THE TWO OTHER GROUPS 

(N=60) 

Group Number Satis- Partial Dissatis- Chi 
of faction Satis- faction Square 

Cases faction Value 

Subdued high-help 
and independent 
low-help 

Subdued low-help 
and independent 
high-help 

30 

30 

311 

308 

3^ 

39 

14 

11 

0.716 

Table 4l. It will be noted that the combined independent low-help group 

and the subdued high-help group, hypothesized to show the greater satis

faction, responded 311 times to the satisfaction category, jh times to 

the partial satisfaction, and 14 times to the dissatisfaction category. 

The combined independent high-help and subdued low-help groups responded 

308 times to the satisfactory category, 39 times to the partial satis

faction category, and 11 times to the dissatisfaction category. A 2 x 3 

chi square test was employed to determine if there was a significant 

difference between these groups on the type of responses given. The 

resulting chi square value of 0.716 was considerably below the criterion 

value of 5*991» and the hypothesis was not accepted. The results of 

this phase of the study indicated that the groups hypothesized to ex

press the greatest satisfaction with their student teaching experiences 
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TABLE b2 

TOTAL SATISFACTION-DISSATISFACTION RESPONSES 
FOR THE INDEPENDENT GROUP VS. THE SUBDUED GROUP 

(N=60) w 

Group Number Satis Partial Dissatis Chi 
of faction Satis faction Square 

Cases faction Value 

Independent 30 291 b9 19 
-

l6.*+3a 

Subdued 30 328 2k 6 

a significant at the .05 level (and also the .001 level). 

did not differ appreciably in the degree of satisfaction from those 

groups hypothesized to show less satisfaction. 

Further Examination of the Data. The number of responses in 

each category was very similar for the two groups as was indicated by 

the low chi square value. 

Differences were observed, however, when the independent student 

teachers were compared with the subdued student teachers. The results 

of this comparison are presented in Table k2 where it will be noted that 

the independent group responded 291 times to the satisfaction category, 

k9 times to the partial satisfaction category, and 19 times to the dis

satisfaction category. The subdued group responded 328 times to the 

satisfaction category, 2b times to the partial satisfaction category, 

and six times to the dissatisfaction category. The chi square value re

sulting from a comparison of the two groups was 16.^3. This was above 

the criterion value of 5»991 needed for significance. These results 
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indicated that the independent group gave a significantly greater number 

of dissatisfaction said partial satisfaction responses than did the sub

dued group whose members expressed greater satisfaction concerning their 

student teaching experiences. 

Summary 

In this chapter were detailed the hypotheses under consideration 

and the data collected to examine these hypotheses. Statistical tests 

were used to examine this data, and these results were also presented. 

Because of the number of separate tests and the rather complex nature of 

the findings, a summarization of these results was not made here in this 

summary but was deferred until presented in Chapter V. 

In addition to the examination of the data to test the hypotheses, 

further examination seemed warranted in a number of instances. This 

additional testing gave greater detail and emphasis to the findings, 

and, in some instances, may have indicated areas for further research. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

This chapter has three sections: the first summarizes the pro

cedures and findings of this study; the second contains the conclusions 

formulated from these findings; and the third contains recommendations 

for further research as well as recommendations for teacher training. 

Summary 

The purpose of this study was to examine certain questions con

cerning variables which might affect changes in student teacher 

attitudes, role perceptions, and views of pupil misbehavior. Specifical

ly, the following questions were examined: 

1. What relationships exist between selected personality character

istics of student teachers and their attitudes concerning 

teaching and also their perceptions of the teacher's role? 

2. What relationships exist between selected personality character

istics of student teachers and the influence of the cooperating 

teachers upon the student teachers' attitudes toward teaching 

and also their perceptions of the teacher's role? 

3. What relationships exist between the amount and type of help 

given by the cooperating teachers and the influence of the coop

erating teachers upon the student teachers' attitudes toward 

teaching and also their perceptions of the teacher's role? 
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Subjects 

The population from which the subjects were selected consisted 

of the female student registered for student teaching at The University 

of Arizona during the Spring Semester 1969* One hundred twelve students 

made up this group and were tested using the Sixteen Personality Factor 

Questionnaire, the device used to select those to be included in the 

study. 

The questionnaire had sixteen subscores, but only six of these 

were used. The six subscores were combined using a formula supplied by 

the publisher, and these produced a second order factor termed "Independ

ence vs. Subduedness." A high score obtained on this factor indicated 

independence while a low score indicated subduedness. 

The 112 student teachers were ranked according to this factor 

score, and those students in approximately the top quartile of this 

group (actually 30 individuals) were considered the independent group 

while those students in the lowest quartile (again, 30 individuals) were 

considered the subdued group. 

Treatments 

Each subject was assigned to one of two treatment situations 

known as the high-help and the low-help situations. In preparation for 

this, the cooperating teachers who were to work with the selected stu

dent teachers were contacted before the beginning of the semester and 

asked to participate by following a designated schedule of help. The 

nature of this help was outlined in two special handbooks prepared for 
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this purpose (see appendices A and B) and given to the cooperating 

teachers for their guidance. 

Method of Gathering Data 

Three instruments were administered to the student teachers as a 

pretest battery. These were the Minnesota Teacher Attitude Inventory, 

the Fishburn Role Dimension Scale, and the Witryol Scale. The first was 

concerned with attitudes toward teaching and children while the second 

was a role perception instrument dealing with fairly generalized roles. 

The third was concerned with the views of teachers toward certain spe

cific misbehavior of children. 

These same three instruments were again administered to the stu

dent teachers near the conclusion of the semester. At approximately the 

same time, these instruments were also administered to the cooperating 

teachers who worked with these student teachers. 

One additional instrument, the Situation Questionnaire was admin

istered to the student teachers at the time of the posttest. This 

measure was utilized to give an indication of the degree of satisfaction 

experienced by the student teachers in their individual situations. 

The three major instruments were scored by hand from separate 

answer sheets using standard scoring keys. The scoring of the Situation 

Questionnaire did not involve the use of a separate answer sheet or 

scoring key but was done directly on the questionnaire itself. 

Methods of Statistical Treatment of the Data 

Four major statistical tests were employed to analyze the data 

of this study. The particular test chosen was dependent upon the nature 
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of the hypothesis being tested and the type of data being examined. 

For the attitude instrument, t tests were used in each of the 

first six hypotheses. The independent model was used in all except the 

fourth hypothesis; the correlated t test was used with it. Chi square 

tests were employed in the first three hypotheses with the role percep

tion scale and the measure of views of pupil misbehavior. The chi 

square test was also used with the situation instrument in testing the 

eighth hypothesis. The Wilcoxon matched-pairs signed-ranks test was 

used in the fourth hypothesis in testing role perception and also views 

of pupil misbehavior. The Mann-Whitney U test was used in these areas 

for the fifth and sixth hypotheses. Statistical analyses were not em

ployed in any area for the seventh hypothesis because nonstatistical 

inspections of the data were sufficient to indicate the status of the 

hypothesis in each area. 

In addition to the statistical examinations specifically con

ducted for the hypotheses, a number of other tests were made to further 

examine the data. For these examinations, the same four types of tests 

were used as were described above for the hypotheses. 

Summary of Findings 

Since this study was exploratory in nature, three areas perti

nent to student teaching—attitudes, role perceptions, and views of 

pupil misbehavior—were examined. This gave a wider range than examin

ing one facet only. Because three measures were used, the hypotheses of 

this study (except for the eighth) were actually composed of three 

separate parts. These parts were treated as independent hypotheses and 
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are reported as such in Chapter IV. In that chapter each part was dis

cussed, and then the hypothesis was summarized and the parts compared 

with one another. In this present section each hypothesis will be re

ported by parts, but a comparative summary will be omitted because the 

brevity with which the parts are reported here makes it unnecessary. 

Hypothesis Number One. "At the beginning of the student teach

ing experience, those student teachers classified as independent will 

differ significantly from those classified as subdued in the following 

areas: (A) attitude toward teaching in general; (B) perception of the 

realtive importance of various teacher roles; and (C) views of specific 

pupil misbehavior." The null hypothesis of no difference between the 

groups was tested. In examining the teacher attitudes, the means were 

computed for each group and a t test was used to analyze the difference 

between these means. The obtained value very closely approached but did 

not reach the criterion value. Therefore, the null hypothesis was not 

rejected in this instance. 

In examining role perception a chi square measure was used to 

examine the difference between the two groups in each of the six cate

gories. The obtained value, while moderately large, was below the 

criterion value, and therefore the null hypothesis was not rejected in 

this instance. 

A chi square test was also used to examine the difference be

tween these two groups in their views of pupil misbehavior. In this 

instance, the obtained value exceeded the criterion value, and the null 

hypothesis was rejected. The views of pupil misbehavior held by the 
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independent group before student teaching appears to be different from 

the views held by the subdued group before this experience. 

Hypothesis Number Two. "At the conclusion of the student teach

ing experience, those student teachers herein classified as independent 

will differ significantly from those classified as subdued in the fol

lowing areas: (A) attitude toward teaching in general; (B) perception 

of the relative importance of various teacher roles; and (C) views of 

specific pupil misbehavior." The null hypothesis of no difference be

tween the groups was tested. 

A t test measure was used to examine the difference between 

these two groups in the area of teacher attitude. The obtained t value 

was very small, and the null hypothesis was not rejected. Independent 

student teachers did not appear to have teacher attitudes different from 

subdued student teachers at the conclusion of the experience. 

A chi square measure was used to test the difference between the 

two groups in the area of role perceptions. The obtained value was be

low the criterion value and the null hypothesis was not rejected. 

The same type of test was used to determine if a difference 

existed between the groups in the area of views of pupil misbehavior. 

The obtained chi square value was very small, and the null hypothesis 

was not rejected. 

Hypothesis Number Three. "At the conclusion of the student 

teaching experience, those student teachers placed in high-help situa

tions will differ significantly from those student teachers placed in 
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low-help situations in the following areas: (A) attitude toward teach

ing in general; (B) perception of the relative importance of various 

teacher roles; and (C) views of specific pupil misbehavior." The null 

hypothesis of no difference between groups was tested. 

Again a t test measure was used to examine the difference be

tween the means of the groups in the area of teacher attitude. The 

obtained value was well below the criterion value and the null hypoth

esis was not rejected. The high-help and low-help groups did not appear 

to differ in their teacher attitudes at the conclusion of the experience. 

Chi square tests were used to examine the differences between 

the groups in both teacher role perception and views of pupil misbehav

ior. In both instances, the obtained values were well below the crite

rion value, and the null hypothesis was not rejected in either instance. 

Hypothesis Number Four. "At the conclusion of the study, the 

student teachers will have made significant gains in becoming more like 

their cooperating teachers in the following areas: (A) attitude toward 

teaching in general; (B) perception of the relative importance of vari

ous teacher roles; and (C) views of specific pupil misbehavior." The 

directional hypothesis that posttest difference scores would be smaller 

than pretest difference scores was tested. 

In examining the gains made by the student teachers in the area 

of teacher attitude, it was found that there was slightly more diver

gence after student teaching than before. On the basis of this nonsta-

tistical observation of the data, the directional hypothesis was not 

accepted. 
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In the area of role perception, the gains were in the hypothe

sized direction. The Wilcoxon matched-pairs signed-ranks test was used 

to test the significance of these gains. The resulting z value was mod

erately large but below the criterion value, and therefore the direc

tional hypothesis was not accepted. 

In the area of views of pupil misbehavior, it was noted that 

there was more divergence after student teaching than before. On the 

basis of this nonstatistical examination of the data, the directional 

hypothesis was not accepted. 

Hypothesis Number Five. "Subdued student teachers will show 

significantly greater gains in becoming more like their individual coop

erating teachers than will independent student teachers in the following 

areas: (A) attitude toward teaching in general; (B) perception of the 

relative importance of various teacher roles; and (C) views of specific 

pupil misbehavior." The directional hypothesis of the subdued group 

having significantly higher net difference scores was tested. 

In examining the difference between the groups in teacher atti

tude, means were computed for the groups and tested with the t test. 

The obtained t value approached significance but did not exceed the cri

terion value. Therefore, the directional hypothesis was not accepted. 

In the area of role~perception, the difference between the 

groups was tested with the Mann-Whitney U test. The resulting z value 

was much less than the criterion value, and the directional hypothesis 

was not accepted. 
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In the area of views of pupil misbehavior, it was noted that the 

independent, rather than the subdued group, made greater gains toward 

the cooperating teachers. On the basis of this nonstatistical examina

tion of the data the directional hypothesis was not accepted. 

Hypothesis Number Six. "Student teachers who worked in high-

help situations will show significantly greater gains in becoming more 

like their individual cooperating teachers than will those placed in 

low-help situations. This will be true in the areas of: (A) attitude 

toward teaching in general; (B) perception of the relative importance of 

various teacher roles; and (C) views of specific pupil misbehavior." 

The directional hypothesis of the high-help group making greater gains 

was tested. 

In the area of teacher attitude, the means were computed for 

each group and tested with a t test. The obtained value was moderately 

high but was not statistically significant, and the directional hypo

thesis was therefore not accepted. 

In the area of teacher role perception and also in the area of 

views of pupil misbehavior, it was noted that the low-help, rather than 

the high-help group, made the greater gains. On the basis of these non-

statistical examinations of the data, the directional hypothesis was not 

accepted in either case. 

Hypothesis Number Seven. "Of the four groups, those student 

teachers in the subdued high-help group will make the greatest gains in 

becoming like their individual cooperating teachers while those in the 
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independent low-help group will make the least gains in doing so. This 

will be true in the areas of: (A) attitude toward teaching in general; 

(B) perception of the relative importance of various teacher roles; and 

(C) views of specific pupil misbehavior." The directional hypothesis 

was again tested in this instance. 

In none of the three areas—attitude, role perception, or views 

of pupil misbehavior—did the subdued high-help group make the greatest 

gains. This was noted in nonstatistical inspections of the data and 

was the basis for concluding that the hypothesis was not supported by 

the results of this study. (It should be noted that the independent 

low-help group did make the least gains in two areas—attitude and role 

perception. However, since the hypothesis specified particular types of 

gains for the subdued high-help group as well, the directional hypothesis 

could not be accepted in any of the three areas.) 

i 

Hypothesis Number Eight. "Student teachers in the subdued high-

help group and those in the independent low-help group will indicate 

greater satisfaction with their experience than will those in the inde

pendent high-help group and the subdued low-help group." The direction

al hypothesis was also tested in this instance. A chi square measure 

was used as the means of testing the difference between the two combined 

groups under consideration in this hypothesis. Because the obtained 

value was very small and not significant, the hypothesis was not accept

ed. 
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Summary of Secondary Findings 

A further examination of the data indicated a number of inter

esting points not considered directly in the hypotheses of this study. 

The most pertinent are given here. 

The first three hypotheses dealt with student teachers' scores 

alone and not with the gains made toward the scores of the cooperating 

teachers. It was noted that the independent group changed markedly in 

their teacher attitudes from the pretest to posttest while the subdued 

group changed very little. 

Because of the nature of the data, an appropriate statistical 

test could not be located to determine if significant changes occurred 

between pretest and posttest in the areas of teacher role perception and 

views of pupil misbehavior. However, a nonstatistical examination of 

the data did not show major differences in the number of responses in 

each of the categories between pretest and posttest for either the inde

pendent or the subdued group in their role perceptions. Fairly large 

differences were noticed between pretest responses and posttest responses 

given by the independent group in a number of categories of views of 

pupil misbehavior. Similar differences were not seen with the subdued 

group. 

The four small groups were examined separately for changes from 

pretest to posttest in the area of teacher attitudes. A significant 

change was made by the independent high-help group, and a near signifi

cant change was made by the subdued low-help group. 
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Again, no statistical test could be located to examine changes 

from pretest to posttest for the teacher role perception and views of 

pupil misbehavior. However, little differences in responses between 

pretest and posttest were noted for any of the groups in teacher role 

perception. In the area of views of pupil misbehavior two groups appear

ed to have rather large differences in some of the categories. These 

were the independent low-help and the subdued high-help groups. 

In the fourth hypothesis it was noted that the student teachers 

did not make significant gains toward the scores of their individual 

cooperating teachers in any of the three areas. However, there appeared 

some possibility (this was not statistically tested) that those student 

teachers who were assigned to cooperating teachers with extremely less 

favorable attitude scores tended to move toward their individual cooper

ating teacher's score more frequently and made more gains in doing so 

than was the case with the rest of the student teachers. 

Also, as a further examination of this data, the following ques

tion was studied: Do student teachers as a group differ initially from 

cooperating teachers as a group and do they tend to become more like 

them or less like them during this experience? In the area of teacher 

attitude, there was a small but nonsignificant change away from the 

cooperating teacher group's mean score. Little movement, either toward 

the cooperating teachers' scores or away from them, was noted in the 

area of role perception. In the area of views of pupil misbehavior, 

some categories showed convergence of the student teachers' scores to

ward the cooperating teachers' scores, but others showed divergence. 
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Overall, there was near significant differences on the total instrument 

at the time of the pretest as well as at the time of posttest. 

The fifth, sixth, and seventh hypotheses each involved comparing 

two groups to determine if the members in one of the groups made the 

greater gains in becoming like their individual cooperating teachers. 

In no instance was this found to be the case. Whenever members of two 

groups were compared for gains toward their individual cooperating 

teachers, a significant difference was not found. As a further examin

ation in each area, the direction of movement of the student teachers 

toward the scores of their individual cooperating teachers was examined. 

(This test involved direction only and not magnitude of changes as had 

been the case in the tests used in examining the hypotheses.) Again, 

no significant difference was found between any of the groups examined. 

When the four small groups were compared for gains toward the 

cooperating teacher, it was noted that the independent low-help group 

made the least gains in two areas and next to the lowest in the third. 

The subdued low-help group made the greatest gains in two of the areas 

and next to greatest in the third. It should, however, be remembered 

that statistically significant differences were not found between the 

groups on any of the measures. 

Finally, a further examination of the data with regard to the 

concluding hypothesis revealed a significantly greater number of partial 

satisfaction and dissatisfaction responses given by the independent 

group than were given by the subdued group. 
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Conclusions 

This study was exploratory, and the conclusions reported here 

should be so regarded. This was an initial examination of certain factors 

in the student teaching experience, it was carried out in a single geo

graphical location, and it had a limited number of subjects. Further, 

there were some limitations in the treatments since it was necessary to 

rely on individual persons to follow the schedules of help. 

In examining the data, there were noted wide individual varia

tions in amount and direction of changes. This meant that often trends 

only could be identified by careful analyses. Thus, many of the conclu

sions reported here are the result of analyzing trends in the three 

areas for each of the hypotheses. 

There seemed to be more change observed with some instruments 

than with others and the most change was noted in the responses to the 

Witryol Scale, a little less change with the Minnesota Teacher Attitude 

Inventory, and considerably less with the Fishburn Role Dimension Scale. 

It was not clear whether this was because of differences in sensitivity 

in the instruments or whether it was because of actual differences in 

the amount of change of outlook which occurred in different areas. It 

is interesting to observe that the Witryol instrument, which was used to 

examine views of pupil misbehavior, appears to be the most specific in 

terms of examining those aspects of teaching which would be encountered 

directly and regularly in the teaching experience and about which deci

sions would need to be made. By contrast, the role perception instrument 

appears much more abstract from this point of view. 
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The procedure in presenting these conclusions will be to give 

general trends with the conclusions of the separate parts of each hy

pothesis acting as supporting evidence. Also, the more pertinent 

conclusions drawn from the secondary findings will be presented. 

There was fairly good evidence that independent student teachers 

differed initially from subdued student teachers in the various percep

tions under consideration. Moderate differences were observed with one 

of the instruments, with another the difference approached significance, 

and with the third the difference exceeded the significance criterion. 

One possible explanation for this is that the individuals in these 

groups tend to have different outlooks in their general relationships 

with other people, and the same factors influence their views in the 

more limited area of teaching producing differences there also. 

The evidence in the study would indicate that the differences 

between the groups tended to disappear as the experiment reached its 

conclusion. On each of the three measures, the posttest differences be

tween the groups were less than those on the pretest. In none of the 

three areas was the posttest difference between the independent and the 

subdued group large enough to be considered significant. 

Most of the change apparently took place in the independent 

rather than the subdued group. This change was noted in the area of 

teacher attitude where the independent group changed significantly from 

pretest to posttest while the subdued group made very little change. In 

the other two areas—role perception and views of pupil misbehavior— 

there were greater differences noted between the independent group's 
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pretest and posttest response totals than was the case with the subdued 

group. (It should be remembered that an appropriate statistical test 

could not be located to determine if the changes from pretest to post-

test were significant for the data in these latter two areas.) 

Perhaps the changes in the independent group could be accounted 

for by the "reality shock" of the experience. If, as theorized here, 

the subdued students held a more conforming view initially and if the 

situation tended to foster conformity, there would be less need for 

these students to change than would be the case for the independent stu

dent teachers who initially did not view conformity as desirable. It is 

interesting to see, for example, that the two categories in the Witryol 

Scale to which the independent group gave substantially greater responses 

in the posttest than they had in the pretest were items which would be 

considered group conformity items—"Talking" and "Disobeys Teachers and 

School Rules." 

When the factor of the amount and type of help was considered, 

there did not appear to be appreciable differences at the conclusion of 

the experiment between those who had worked in high-help situations and 

those who had worked in low-help situations. The similarity between the 

groups could possibly be accounted for by the fact that the control of 

this particular phase of the study was not as great as desired and per

haps there was not as sharp a distinction between the types of help as 

had been intended. Another explanation might be that the reality of the 

school experience is similar in most respects, and the amount of help 

given by the cooperating teacher is of minor importance. However, in 
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relation to the amount of help given, it was observed that when the four 

small groups (subdued high-help, subdued low-help, independent high-help, 

and independent low-help) were examined for changes in teacher attitude, 

some interesting effects seemed to be present. The independent high-

help group and the subdued low-help group tended to show the most 

change. These were the groups placed in a treatment hypothesized to be 

counter to the one most suited to their personalities. Part of the 

explanation for this may be that when a person is placed in a situation 

which does not meet his personality needs, the individual makes adapta

tions which alter his attitudes. These changes would tend to be obscured 

when the groups were each combined with another group not being prone 

to make such alterations. Thus, in viewing the independent vs. subdued 

groups and also in viewing the high-help vs. low-help situations, the 

combination of groups would make the changes less apparent. 

The results of this study did not indicate that the student 

teachers became more like their individual cooperating teachers. This 

was true in all three of the areas. It was noted, however, that in the 

area of teacher attitudes, there may have been a tendency for the stu

dent teachers who worked with cooperating teachers with very low scores 

on the attitude instrument to become more like their individual cooper

ating teachers by the conclusion of the experiment than was the case 

with other student teachers. 

When student teachers as a group are compared with cooperating 

teachers as a group, it was observed that on only one measure, that of 

role perception, was the change from pretest to posttest in the direction 
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of becoming more like the cooperating teacher group. This was slight 

and not statistically significant. In the other areas—teacher attitude 

and views of pupil misbehavior—there was a sizeable difference between 

the two groups initially and even more difference at the conclusion of 

the experiment. Perhaps these differences were produced by the coopera

ting teachers and the student teachers occupying different roles and thus 

entertaining different views of the teaching situation. 

The independent and the subdued groups were compared to determine 

if members of the subdued group became more like their individual coop

erating teachers than members of the independent group became like 

theirs. The evidence in this area was very weak and not consistent. Two 

of the instruments yielded results in the hypothesized direction, but 

only in the area of teacher attitudes was this of any magnitude and even 

here was not quite large enough for significance. In the area of views 

of pupil misbehavior the independent group moved slightly closer toward 

their cooperating teachers than did the subdued group, but this could 

have been a chance occurrence. Since in the area of teacher attitude 

the difference between the groups approached significance, the possibil

ity should not be dismissed that cooperating teachers influence student 

teachers of one particular personality type differently than they do 

those of another personality type. It may be that the relatively small 

numbers of subjects used in this study were not sufficient to show the 

trend to a significant degree. 

The high-help and the low-help groups were compared also to 

determine if the high-help group became more like their individual 
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cooperating teachers than the low-help became like theirs. Again the 

results were not consistent. Only with the teacher attitude was there a 

difference between the two groups in the hypothesized direction, and this 

was well below significance. 

The four small groups—independent high-help, independent low-

help, subdued high-help, and subdued low-help—were compared for the 

members' gains toward their individual jooperating teachers. On each of 

the measures the four groups were quite similar and no significant dif

ferences were found between any of them. Further, on none of the 

measures did the subdued high-help group, hypothesised to rn. ice the great

est gains, actually do so. There was some evidence, however, that the 

independent low-help group tended to make the least gains (or in some 

instances, negative gains) toward the teachers as hypothesized. In two 

of the areas—teacher attitude and role perception—the independent low-

help group had the lowest observed gains. It had the next to lowest in 

the area of views of pupil misbehavior. Members of the subdued low-help 

group gave some evidence of making the greatest gains toward individual 

cooperating teachers. They had the greatest observed gains in the areas 

of attitude and role perception and the second greatest observed gains 

in views of pupil misbehavior. (It must be remembered, however, that 

when the four small groups were compared for their gains toward individ

ual teachers in each of the areas, they appeared very similar and sta

tistical significance was not attained). 

The final hypothesis of the study was concerned with the degree 

of satisfaction which the different groups of student teachers might 
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indicate with regard to their student teaching situations. The results 

of this phase of the study seemed to indicate that the assignment of a 

particular type of individual to a certain treatment did not seem to in

fluence their liking for the situation as much as did their personality. 

It was hypothesized that the independent high-help and the subdued low-

help groups would express less satisfaction than the other two groups. 

Little difference was found when this particular combination of groups 

was compared. However, when the independent group was compared with 

the subdued group, it was found that the former had a significantly 

greater number of disatisfaction and partial satisfaction responses than 

did the latter. It was also of interest to note that the independent 

low-help group who, as previously indicated, tended to move away from 

the cooperating teachers also ranked highest in the amount of dissatis

faction expressed for their situations. The subdued high-help members 

were found to rank highest in the satisfaction for their situations. 

Recommendations 

The following recommendations have been based upon the above 

conclusions and upon the observed need for further information indicated 

from this study. The first section includes recommendations for further 

study while the second is concerned with implications for teacher train

ing programs. 

Recommendations for Further Research 

1. It is recommended that replications of this study be conducted 

with a larger sample and in different localities and institu

tions in order to examine the consistency of the results. Of 
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special interest would be those areas in which the statistical 

tests neared significance. Specifically this would involve the 

teacher attitude measurements of the following: independent 

group vs. subdued group in the pretest measure; independent group 

vs. subdued group in gains members made toward their individual 

cooperating teachers; and high-help group vs. low-help group in 

gains members made toward their individual cooperating teachers. 

2. It would be informative to determine if there were differences 

which existed between the subdued and independent groups prior 

to the beginning of the formal professional preparation. A re

commended study would be one in which the three dependent 

variable measures would be administered to students during the 

first semester of registration for education courses to deter

mine if the differences between the groups existed at this time. 

The same battery of tests administered at the beginning of the 

student teaching would give indications of changes which might 

have occurred during the coursework phase of teacher preparation. 

3. In a similar way it is recommended that a follow-up to the pres

ent study be made by administering the dependent variable 

measures to the participants after they had completed further 

teaching experience (e.g., after the first or after the third 

year of teaching). This would be important to see if the "level

ing effect" between the groups which was observed in this study 

would persist after this additional experience. 
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One of the limitations of this study was in the selection of 

cooperating teachers to work with particular types of student 

teachers. It is recommended that in a replication study, con

sideration be given to this aspect. If possible, it would be 

well to identify teachers who in past experiences with student 

teachers were recognized to give help which would fit the de

scription of either high-help or low-help as defined in this 

study. This would reduce or eliminate the need for the printed 

schedules of help and sudden changes of habitual behavior on the 

part of cooperating teachers. Also, the assignment of the stu

dent teachers to cooperating teachers should be done so that the 

placements would facilitate the design of the study by deciding 

beforehand the pairing of student teacher with the particular 

cooperating teachers desired. 

This study was limited to three areas—attitude, role perception 

and views of pupil misbehavior. Other areas may have been 

appropriately examined in addition to these. One area, teacher 

verbal behavior, has recently received emphasis. In a replica

tion study this could very appropriately be considered. 

In this study, each of the three areas—teacher attitudes, 

teacher role perception, and views of pupil misbehavior—was 

measured with a particular instrument. Perhaps different instru 

ments in the same areas might have shown somewhat different 

results. For example, the Fishburn Role Perception Scale is 

less specific and on a higher level of abstraction than are some 



173 

other role perception instruments. Perhaps more change would 

have been noted if one of these more specific devices had been 

employed. A preliminary study is suggested in order to deter

mine the degree to which various devices register change during 

the course of a semester of student teaching. 

The personality of the student teacher appears to exert some 

influence upon the student teacher's attitude and views of pupil 

misbehavior, and also upon the stability of these viewpoints. 

In this study, only one characteristic of the student teacher's 

personality was examined, that of independence vs. subduedness. 

Other characteristics (e.g., degree of dogmatism etc.) may also 

be of interest in predicting the student teacher's views in the 

three areas of interest in this study. 

The selection instrument in this study was a personality ques

tionnaire. It might be informative to see if a more direct type 

of questionnaire would be more indicative of the amount of help 

which a particular person needs and is willing to receive from 

her cooperating teacher. The questionnaire could utilize ques

tions about areas of teaching in which the student teacher feels 

the need for help and the ways in which she desires help. It 

would also be informative to determine how closely this type of 

questionnaire would correlate with the type used in this study. 

The Minnesota instrument yielded a single score for the purposes 

of this study. It would be informative if this instrument were 

separated into component parts by factor analysis or other means 
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so that changes in the various areas could be compared. This 

would be especially useful in viewing specific changes in atti

tude which occurred in the independent group. 

10. It was noted in the study that the cooperating teachers who 

indicated less favorable attitudes on the Minnesota instrument 

may possibly have exerted a greater influence upon their student 

teachers than did other cooperating ceachers. A study could be 

undertaken in which the selection variable would be the cooper

ating teacher's score on the Minnesota instrument. The purpose 

of this study would be to determine if, in fact, the cooperating 

teachers with the lower scores on the attitude instrument do 

exert a greater influence upon student teachers than do cooper

ating teachers who score higher. 

Other Research Questions. In addition to the above recommenda

tions there were a number of questions suggested by the findings which 

would warrant further research: What were the causes for the independ

ent group having higher initial attitude scores than terminal ones? Why 

""did the subdued group change little in their scores? What were the 

specifics which made the independent persons dislike certain aspects of 

their situations where this was indicated? There was a change in teach

er attitude from the pretest to the posttest in both the subdued low-

help group and the independent high-help group. What was the reason for 

this? Was the fact that the independent low-help group members made the 

least gains (or negative gains) in becoming like their individual coop

erating teachers in two of the three areas and second to last on the 
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third a result of chance occurrence or were there specific factors which 

produced this result? In tiie same way were there specific reasons why 

members of the subdued low-help group appeared to make the most gains on 
\\ 

two of the measures and next to greatest on the third? 

Recommendations for Teacher Training 

1. In light of the results of this study, it does not appear justi

fiable to assume that student teachers are consistently . 

influenced to become,like their individual cooperating teachers 

in the areas examined. This study did not support the placement 

of a student teacher with a particular cooperating teacher for 

the purpose of having the student teacher become like the coop

erating teacher in these areas. 

2. There was, however, slight evidence (the statistical test 

approached significance) that in one area—teacher attitude— 

the personality of the student teacher may possibly affect the 

degree to which she is influenced by the cooperating teacher. 

Although further study is needed before making definite recom

mendations, it might be well to consider the attitude of the 

cooperating teachers when assigning subdued student teachers to 

them since these student teachers could possibly be influenced 

by their cooperating teachers. 

3. It was noted that cooperating teachers with extremely low atti

tude scores (indicating less desirable attitudes) might possibly 

influence the student teachers toward their views in this area. 

While there is very weak evidence on this point, it might be 
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well to avoid using these cooperating teachers until further 

information can be gathered about their influence. 

k. Concerning teacher attitudes, it appears that independent stu

dent teachers dropped markedly in attitudes if placed in 

high-help situations while those in the subdued group may or may 

not drop if placed in a low-help situation. It would be well to 

consider these indications in the placement of student teachers. 

5. It appears from the results of this study that the personality 

of the student teachers will have some influence upon their pre-

student teaching attitudes and that modification of these 

attitudes will most likely occur among those student teachers 

herein defined as independent. Therefore, it is recommended 

that the teacher training institution specify the attitudes they 

desire to foster and then implement means of securing the de

sired results. This would be especially important if the higher 

attitude scores (more characteristic of the independent group 

before student teaching) were considered a desirable quality. 

Ways should then be found to sustain these attitudes throughout 

the student teaching experience. This could mean modification 

of the present program of student teaching, and it could also 

mean changes in other parts of the teacher training program 

including guided observation and participation for students 

earlier in the program. 



APPENDIX A 

HIGH-HELP SCHEDULE 

Special Appendix to the Handbook 

In attempting to examine the values of various types of assist

ance given by cooperating teachers, we have set up this "schedule of 

help." We appreciate your willingness to assist in this project and ask 

that you follow the schedule as closely as possible. This is necessary 

so that we may make a valid comparison between the types of help received 

by student teachers. 
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Overview of the Schedule 

There are four major areas involved in the schedule: planning, 

teaching, advising, and classroom control. An overview of the instruc

tions for each of these areas is given below. 

Planning 

The student teacher is assisted in planning by watching the 
teacher plan as well as by advice and suggestions. The cooperating 
teacher furnishes a lesson plan format for the student teacher and also 
checks the student teacher's plans regularly and in detail throughout 
the semester. 

Teaching 

The cooperating teacher assists by teaching many demonstration 
lessons throughout the semester. The student teacher is introduced to 
teaching gradually. Quality, not quantity, of teaching is stressed. 
The cooperating teacher observes frequently and discusses these observa
tions with the student teacher. 

Advising 

The cooperating teacher makes the beginning teaching more effec
tive by sharing with the student teacher those ideas and techniques 
which he has found helpful. The student teacher is advised on planning, 
teaching, and procedures of classroom control.. He is helped to plan 
ahead so that trial and error learning will be minimized. 

Classroom Control 

The cooperating teacher demonstrates classroom control procedures 
and advises on this very important aspect of the teaching situation. The 
cooperating teacher attempts to assure success in the initial experiences 
by carefully preparing the classroom situation and by gradually turning 
over responsibilities to the student teacher. He is generally present 
to assist in classroom control. 
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Specific Questions 

1. What help should the student teacher be given in planning? 

Help the student teacher develop his ability to plan by giving 
suggestions about planning as well as demonstrating how to plan. 
Do this regularly throughout the semester. Provide a lesson 
plan format for him to follow and demonstrate its use. 

The student should plan his lessons carefully and plans should 
be required throughout the semester. (Later plans may be less 
detailed than beginning ones.) Suggest topics, methods, materials, 
and techniques to help with specific lessons. 

2. What advice should the student teacher be given? 

Regular advice concerning teaching activities is very important. 
Daily conferences should be held to help the student teacher with 
his planning, teaching, and classroom procedures. 

Critique the lessons and lesson plans of the student teacher 
carefully and give advice and suggestions where needed. 

3. When should the student teacher begin actual teaching? 

He should not do any teaching until after two full weeks. This 
will enable him to see the class in operation and gain a good 
understanding of what is to be done. Observation should be the 
major activity during the first two weeks and teacher aide duties 
should be kept to a minimum. 

4. How rapidly should the student teacher assume the teaching of a 
number of subjects? 

This should be done gradually. Add one subject about every lfc-2 
weeks. Drop some of these if the load becomes too great. Activi
ties in which you share responsibilities or divide the class and 
each work with a group would be very appropriate. The student 
teacher should not have teaching responsibilities for the entire 
morning until after the seventh week and should not have total 
responsibility for the program until the last two to four weeks. 

5. What observations should be made of the student teacher? 

Until the eighth week you should observe almost all of the teach
ing done by the student teacher. Observe carefully, write criti
ques frequently, and discuss these with the student teacher. 

6. How much should the student teacher observe the cooperating teacher? 

Demonstrate planning, teaching, and evaluating of your own lessons. 
Give demonstration lessons throughout the semester. 
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7. How much should the cooperating teacher be in the classroom? 

Almost all of the time during the first half of the semester and 
part of the time the remainder. 

8. What about classroom control? 

The student teacher should take on responsibilities gradually 
and under your direction to assure continued success in this area. 

Responsibilities for control should begin in areas with high 
potential for success and gradually move to more difficult areas. 

IDEAL TIME TABLE 
Key: Each block represents a week. The shaded area represents the 

percentage of time for student teacher activity. 
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General Questions 

In anticipation of general questions which may arise, the 
following suggestions are offered: 

1. Changes in the Schedule: If certain aspects of the schedule do not 
seem appropriate for your particular student teacher, please discusd 
the matter with your university supervisor. 

2. Scheduling Conferences: One of the difficulties of working with a 
student teacher is that of finding adequate time to hold conferences. 
However, this is a very important phase of the program and should not 
be slighted. Try to find a time which is convenient for both you and 
your student teacher and insist that this be followed. The university 
supervisor will support you in this effort. 

3. Professional Relationship with the Student Teacher: Be friendly 
and show an interest in the progress of your student teacher by being 
understanding and encouraging. Help him feel at home in the school 
environment. You should, nevertheless, maintain the type of profession
al relationship with the student teacher which will enable you to 
effectively make suggestions and criticize the student teacher when 
necessary. 



APPENDIX B 

LOW-HELP SCHEDULE 

Special Appendix to the Handbook 

In attempting to examine the values of various types of assist

ance given by cooperating teachers, we have set up this "schedule of , 

help." We appreciate your willingness to assist in this project and ask 

that you follow the schedule as closely as possible. This is necessary 

so that we may make a valid comparison between the types of help received 

by student teachers. 
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Overview of the Schedule 

There are four major areas involved in the schedule: planning, 

teaching, advising, and classroom control. An overview of the instruc

tions for each of these areas is given below. 

Planning 

The student teacher is encouraged to begin planning early and to 
be original and creative. Self development in planning is stressed. 
The major role of the cooperating teacher is to give encouragement, 
support, and direction when necessary. 

Teaching 

Learning by doing is stressed—the student teacher is encouraged 
to begin teaching early and to develop those teaching patterns which 
work best for him. The student teacher is to be encouraged and assisted 
to become independent as soon as possible. 

Advising 

The cooperating teacher, as a rule, gives general supportive 
comments rather than extensive specific advice. In cases where suggest
ions are in order, the cooperating teacher attempts to draw the 
suggestions from the student teacher or to emphasize that there are 
many ways to handle particular situations. 

Classroom control 

The student teacher should assist in these matters early in the 
semester and should be helped to gain competence in doing so. Develop
ing independence in classroom control is encouraged by giving the 
student teacher many and varied responsibilities in this area. 
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Specific Questions 

1. When should the student teacher begin actual teaching? 

Encourage the student to "try his wings" by working with individ
ual students and doing "bit teaching." This can be done right 
from the beginning of the experience. The student teacher should 
be given the responsibility for one subject sometime during the 
first two weeks. 

2. How rapidly should the student teacher assume the~ teaching of a 
number of subjects? 

Add classes as rapidly as the student is able to handle them and 
still maintain good quality in his teaching. Quite possibly the 
student teacher will be teaching all morning by the end of the 
fifth week but he should not have total responsibility for the 
program until a few weeks later. (See the suggested time table 
on the following page.) 

3. How much should the student teacher observe the cooperating teacher? 

Demonstrate mainly at the beginning of the semester unless re
quested by the student teacher. Try to make these lessons varied 
and emphasize that each teacher develops his own teaching style. 

4. How much should the cooperating teacher be in the classroom? 

Leave the student teacher alone as soon as it seems reasonable. 
If possible, leave for a few minutes during the third week and 
increase this some each week. The student teacher should be alone 
with the class most of the time after the tenth week. 

5. What kind of advice should the student teacher be given? 

Encourage creativeness and self development. Promote, through 
general comments, a feeling that the student teacher should try 
ideas and work out his own teaching. If possible, give encourag
ing comments, but if specific criticism is sometimes necessary 
give it in a straightforward way. Also give specific help if it 
is requested by the student teacher. 

6. What observations should be made of the student teacher? 

One of the major purposes of the observation will be to let the 
student know that you are interested in his progress. In general, 
do this in an unobtrusive way as you go about your tasks. Try to 
give supportive statements whenever possible (e.g. "I like the way 
you presented that.") 



7. What about discipline and classroom control? 

Your role should be that of giving support and encouragement · 
rather than a great number of specific suggestions. You should, 
however, let the student teacher know that help is av;ilable if· 
specifically requested. Encourage your student teacher to try ··· 
various techniques and to determine those which work best for him. 
Help him assume the teacher's role and authority so that this will 
aid him in maintaining control. Step in only if you feel you must 
for the good of the pupils. 

IDEAL TIME TABLE 

Key: Each block rep~esents a week. The shaded area represents the per
centage of time for student teacher activity. 

~student teacher activity 
('(.' ..;> 

~~~~ joint activity 

Teaching 

Alone 
with the 
class 

Respon
sibility 
for class
room con
trol 

~ 
2 

~~~~ 
6

1~11·11111 
00~~~~~--111111 
~~~~~~-11111111 
~ should be done t'(> l'~' t. 1 

;~~ op 1ona 

Demonstra
tion 
lessons 

Regularly 
scheduled 
conferences 

9 10 11 12 13 14 15 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 
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General Questions 

In anticipation of general questions which may arise, the 
following suggestions are offered: 

1. Changes in the Schedule; If certain aspects of the schedule do not 
seem appropriate for your particular student teacher, please discuss 
the matter with the university supervisor. 

2. Requests for help: A specific and limited request from the student 
teacher supersedes the instruction in this schedule. If, for example, 
the student asks for specific advice or assistance feel free to give it. 
However, do not make any major, long range changes without first con
sulting the university supervisor. 

3. Responsibility to the Children: Your first responsibility is to the 
pupils. In some instances you may feel the necessity of acting contrary 
to the instructions in the schedule. Feel free, in specific instances 
to do this, but if the situation appears to necessitate extended or 
major changes, please consult the university supervisor as soon as 
possible. 

k. Professional Relationship With Your Student Teacher: Be friendly 
and show an interest in the progress of your student teacher by being 
understanding and encouraging. Help your student teacher feel at home 
in the school environment. You should let the student teacher know that 
his questions are welcome and that he can receive help when he feels the 
need for it. However, this should be done in such a way that the stu
dent teacher does not feel obligated to ask questions. 

V 



APPENDIX C 

FISHBUKN HOLE DIMENSION SCALE 

This scale consists of four groups of twelve items 
each. Each of the items describes some part of 
the teacher's role. Each page is a complete group 
in itself. Please complete each page before going 
on to the next one. 
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Group I 

For the following group of items, select and check the five items which 
you as a teacher feel would be most important as you see them from your 
point of view. 

1. Develop in students a desire to find democratic solutions to current 
social problems. 

2. Have a sense of responsibility for the overall effectiveness of the 
total school program. 

3. Interpret the school to the community. 

k. Belong to profassional organizations. 

5. Provide for differentiated assignments among the students of my 

classes. 

6. Be able to recognize a wide range of emotional maladjustments. 

7. Participate in the planning of extra-curricular activities. 

8. Be able to assist lay groups in the understanding of modern 
education. 

9. Participate actively in the work of professional organizations. 

10. Provide opportunity for independent critical thinking on the part of 
my students. 

11. Provide experiences where students gain an insight into vocational 
and avocational needs. 

12. Teach effective procedures for using current materials for sources 
of information. 

Be sure you have checked five items 
then go on to the next page 
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Group II 

For the following group of items, select and check the five items which 
you as a teacher feel would be most important as you see them from your 
point of view. 

1. Utilize pupil needs in the motivation of my students. 

2. Know each pupil as an individual. 

3. Direct students to life applications of classroom learning. 

k. Plan cooperatively with teachers and administration on educational 
objectives. 

5. Use available educational resources in the community in my class
room practices. 

6. Demonstrate an appreciation of the social importance of the teach
ing profession. 

7. Cooperate with specialists in remedial programs. 

8. Use my field of subject matter to develop an understanding of 
social problems. 

9. Be competent in curricular planning. 

10. Secure the cooperation of parents in school activities. 

11. Develop and adhere to a professional code of ethics. 

12. Use a variety of multi-sensory learning aids. 

Be sure you have checked five items 
then go on to the next page. 
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Group III 

For the following group of items* select and check the five items which 
you as a teacher feel would be most important as you see them from your 
point of view. 

1. Be familiar with the common diagnostic tests in my field. 

2. Refer severe cases of maladjustment to specialists. 

3. Develop effective discussion practices among my students. 

k. Be willing to start with the schools where they are and work for 
their improvement. 

5. Assist in developing an awareness of community problems in parents. 

6. Make whatever special talents I have available to the services of 
the professional organizations. 

7. Know the broad implications of my subject matter and how it relates 
to the community. 

8. Keep accurate and adequate record on the scholastic progress of my 
students. 

9. Plan cooperatively with other teachers and administrators on admin
istrative objectives. 

10. Assist in developing an awareness of community problems in pupils. 

11. Contribute to the activities designed to strengthen the professional 
organization for meeting their responsibilities. 

12. Be able to administer aptitude, interest and intelligence tests. 

Be sure you have checked five items 
then go on to the next page. 
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Group IV 

For the following group of items, select and check the five items which 
you as a teacher feel would be most important as you see them from your 
point of view. 

1. Participate in the definition and solution of community problems. 

2. Communicate effectively with other teachers across grade-group and 
subject matter lines. 

3. Develop self-evaluation procedures in my students. 

Jf. Keep records suitable for the personal guidance of my students. 

5. Develop pupil attitudes necessary for democratic participation 
in society. 

6. Share willingly in the administrative responsibility for the over
all school program. 

7. Maintain a working relationship with lay groups and individuals to 
promote understanding of the schools. 

8. Control the physical aspects of my room such as light, heat, 
ventilation, etc. 

9. Understand the basic principles of effective counselling. 

10. Plan and direct activities so that each pupil may make a contribu
tion to the group. 

11. Participate in the administration of extra-curricular activities. 

12. Draw on available and appropriate school resources for use in work 
on community problems. 



APPENDIX D 

WITRYOL SCALE 

The following list contains certain pupil characteristics for which 
teachers often give disapproval. Please read the list then proceed to 
the following page. Refer to this list as often as you desire while 
completing this scale. 

Do poor work: does not exert effort in his work, constantly repeats 
mistakes, does not complete work or does it incorrectly, shows lack of 
interest in his work. 

Disturb and annoy others: distracts others, teases, hits, pulls hair, 
etc. to annoy. 

Talking: whispers, talks out loud at inappropriate times, speaks out 
of turn, talks about things foreign to the schoolwork. 

Be rude: does not follow common courtesies, is disrespectful, pushes 
in line, grabs, wants more than his share. 

Chews gum: chews gum in school, makes noises while chewing, litters 
desk and floor with gum wrappings, places gum under the desk. 

Be dishonest: takes things which do not belong to him. is sneaky. 
tells falsehoods, cannot be trusted. 

Disobeys teachers and school rules: does not follow established rules, 
goes directly against the teacher's instructions, won't follow 
directions. 

Doesn't pay attention: daydreams, frequently thinks about things not 
connected with schoolwork. brings playthings to school, frequently 
loses his place during classwork. does not listen to directions. 

Fight, be disagreeable, be unfriendly: scuffles in the classroom, seeks 
arguments. hits and fights on the playground. 

Be untidy: has poor appearance, is not neat, is sloppily dressed. 
has a sloppy desk, comes to school with dirty hands, does not wear 
clean clothes, does not clean up after himself. 
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DIRECTIONS: These items are pupil characteristics for which you might 
show disapproval. For each pair, please check the characteristic for 
which you would give the most disapprovail. 

1. a do poor work 
b disturb and annoy others 

2. a be untidy 
b be rude 

3. a fight, be disagree
able, be unfriendly 

b chew gum 

k. a don't pay attention 
b be dishonest 

5. a disobey teachers and 
school rules 

b do poor work 

6. a talking 
b disturb and annoy others 

7. a chew gum 
b be untidy 

8. a be dishonest 
b fight, be disagree

able, be unfriendly 

9. a disobey teachers and 
school rules 

b don't pay attention 

10. a do poor work 
b talking 

11. a disturb and annoy others 
b be rude 

12. a be untidy 
b be dishonest 

13« a fight, be disagree
able, be unfriendly 

b disobey teachers and 
school rules 

l'f. a don't pay attention 
b do poor work 

15. a be rude 
b talking 

16. a chew gum 
b disturb and annoy others 

17. a disobey teachers and 
school rules 

b be untidy 

18. a don't pay attention 
b fight, be disagree

able, be unfriendly 

19. a do poor work 
b be rude 

20. a talking 
b chew gum 

21. a disturb and annoy others 
b be dishonest 

22. a be untidy 
b don't pay attention 

23. a fight, be disagree
able, be unfriendly 

b do poor work 

2k. a chew gum 
b be rude 
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25. 

26. 

27. 

28. 

29. 

30. 

31. 

32. 

33. 

34. 

a 
b~ 

a_ 

b_ 

a_ 

b_ 

a 
b~ 

a 
b" 

a 
b" 

a 
b~ 

a 
b~ 

a 
b" 

a_ 

b 

_be dishonest 39. 
_talking 

_disobey teachers and 
school rules 
_disturb and annoy others 

_fight, be disagree
able, be unfriendly 
_be untidy 

_do poor work 
_chew gum 

_be rude 
_be dishonest 

_talking 
_disobey teachers and 
school rules 

_disturb and annoy others 45. 
_don't pay attention 

_be untidy 
_do poor work 

_be dishonest 
_chew gum 

_disobey teachers and 
school rules 
be rude 

35. a don't pay attention 
b talking 

36. a fight, be disagree
able, be unfriendly 

b disturb and annoy others 

37. a do poor work 
b be dishonest 

38. a chew gum 
b disobey teachers and 

school rules 

a be rude 
b don't pay attention 

40. a talking 
b fight, be disagree

able, be unfriendly 

41. 

42. 

43. 

44. 

a disturb and annoy others 
b be untidy 

a be dishonest 
b disobey teachers and 

school rules 

a chew gum 
b don't pay attention 

a be rude 
b fight, be disagree

able, be unfriendly 

a talking 
b be untidy 
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BEATY QUESTIONNAIRE 
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1. To what extent did you feel free to discuss problems with your supervising teacher? 

/ / / / / 
Not permissive to Discussed problems Discussed some Discussed problems Many problems 
discuss problems recognized by problems jointly together discussed 

directing teacher recognized 

2. Were you criticized by your supervising teacher in a constructive or destructive manner? 

/ / / / / 
Criticism Seldom offered Tended to be of- Frequently offered Customarily offered 
destructive constructively fered construc- constructively constructively 

tively 

3. Were you criticized in a frank manner or did your supervising teacher withhold criticism? 

/ / / / / 
Criticism Vague, Frank criticism Commonly candid, Unusually candid, 
withheld unmeaningful sometimes given open open not outspoken 

k. Were you allowed to participate in a variety of teaching activities or were you limited to 
routine tasks in the classroom? 

/ / / / / 
Routine tasks Preponderance of Limited participa- Participated in Shared many 
primarily routine tasks tion in respons- responsible activities 

ible activities activities cooperatively 

5. Did you observe and participate in activities with other teachers or was your observation and 
participation limited to your supervising teacher? 

/ / / ; / ; / 
Only supervising Little observation Observed others— Much observation Much observation 
teacher observed of others little participa- some participa- and participation 

tion tion 



6. To what extent did your supervising teacher promote your acceptance by the local staff? 

/ / / / / 
Not accepted by Accepted with Accepted to some General feeling Earnestly promoted 
staff or super- reluctance extent of acceptance acceptance 
vising teacher 

7. How helpful was your supervising teacher in promoting your relations with the student group? 

/ / / / / 
Retarding or No effort made Somewhat helpful Definitely helpful Of great assistance 
confusing 

8. To what extent was your supervising teacher interested in you as a person? 

/ / / / . / 
Neither personally Only profession- Professionally and Definite interest Much interest 
nor professionally ally personally to some manifested manifest 

extent 

9. Did your supervising teacher respect and promote your individuality or suppress it? 

/ / / : / / 
Conformity Sometines recog- Recognized and Individuality Individuality 
stressed nized, not promoted somewhat encouraged promoted whole-

promoted heartedly 

10. Was your supervising teacher a desirable or an unacceptable person to work with you as an 
intern? 

/ / / / / 
Unacceptable Possibly Acceptable, Desirable to work Excellent to work 

acceptable, possibly desir- with with 
not desirable able 



11. Did you find that the professional outlook of your supervising teacher supported or conflicted 
with your professional outlook? 

/ / / / / 
Sharp conflicts Outlook different, Some differences, Outlook much the Mutually 
noted few conflicts conflicts seldom same supporting 

12. How valuable a professional experience was your off-campus student teaching? 

/ / / J / 
Of negative value Of little value Of some value Definitely Highly valuable 

valuable 

13. To what extent were your expectations from the off-campus experience realized? 

/ / / / / 
Definitely Partially realized Expectations More than expected Considerably more 
unrealized realized than expected 

14. How helpful was your supervising teacher in the gathering of data needed in making reports for 
your Post-Student teaching Seminar? 

/ / / / / 
My efforts were No help given Some help given Was definitely Much assistance 
obstructed helpful given 

15. Did your supervising teacher make possible situations for you to assume complete control of 
the teaching situation, or was your supervising teacher continuously in the classroom? 

/ / ^ / J / 
Left room only Seldom left room Sometimes left Frequently absent Absence sometime 
during emergencies room so I could for short periods extends to full 

take over day(s) 



16. Were you given sufficient encouragement to plap on your own, or were you seriously restricted 
by your supervising teacher? 

/ / / / / 
Used plans of Used supervising Allowed to plan, Some encouragement Much encouragement 
supervising teachers plans not encouraged to plan on my own in planning 
teacher entirely with modifications 

did your supervising teacher intentionally demonstrate teaching methods and 

/ / / / 

17. To what extent 
techniques? 

/ 
Supervising 
teacher refused 

-Conferences seldom 
held 

Just neglected to 
do so 

Insufficient in 
number and 
duration 

Methods demonstra
ted, not discussed 

More time needed 

Some discussion 
of methods 

Sufficient time 
provided 

Much discussion of 
many methods, 
demonstrated 

the amount of 

/ 
Time liberally 
provided 

18. How sufficient were conferences with your supervising teacher in regard to 
conference time provided? 

/ / / / 

19• To what extent did your supervising teacher portray teaching as a worthwhile and desirable 
profession for a student teacher to enter? 

/ / / / / 
Neither worthwhile Probably worth- Worthwhile but not Worthwhile and Highly desirable 
nor desirable while, undesirable very desirable desirable and worthwhile 

profession 

20. Did your supervising teacher assume you were a student teacher (a teacher in training) or a 
mature teacher in working with you? 

/ / / / / 
An experienced A beginning Too much for a Capabilities Expectations quite 
teacher teacher student teacher understood reasonable 



21. To what extent were you recognized and accepted in the classroom of your supervising teacher 
during your first two weeks of student teaching? 

/ / 
Not recognized, 
passive observer 

Some recognition, 
little participa
tion 

/ 
Was accepted, some 
participation 

Accepted and 
participated 
actively 

y 
Accepted and 
participated 
from the 
beginning 

/ 
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SITUATION QUESTIONNAIRE 
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Name 

1. How valuable a professional experience was your student teaching? 

/ / / / / 
Of negative Of little Of small Definitely Highly 
value value value valuable valuable 

2. To what extent were your expectations from the student teaching 
experience realized? 

/ / / / / 
Definitely Partially Expectations More than Considerably 
unrealized realized realized expected more than 

expected 

3. How well did your cooperating teacher understand your general 
teaching capabilities as reflected in the tasks expected of you? 

/ / / / / 
Very much mis- Frequently Some problems Generally Completely 
understood misunderstood but not understood understood 

serious 

k. How helpful was your cooperating teacher in promoting your relations 
with the student group? 

/ / / / / 
Retarding or No effort Somewhat Definitely Of great 
confusing made helpful helpful assistance 

5. To what extent was your cooperating teacher interested in you as a 
person? 

/ / / / / 
Neither per
sonally nor 
professional
ly 

Only pro
fessionally 

Professional
ly and per
sonally to 
some extent 

Definite 
interest 
manifested 

Much inter
est mani
fested 

6. Did you find that the professional outlook of your cooperating 
teacher supported or conflicted with your professional outlook? 

/ / / / / 
Sharp con- Outlook dif- Some differ- Outlook much Mutually 
flicts noted ferent, few ences, con- the same supporting 

conflicts flicts seldom 
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7. In relation to your being given complete responsibility for learning 
activities, how well did your cooperating teacher understand your 
capabilities? 

J / / / / 
Very much Frequently Some problems Frequently Completely 
misunderstood misunderstood but not understood understood 

serious 

8. How well did your cooperating teacher understand your capability to 
plan and your needs in planning? 

/ / / / / 
Very much Frequently Some problems Generally Completely 
misunderstood misunderstood but not understood understood 

serious 

9. How well did your cooperating teacher understand the use of confer
ences and planning sessions in your preparation? 

/ / / / / 
Very much Frequently Some problems Generally Completely 
misunderstood misunderstood but not understood understood 

serious 

10. In relation to how quickly you moved into actual teaching, how well 
did your cooperating teacher understand your capabilities? 

/ / / / / 
Very much Frequently Some problems Generally Completely 
misunderstood misunderstood but not understood understood 

serious 

11. Was your cooperating teacher a desirable or an unacceptable person 
to work with you as an intern? 

/ / ____/ / / 
Unacceptable Possibly Acceptable, Desirable to Excellent to 

acceptable, possibly work with work with 
not desirable desirable 

12. How encouraging was your cooperating teacher? 

/ / / / / 
Very dis- Moderately Neither en- Moderately Very 
couraging discouraging couraging nor encouraging encouraging 

discouraging 



APPENDIX G 

VARIOUS GROUPINGS OF STUDENT TEACHERS SHOWING TYPES OF MOVEMENT 
WITH RESPECT TO TEACHER ATTITUDE SCORES 
OF THE INDIVIDUAL COOPERATING TEACHERS 

Category- Type of Movement 
Toward Away Cross-over No Change 

(Part A: Personality of the Student Teacher) 

Independent 10 lk 3 3 

Subdued 13 9 2 6 

(Part B: Schedule of Help) 

High-help 12 9 k 5 

Low-help 11 l'f 1 if 

(Part C: Score of the Cooperating Teacher when Compared 
With the Average for Cooperating Teachers) 

Above Average 11 15 2 7 

Below Average 12 8 3 2 

(Part D: Initial Score of the Student Teacher When 
Compared With the Initial Average for 

Student Teachers) 

Above Average 1^+ 13 3 3 

Below Average 9 10 2 6 

20k 
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