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ABSTRACT 

As students enter the student teaching experience, many view 

the role of the student differently than the cooperating teacher. 

Evidence accumulates regarding the disparate attitudes and role 

expectations of and between student teachers and cooperating 

teachers. A majority of workers feel students abandon the 

teachings of the university adopting instead the attitudes and views 

of the cooperating teacher. 

The purpose of this work was to investigate shifts in role 

expectations of student teacher/cooperating teacher pairs. Forty-

seven pairs participated in the study. Pairs completed pretest and 

posttest instruments. Instruments administered were the Student 

Teacher Expectation Scale and the Cooperating Teacher Expectation 

Scale given to student teachers and cooperating teachers 

respectively. The Frequency-of-Change-in-Product-Moment 

technique was used to identify both the direction and source of pair 

expectation influence. A matched pairs t-test was used to identify 

pretest-posttest shifts of expectations for students and cooperating 

teachers. 

Results indicate cooperating teachers to be the source of 

congruent pair expectations regarding professionalism. However, 

the cooperating teacher was the source of incongruent influence in 

the area of decision making skills. Cooperating teachers exhibited 

very stable pretest-posttest mean scores indicating the view of the 

V 



student's role did not significantly change. Student pretest-

posttest expectations shifted in two instances, interpersonal 

communication skills of professionalism and decision making skills. 

Both shifts reflected a moderated expectation from the pretest to 

the posttest. 
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CHAPTER I 

INTRODUCTION 

The transition from student to teacher is often difficult. Two 

views of the student teacher being inducted into the profession have 

recently emerged: the student teacher as an aspiring professional 

educator and the student teacher as an aide or assistant. Although it 

is possible to speculate that induction into any profession is an 

arduous and exacting passage, the metamorphosis of student to 

teacher may involve several unique dilemmas. On the one hand, there 

is the viewpoint that student teachers are knocking on the 

professional door. Conceptually, this perspective considers the 

student teacher as a professional and accepts the student teaching 

act as proof of membership. In fact. Garland, Williams and Corrigan 

(1969) have suggested that student teachers view themselves as 

professional teachers doing the tasks teachers traditionally 

perform. Gettone's study (1980) confirmed Garland, Williams and 

Corrigan's view further hypothesizing, "student teachers during 

training experience role conflict." Gettone's data support this 

hypothesis. His work indicated that the primary source of role 

conflict may develop from the disparate view of the student teacher 

role by student teachers, cooperating teachers and administrators. 

For example, public school personnel, already empowered and 

sanctioned by the profession, may view student teaching as a 

1 



2 

service. That is, the role of the student teacher is to assist the 

cooperating teacher initially, acting as an aide. 

A second locus of role conflict might be that student teachers 

and cooperating teachers view their counterparts' role differently. 

If so, role expectations may be based on invalid assumptions of the 

counterepart's purpose or intention. If this perspective is valid, 

then both the personal and reciprocal role expectations of each 

individual in the student teaching relationship can be major hurdles 

in the transition from student to teacher. 

In an early work, Prokop (1973) investigated role conflict 

between cooperating teachers and student teachers. One result of 

this study was that student teachers realized the need to please 

cooperating teachers. Gettone (1980) believed this need may be 

based on the evaluative sanction held by cooperating teachers. 

Prokop was concerned that potential student teacher role conflicts 

result in either hostile/aggressive or withdrawn/submissive 

behaviors, neither of which lead to desirable outcomes. In either 

case, role conflict could result in thwarted role expectation 

development. Writing on this same topic, Copeland (1968, p. 126, 

cited in Gettone, 1980) stated. 

Student teachers because of their dependence on 
supervision for grades in practice teaching and letters of 
recommendation for placement files, may also have a 
greater need to know what the supervisor wants. A 
student teacher may be more comfortable attempting to 
please a directive supervisor whose opinions are clearly 
expressed than attempting to devine from a non-directive 
supervisor of what specific performance is most 
desirable, (p.64) 
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In the realm of educational beliefs, Tabachnick (1978) has 

suggested that many student teachers adopted teaching behaviors 

that resulted in role disillusion. Citing Sorenson (1967), Tabachnick 

noted that many student teachers approached teaching situations 

without giving consideration to theory. Some student teachers were 

so concerned about the appropriate use of theory, they warned 

against its use at all. A potential explanation of this result is that 

student teachers deal more with how to teach than educational and 

instructional goals and objectives. Joyce (1963) supports this view 

maintaining cooperating teachers and university education 

instructors are often viewed as espousing educational beliefs that 

contradict each other. Student teachers are trained by university 

education instructors and may bring theory to student teaching. 

Cooperating teachers may perceive little utility for theoretical 

applications in the "real world" and fail to utilize theory or the 

principles gained from theory. Opposing views such as these could 

create role conflict in student teachers as they move from the realm 

of theory (education course work) to practice (student teaching). 

The source of these beliefs and perspectives should be further 

examined. 

Cooperating teachers and student teachers hold widely 

disparate role identities. One possible explanation may be the lack 

of role continuity perceived by cooperating teachers as a group. 

Simms (1975), studying the perceived role characteristics of 

cooperating teachers found a diversity of beliefs about the 

cooperating teacher role. Approximately 40% of those polled had no 



formal supervision training (of student teachers), a possible 

explanation for this diversity of role beliefs or identities. By not 

knowing the purpose or expectations of student teaching, the 

cooperating teacher may unwittingly incite student teacher role 

conflict. 

Beck (1974) indicates that student teachers may sense 

feelings of frustration and failure because of an inability to 

establish rapport with the cooperating teacher. This view is 

supported by Blumberg and DeSanctis (cited in Costa and Garmston, 

1986). In a study that examined the average amount of time spent 

talking about professional matters, Blumberg and DeSanctis 

concluded that most teachers spend less than two minutes per day 

discussing professional matters with other teachers. Assuming 

these data to be accurate, it would be difficult to perceive 

cooperating teachers devoting significantly more time to 

discussions with student teachers. In light of Beck's and Blumberg 

and DeSanctis' work, Copeland's (1978, p. 126, cited in Gettone) view 

of the student teacher comprehending or devining the objectives of 

student teaching rises in believability. 

Schmidt and Beall (1988) have speculated that student 

teachers experience an increase in teaching skills and competencies 

after, compared to before student teaching. Secondly, they propose 

that student teachers will perceive that they are able to perform 

more teaching skills following student teaching. Their results 

support these speculations. Accordingly, one notable function of 

student teaching may be to develop expectations or perceptions of 
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teaching competencies. Farley's (1973) data demonstrated 

significant differences in the role perceptions of cooperating 

teachers and student teachers about the use of instructional time 

and discipline. Also, their views of new and improved methods, 

materials, and research were different. One notable difference was 

that cooperating teachers expected student teachers to relieve 

faculty members of specified duties. Thus, student teachers were 

viewed as support personnel rather than inductees or professional 

teachers. It is possible that these studies point to incongruent 

expectations. 

A review of Gettone's (1980) study will help clarify or explain 

the impact of student teaching. Gettone noted that public school 

administrators and master teachers differed from the expectations 

of student teachers in several areas of teacher behavior and skill. 

Teachers and administrators felt student teachers should have 

knowledge of and be able to use sound learning theory. In essence, 

the expectation was that student teachers should be well versed in 

the theory of teaching. However, student teachers did not see this as 

an important issue. The view of student teachers that theory is not 

related to teaching may be a result of initial student teacher fears 

concerning the nuts and bolts of classroom organization and 

management. Because experienced school personnel do not have this 

fear, disparate expectations of the role of theory may exist. 

A second result of the Gettone study was that school personnel 

viewed the student teacher in terms and roles analogous to teacher 

aides. Thus, cooperating teachers expected student teachers to 
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perform such tasks as clean-up jobs, paper grading, and mounting 

bulletin boards. Student teachers disagreed with this view. Student 

teachers felt that because teachers did not do janitorial service 

they should not. Cooperating teachers may expect student teachers 

to develop through an apprentice-like system, doing more menial 

tasks first and subsequently taking the responsibilities of class 

management. 

To summarize, student teachers and cooperating teachers hold 

different role expectation viewpoints. The differences may lead to 

role expectation conflict that may thwart the professional 

development of student teachers. 

Several workers have called for studies of student teacher and 

cooperating teacher role expectations (Garland, Williams & Corrigan 

1968; Gettone 1980; Salzillo & Van Fleet, 1977). Work in this area 

should address several topics. First, instruments should be 

developed that reliably measure the student teacher's expectations 

of the cooperating teacher's role and the cooperating teacher's 

expectations of the student teacher's role. Using these instruments 

to measure reciprocal role expectations among student 

teacher/cooperating teacher pairs, analyses of the changes in role 

expectation during the student teaching experience could be 

measured. This would provide important information about changes 

of expectations resulting from student teaching and help elucidate 

the process of role clarification and perception. 

The purpose of this study will be to examine changes in role 

expectations of cooperating teacher/student teacher pairs. 



CHAPTER II 

REVIEW OF THE LITERATURE 

In 1968, Rosenthal and Jacobson coauthored a book that was a 

compilation of research literature and experimental results on the 

topic of the self-fulfilling prophecy. Summarized, their data 

indicated that one person's expectations for another person's 

behavior can become a more accurate prediction simply for its 

having been made. The concept that behavior is determined in large 

part by unrecognized interpersonal forces or expectations has been 

applied to a variety of social and psychological phenomenon. 

Expectations Defined 

The Random House dictionary of the English Language (Flexner, 

1987) defines expectation as, "The act or state of looking forward or 

anticipating. An expectant mental attitude" (p. 304). Stotland 

(1969) adds to this definition the concept of hope. The inclusion of 

hope in the definition of expectation requires an inductive 

component. For example, one may expect to win the California 

Lottery. Because the chance of winning is low, the expectations are 

also low. One is not surprised by not winning. On the other hand, one 

is surprised when a close friend ignores or snubs a greeting because 

a positive response was anticipated. Expectations exist on a 

continuum from 0 to 1. An expectation of 0 indicates hopelessness. 

An expectation of 1 indicates an absolute faith that the belief or 

hope will be realized. 
7 
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Using Stotland's definition, it is possible to eliminate 

desirability from the definition. Regardless the intensity of the 

want, an element of reality tempers the expectation. This tempering 

may or may not only influence the intensity of the expectation but 

does influence the intensity of the desire. Nevertheless, the two 

concepts of expectation and desire should be viewed as separate but 

similar entities. 

Sources of Expectations 

To better understand the expectation phenomenon, a review of 

the literature on expectation is appropriate. These studies can be 

divided into two types: interpersonally and intrapersonally derived 

expectations. 

Interpersonal expectations are generated from experiences 

that do not necessarily involve direct contact with other people. 

These types of expectations generally reflect the way people view 

themselves in relation to tasks as well as other people. 

In a seminal work examining intrapersonally derived 

expectations. Feather (1966) asked female undergraduates to 

assemble 15 anagrams. Prior to assembling each anagram, the 

students were asked to estimate their chances of correctly solving 

the anagram puzzle. Two experimental groups were used. Subjects 

in each group were asked to solve a series of anagrams. For half the 

subjects, the first five anagrams were easy to assemble. For the 

remaining subjects, the first five anagrams were insoluble. For both 

groups, the final 10 anagrams were of equal difficulty and were 
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presented in the same order. Feather's results indicated that 

students who were initially given five easy anagrams increased 

their estimates of success from .57 (prior to the first anagram) to 

.76 (prior to the sixth anagram). Students confronted initially with 

five insoluble anagrams decreased their estimates of success from 

.61 (prior to the first anagram) to .19 (prior to the sixth anagram). 

The final 10 anagrams in each series were not solved equally 

by both groups. The students who were initially confronted with 

five easy anagrams solved significantly more puzzles of the last ten 

than the students initially confronted with five insoluble anagrams. 

Both groups, when confronted by easy and insoluble anagrams in 

trials six through 15, tended to moderate their estimates for 

success. 

The Feather study points to environmental or situational 

paradoxes as critical determinants of expectations. Clearly, both 

groups in Feathers study had approximately equal success 

expectations at the outset of the experiment. The discrepant results 

for success in trials six through 15 point to a self-fulfilling 

prophecy conclusion. This type of expectation is generated from 

within the individual based on a perception(s) of success or failure. 

These expectancies are derived from experience in the world. 

Further support of this hypothesis is provided by Locke (1967), 

Weiner, Heckhausen, Meyer, and Cook (1972), and Zajonc and 

Brinkman (1969). Feather (1982) has labeled this type expectancy "a 

principle of person-environment fit." 
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A second type of expectancy formation centers around or 

originates from interpersonal communications. The basis of these 

theories is that people tend to react or respond to the expectations 

of another. The response occurs even if the expectation is not 

characteristic or integral to the belief system of the receiving 

person. 

In an early example of an interpersonal expectation model, 

Rice (1929) described how 2000 applicants for charity were 

interviewed. One of twelve skilled interviewers was assigned to 

talk privately with randomly chosen subjects. During the course of 

the interviews, subjects consistently responded with positions 

similar to the beliefs of the interviewer. Rice concluded that the 

interviewer's expectancies had been transferred to the subjects. 

Although the Rice (1929) study has been criticized for 

methodological errors (Hyman, Cobb, Feldman, Hart & Stember, 

1954), it appeared the applicants were influenced by interviewer 

expectations. Further support of interviewers' expectations biasing 

responses is found in Harvey's (1938) investigation of perceived 

attributes. In this study, each of five postgraduates interviewed six 

young boys. The boys were to read an assigned story and 

subsequently tell the story to their assigned interviewer. The 

interviewer was to form an impression of each boy's character on 

the basis of his story telling. Contrived information relative to each 

boy's reliability, sociability, and stability was provided to each 

interviewer. Interviewers were instructed to avoid using this 
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personal information in establishing impressions of the boys' 

character. 

Harvey's (1938) study supports the expectation bias 

hypothesis. Despite being told not to use the personality 

information provided by the experimenter, interviewers consistently 

categorized the boys according to the contrived personality data. 

Further support of interviewer expectancy bias can be found in 

Schwab (1965) and Wyatt and Campbell (1950). 

Evidence of communication of expectations between an 

experimenter and subjects have been reported by Adair and Epstein 

(cited in Rosenthal & Jacobson, 1968), Fode (cited in Rosenthal & 

Jacobson, 1968), and Rosenthal (1966). Fode demonstrated that 

expectancy beliefs can be transmitted both visually and auditorily. 

Adiar and Epstein used tape recorded "voices of experimenters using 

standardized instructions." Prior to recording the instructions, 

experimenters were given fabricated information about a subject's 

ability and asked experimenters to predict the level of success for 

each subject. A separate tape was made for each subject. Results 

indicated that the success or failure of the subject was related to 

previously stated experimenter prophecies of success or failure. 

The explanation of this is that tone quality transmitted a self-

fulfilling prophecy because all instructions were read from a 

standard format. 

Based on the studies reviewed, it can be concluded that 

individuals respond to two types of expectations. These are self-

imposed expectancies of success or failure based upon prior 
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experiences, interpersonally imposed expectations, and 

expectancies related to attitudes, beliefs, opinions, and values, 

interpersonally imposed expectations. 

Attitudes and Expectations: Reciprocals 

The term expectation is defined as "The act or state of looking 

forward or anticipating" (Flexner, p. 304, 1987). Expectations are 

predictive and inductive in nature. The same source defines attitude 

as "manner, disposition, feeling, etc. with regard to a person or 

thing. Tendency or orientation especially of the mind" (p. 53). The 

similarity of these two definitions causes confusion. In many 

instances, the terms are used synonymously. 

Educational Attitudes of Student Teachers 

Allport (1935) defined attitude as "A mental and neural state 

of readiness, organized through experience, exerting a directive or 

dynamic influence upon the individual's response to all objects and 

situations with which it is related." Three important features of 

this definition are: (a) attitudes are states of readiness to act in 

certain ways, (b) attitudes are learned and organized through 

experience, and (c) attitudes affect behavior. Campbell (1963) notes 

that Allport's definition can be appropriately used to define any one 

of a number of social science concepts such as "attitude, belief, 

opinion, disposition, habit, and value." In fact, it seems equally 

valid to add expectation to Campbell's list. As Halloran (1967) has 

noted "It is conceivable that superficially quite dissimilar 

terminologies may be describing essentially the same facts and 
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processes." Numerous workers have lumped attitudes with other 

social psychology phenomenon (Berelson & Stiner, cited in Halloran, 

1967, Reich & Adcock, 1976, Rose, 1962). Fraenkel (1980) 

subsumed attitudes, opinions, interests, feelings, and values under 

one definition. 

Obviously, the definition of attitudes is either similar to or 

the same as that of many other social psychology concepts. 

Halloran's concept that attitudes represent a realm of behaviors that 

are subsequently interpreted as unique psychological phenomena 

represents a compromise with respect to the dilemma. The 

definitional differences of attitude, belief, opinion, expectation, and 

value may be so indistinct that only operational definitions germane 

to a specific example or situation determine appropriate use. In 

light of this obstacle, it is not surprising to see many workers using 

attitude scales that measure educational beliefs or opinions. 

For example, Wolfe and Halperin (1977) published a work 

that measured attitude and attitude change in student teachers. 

Using a 42-item Likert-type scale, seven factors were identified as 

being salient to student teacher attitudes and beliefs. Five factors 

were disregarded because they were "not readily interpretable." The 

two remaining factors were labeled "traditional" and "progressive." 

However, based on the description of the items that formed each 

factor, it is possible to label the factors as measuring role 

perception. To further confound the issue, Wolfe and Halperin stated 

that their instrument was designed to sample opinion about teaching 

and children. Thus, attitude, role perception, and opinion are used 



14 

synonymously. The relatively small normalizing sample (N = 33 

students) severely limits the generalizability of the study. Also, 

the small sample size represents an inadequate N. for factor 

analysis. Thus, the factors Traditional and Progressive should be 

interpreted with caution. 

Despite the limitations of the study, the fact that student 

teachers tended to become more traditional as a product of student 

teaching is noteworthy. This finding is consistent with the work of 

Butcher (1965) and Mahon and Lacefield (cited in Wolfe & Halperin, 

1977). 

Earlier research also suggested that university students in 

general held more progressive attitudes than did older people 

(Callis, 1950; Ferguson, 1942; Steele, cited in Butcher, 1965). 

Butcher (1965) maintains that changes in [student teacher] attitude 

during training may be reversed after experience of full-time 

teaching. Butcher called for more longitudinal studies in the area of 

student teacher attitude changes. 

Jacobs (1968), studying changes in attitude as a result of 

student teaching, determined that significant attitudinal shifts 

from more liberal and democratic points of view toward more rigid 

and formalized attitudes occurred. These findings are supported by 

the results of Wolfe and Halperin (1976). 

Tabachnick and Zeichner (1984) disputed the concept that 

student teacher attitudes become more rigid as a result of student 

teaching. In their study, student teachers controlled the direction of 

socialization (attitudes) and were better able to develop more and 
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more elaborate versions of teacher perspectives (attitudes) after 

than before student teaching. In Tabachnick and Zeichner (1984) 

students were asked to fill out a Letter of Expectations that stated 

personal goals and expectations. Neither the university, university 

supervisor, nor cooperating teacher could alter the student teacher's 

expectation letter. Alteration of a student's letter of expectations 

required negotiation between the student teacher, university 

supervisor, and cooperating teacher. One explanation of their 

findings is that all parties involved in the student teaching 

experience were privy to student teacher expectations. This 

suggests that student teacher attitudes and perspectives can remain 

theoretically based, not becoming homogenized or washed out by 

experiences in the school. The results of the Tabachnick and 

Zeichner study are limited by the small, select sample and the fact 

that student teachers were matched to cooperating teachers on the 

basis of student preference. Lortie (1975) drew similar conclusions. 

In Lortie's (1975) view student teaching plays little part in 

altering the course of socialization into the teaching profession. 

Instead, attitude change results from the attitudes of the student 

teacher negotiating and interacting with schools prior to and during 

student teaching. Thus, the process of socialization, through a give-

and-take-process of negotiation, is a result of both past and present 

expreience. 

Many studies have demonstrated the shift of attitudes in 

student teachers. Because most studies used small research 

populations, the generalizability of any one study is low. However, 
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taken as a whole, the literature supports the idea of an attitude 

change in student teachers from the liberal theoretical view of the 

university to the practical, pragmatic view of public education. 

Population differences account only for a small deviation from this 

pattern (Mclntyre, D. & Morrison, A., 1967). 

Rabinowitz and Rosenbaum (1960) used the Minnesota Teacher 

Attitude Inventory to measure attitudes of experienced teachers and 

student teachers. Employing a longitudinal design, their comparison 

of the two groups indicated differences in educational attitudes 

based on: college attended, time in teacher preparation, and time 

teaching. After three years teaching experience, respondents tended 

to mollify their response sets. The softening of attitudes from 

extreme (Strongly Agree/Strongly Disagree) to moderate 

(Agree/Disagree) responses was particularly evident on three items. 

These items represent a negative view of the child and the need to 

be very strict in controlling the class. The identified shift of 

responses was from Strongly Disagree to Disagree. It can be 

concluded from Rabinowitz and Rosenbaum's data that teaching 

experience leads to a moderation of educational views, beliefs, and 

attitudes. 

In a longitudinal study of attitude change in prospective and 

beginning elementary school teachers. Paschal and Treloar (1979) 

identified four variables that were sensitive to change. Movement 

away from a dominantly custodial view of pupil control ideologies to 

a more humanistic orientation as the result of an educational 

psychology course was shown. Significant differences were noted in 
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the pupil control ideologies of subjects after completion of the 

educational psychology course and three years teaching experience. 

Results indicated that subject attitudes were essentially the same 

before the educational psychology course and after three years 

teaching experience. 

Paschal and Treloar's (1979) work supports that of Lortie 

(1975). According to Lortie, teacher socialization and hence 

attitudes about education are a product of latent experience. The 

student brings countless hours of educational experience to the 

university. These form an apprenticeship of observation that 

structures an education expectation framework. Unconscious 

internalized expectations and attitudes lie dormant but are 

superficially challenged by university education curricula. After 

student teaching begins and the realities as described by practicing 

teachers come into focus, the latent expectations are confirmed. 

The perspective becomes that education really is as it was 

originally perceived. Thus, the challenges and liberalizations of the 

university are quashed, giving way to dogmatic, formalistic views of 

public schools. The student teacher moves from perceived attitudes 

to expectations and then back to confirmed attitudes toward 

education. Accordingly, socialization into professional education 

occurs when the view of education as it was in the latent experience 

is confirmed in teaching. At that point, biography more than teacher 

education determines the educational view of the profession. From 

this same perspective, Zeichner and Tabachnick (1981) maintain that 

experience in schools washes out the effects of teacher education. 
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More accurately, the course of events may reinforce previously held 

attitudes and beliefs and resolve any dissonance between latent 

experience and university education curricula. This view may 

explain the previously mentioned homogenizing effect of school 

experience. 

In a study based on concepts similar to Lortie (1975), McCaleb 

(1979) developed and implemented a reinforcement module designed 

to strengthen student teacher commitment to educational theory. 

The experimental group was given a simulated task that required: a) 

responding in written format with views supported by literature to 

a parent's concern about the use of traditional grammar and b) 

production of an audio-taped response simulating a PTA 

presentation. The control group completed "either a module on the 

use of persuasion in an English class or a module about the inclusion 

of media study in an English class." The study was based on the 

theoretical views of Miller and Burgeon (1973) who state, "The 

pervasive task is not to reverse an existing attitude [the use of 

theory], but rather to reinforce already existing attitudes and 

behaviors, to make them more resistant to change." Thus, by making 

both an aural and written commitment, the experimental group was 

reinforcing the use of theory in teaching. 

To gather data, McCaleb (1979) administered both a pretest 

and a posttest instrument designed to measure attitudes about 

language instruction. The instrument was originally developed by 

Frogner (cited in McCaleb, 1979). Results indicated that it was 

possible to strengthen student teacher commitment to theory and 
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hence attitudes. Significant differences were noted between the 

two groups on belief in linguistic theory. The experimental group 

improved its position (attitude) while the control group actually 

regressed from the linguistic position. 

The studies reviewed here support the concept that student 

teachers tend to modify their views and attitudes of education as a 

result of the student teaching experience. Numerous studies have 

been cited that demonstrate a movement of student teacher 

attitudes toward the attitudes of cooperating teachers. Several 

workers have presented evidence suggesting an alternative scenario. 

However, the lack of follow up studies by McCaleb (1979) and 

Zeichner and Tabachnick (1981) as well as longitudinal studies to 

determine the permanence of attitude change (i.e., using theory) 

leave the question open to discussion. One fact is clear: student 

teachers often adopt attitudes and beliefs similar to the attitudes 

and beliefs of cooperating teachers. A review of the literature 

regarding the influence of a cooperating teacher may help illuminate 

this issue. 

Influence of the Cooperating Teacher 

To determine the extent of influence a cooperating teacher has 

on a student teacher, McAulay (1960) observed the teaching style 

and methods of three first-grade teachers. Observations were 

limited to one and one-half mornings and one afternoon per week for 

a full semester. The following year, six first-year teachers (all of 

whom had student taught for one of the first-grade teachers was 



20 

observed during the prior year) was observed on the same schedule. 

Results of the ethnographic study indicated that the first-year 

teacher's methods of teaching, techniques of classroom 

housekeeping, and relationships with children seemed to be 

influenced by the cooperating teacher. Also, it was noted that first-

year teachers failed to use materials and techniques presented in 

college methods classes unless the methods were used by 

cooperating teachers. First-year teachers, teaching in situations 

very different from the student teaching environment became easily 

frustrated and discouraged. 

One explanation of McCaulay's results was developed from 

Lortie's (1975) concept of teacher socialization. That is, student 

teachers tended to reinforce the latent view of education during the 

student teaching experience. It is not surprising to see student 

teachers adopt teaching styles and attitudes similar to those of the 

cooperating teacher, especially since the cooperating teacher 

represents mainstream education. The most striking finding of the 

McCauley work was not that student teachers adopted cooperating 

teacher behaviors, but rather that first-year teachers became easily 

frustrated and discouraged when teaching in situations radically 

different from the student teaching experience. Conflicting 

expectations of teaching may account for this. 

In a review of the literature, Walberg (1970) indicated that 

role-personality conflicts of entry-level teachers can create 

declines in self-ratings of the professional role. First-year 

teachers became more self-depreciating of intellectual abilities, 
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lowered pupils expectations, and lowered view of self as teacher. 

Cocoran (1981) labeled this phenomenon "transition shock." Hatch 

(1984) suggested the process of socialization into the profession 

occurs by default when first-year teachers unconsciously 

accommodate role expectations of students, parents, teaching peers, 

and administrators. First-year teachers appear to experience role 

expectation conflict that results from interpersonal role 

expectation discord. Similar forces may impact student 

teacher/cooperating teacher encounters. 

In a study that measured the attitudinal dimensions of student 

teachers and cooperating teachers, Casey and McNeil (1972) provided 

evidence of differences in the attitudinal dimensions between 

student teachers and cooperating teachers. They suggested an open 

forum for pre-student-teachers and cooperating teachers where the 

attitudes of each group could be delineated. In this fashion, role 

expectations would be known in advance and subsequent conflict 

avoided. 

Seperson and Joyce (1973) compared the teaching styles of 

student teachers and cooperating teachers. They provided evidence 

that student teachers tend to adopt numerous cooperating teacher 

behaviors particularly in the first weeks of student teaching. The 

early shifts in student teacher behavior were rapid, leading the 

authors to conclude that the experience of student teaching was far 

more influential than previously thought. However, it is possible 

that the behaviors existed in latent form previous to student 

teaching. 
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In a study examining the influence of student teachers on 

cooperating teachers, Rosenfeld (1969) noted changes in cooperating 

teacher behavior as measured by the Minnesota Teacher Attitude 

Inventory (MTAI). Cooperating teachers whose MTAI means increased 

also measured more dogmatic than cooperating teachers with 

decreased MTAI means. Rosenfeld concluded that to the cooperating 

teacher, supervisory responsibilities created anxieties about 

teaching, pupil relations, and an inability to resolve these 

differences. In effect, the student teacher served as a change agent 

by demonstrating behaviors that the cooperating teacher 

subsequently adopted. 

The open-mindedness of both cooperating teachers and student 

teachers was studied by Campbell and Williamson (1973). They 

suggested that screening and matching student teachers and 

cooperating teachers may result in improved interpersonal relations 

and a reduction in stress. In a study of student teacher anxiety. Hart 

(1987) demonstrated a significant correlation between student 

teacher evaluation anxiety and pupil disruption. Class control 

anxiety and teaching practice anxiety were also significantly 

related to pupil disruption. No statistically significant relationship 

was noted between pupil/professional concerns and pupil disruption. 

From Hart's data and results, it can be concluded that student 

teacher anxieties about teaching efficacy and the evaluation of 

teaching efficacy are directly related to pupil disruption. The 

cooperating teacher's perceptions of the student teacher and the 

cooperating teacher's open-mindedness may create anxiety in the 
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student teacher. Especially important is the student teacher view of 

the cooperating teacher's sanctioning power. That is, cooperating 

teachers represent both professional role models and evaluators to 

student teachers. To minimize the dangers of conflict, a student 

teacher may adopt teaching behaviors similar to the cooperating 

teacher. However, more studies are needed. 

Addressing the issue of student teacher anxiety and stress, 

Lowther (1970) suggested two cooperating teacher roles. First, 

cooperating teachers should assist student teachers to manage and 

reduce anxiety. Second, the cooperating teacher should provide 

opportunities for student teacher success. Five areas of student 

teacher/cooperating teacher discord were noted: (a) lack of 

feedback related performance, (b) questions about entry into the 

profession, (c) lack of clarity of supervising teacher expectations, 

(d) lack of congruence between student teachers and cooperating 

teacher about teaching methods, and (e) evaluation anxiety. 

Accomplishment of the cooperating teacher's goals, begins with 

communication between student teaching participants. 

Understanding the expectations and needs of each participant is also 

necessary. 

Attitude and Expectation Change 

Becker (1964) in discussing the dimensions of personal change 

in adulthood noted that early childhood experiences provide the 

structure for many adult beliefs. Therefore, change in adulthood 

may reflect a variation of an already entrenched conviction. A 
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second school of thought holds that social sanctions, communicated 

during -childhood and maintained throughout adulthood, inculcate 

values and views that are long lasting and not easily subject to 

change. Both views, according to Becker, err in assuming that adults 

tend not to change. Two criteria, situational adjustment and 

commitment, have been demonstrated to promote attitude and value 

change. 

Situational adjustment can be defined as an adaptation to 

sociaf situations that allows for successful behaviors in similar and 

future circumstances. The concept goes beyond adult role learning 

allowing expectations and experience to guide current behaviors. 

For instance, in the course of student teaching, student teachers 

develop insights into many nuances of class control. These insights 

are ultimately transferred and generalized when similar 

circumstances develop in future classroom settings. According to 

Becker, the perspectives a person acquires as a result of situational 

adjustments are not more stable than the situation itself or his 

participation in it. Situations occur in institutions: stable 

institutions provide, stable situations in which little change takes 

place. When institutions change, the situations they provide for 

their participants shift and necessitate development of new 

patterns of belief and action. 

A second component of situational change is revealed when an 

individual moves in and out of given situations. Calling this a 

transient rather than long-term participant, Becker again maintains 

that an individual will shift perspectives as situations shift. 
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Applying the concept of situational shift to changes of student 

teacher attitudes, expectations, and beliefs, it is possible to paint a 

picture of adjustment rather than allegiance. That is, the question 

of ignoring theory or being less democratic while student teaching 

may simply be a response to the perceived situation. If the 

cooperating teacher models behavior that emphasizes a formalistic 

atmosphere in the class, then the student teacher may adopt similar 

behaviors. Conversely, if the cooperating teacher observes the 

student teacher in a certain situation, then the cooperating teacher 

may adopt views and behaviors similar to the student teacher. 

However, the behaviors will be situational rather than general. 

Using the situational change concept, it is possible to better 

understand specific behavior and belief changes. If this were the 

only component of change, then it would be difficult to build a case 

for attitude constancy. In fact, people do establish consistent 

beliefs and hold somewhat immutable expectations. Becker 

maintains that commitment may provide an answer to this dilemma. 

Psychological commitment can be defined as a persistent and 

consistent set of behaviors that occur over various situations. It is 

speculated that the process of commitment results in personal 

value/belief systems that result in specific personalities. In other 

words, commitment involves buying into a set of beliefs. 

The concept of situational adjustment can be used to 

characterize the attitude and expectation shifts of many studies 

reported here. Commitment to the cooperating teacher's view may 

explain the McAulay (1960) findings. Student teachers experienced 
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frustration and became discouraged in first-year teaching 

assignments that differed from the student teaching experience. 

Bidirectional Movement of Attitudes 

Many workers have studied the movement of student teacher 

attitudes and expectations relative to the attitudes and 

expectations of the cooperating teacher. Rosenfeld (1969) examined 

the impact of the student teacher, on the cooperating teacher. While 

this work should not be ignored, the bidirectional relationship of 

student teacher to cooperating teacher must be considered. The 

reciprocal effects of student teacher to cooperating teacher and 

vice versa need to be studied. Questions to ask include who 

contributes more to attitude and expectation shift and is the 

direction of attitude shift towards unity or disunity between 

specific student teachers and their respective cooperating teachers. 

To answer these questions, Yee and Gage (1968) developed a 

technique called the frequency-of-change-in-product-moment (FCP). 

When applied to paired data, the FCP could identify both the source 

and direction of causal influence. A source of influence could be 

defined as the individual within the student teacher/cooperating 

teacher pair who exerts the greater influence on the pair's attitudes 

and expectations. The direction of influence is either congruent or 

incongruent relative to the movement of pair attitudes during 

student teaching. 

Using the FCP, Yee (1969) tested pairs with the MTAI. Results 

of the study indicated that cooperating teachers wielded great 
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congruent influence upon student teachers' attitudes. Of the total 

group studied (N = 124 pairs), 63.7% of the pairs indicated the 

cooperating teacher was the more dominant influence (37.9% 

congruent, 25,8% incongruent). Student teachers exerted dominant 

influence in only 36.5% of the pairs (16.1% congruent, 20.2% 

incongruent). From these data, Yee concluded that the attitudes of 

student teachers toward young people generally reflect the 

predominant influence of their cooperating teacher. It was further 

concluded that approximately two-thirds of the pairs studied 

completed student teaching with congruent views. When these data 

were tested with Chi-square analysis, they also proved to be 

significant. No differences were noted for incongruent results. 

Yee's general conclusion was that cooperating teachers exert more 

influence in student teaching pairs. Also, pairs' views tend to be 

more congruent after student teaching. 

Summarv 

Yee's (1969) work has not been applied to studies of role 

expectation or role expectation shift. The literature reviewed here 

describes a variety of studies that measured and described shifts of 

educational attitudes, beliefs, opinions, values and expectations. 

Several works have been used to describe and define the types and 

mechanisms of changes commonly experienced by student teachers. 

As a result, a clear picture of cooperating teacher influence has 

emerged. Student teachers generally emerge from student teaching 
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with values, attitudes, and beliefs similar to those held prior to 

education coursework. 

However, the shift of reciprocal role expectations within the 

pair has not been investigated. For example. Do cooperating teacher 

expectations of the student teacher shift after having supervised a 

student teacher? Also, what happens to the role expectations for 

the cooperating teacher by student teachers? Since the setting is 

social, and as such situational, it is conceivable that an interplay 

exists between the expectations of each member within the pair. 

The purpose of this study will be to investigate role 

expectation shifts in student teacher/cooperating teacher pairs. 



CHAPTER III 

METHODOLOGY 

The purpose of this study was to investigate shifts in role 

expectation of student teachers and their cooperating teachers. The 

methods used to test the hypotheses are discussed in this chapter. 

Subjects 

Two subject samples were used in this study. Sample one 

consisted of student teachers from the Department of Educational 

Leadership and Secondary Education, College of Education, Texas 

Tech University. Participants from this sample were enrolled in 

student teaching during the spring semester, 1988. All 71 student 

teachers in secondary education were invited to participate 

voluntarily. To be included in the pretest sample, a student teacher 

had to complete and return the pretest instrument. There were 65 

student teachers present at the meeting. One individual chose not to 

take the Student Teacher Expectation Scale. Seven potential tests 

were judged invalid due to incomplete response sets. This left a 

pretest sample of 57 student teachers who had completed valid 

instruments (89% of the student teacher population). 

The second sample was composed of cooperating teachers. 

Cooperating teachers (from Lubbock Independent School District and 

several smaller school districts proximal to the Lubbock area) who 

were supervising student teachers taking part in the study were 

invited to participate voluntarily. From an original population of 

29 
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103 cooperating teachers, 89 pretests were returned. To be included 

in the pretest sample, cooperating teachers had to complete and 

return a valid pretest instrument and be matched with a student 

teacher. Six of the 89 Cooperating Teacher Expectation Scales were 

discarded because of incomplete response sets. An additional 26 

were removed from the pretest sample because they could not be 

matched with a student teacher volunteer. This resulted in a 

pretest sample of 57 cooperating teachers (65% of the potential 

cooperating teacher pool). 

Instruments 

Two instruments were used to collect data: (a) the Student 

Teacher Expectation Scale (Carey & Tullis, unpublished) and (b) the 

Cooperating Teacher Expectation Scale (Tullis & Head, unpublished). 

Student Teacher Expectation Scale: 

The Student Teacher Expectation Scale (STES), designed by 

John Carey, was used to collect data about student teacher 

expectations regarding the role of the cooperating teacher. The 

103-item instrument was generated based on several conceptual 

factors: (a) needs expressed in the literature, (b) statements of 

student teachers about the qualities expected in a cooperating 

teacher, (c) statements of university supervisors about the qualities 

needed in a cooperating teacher, and (d) personal experience gained 

from work with student teachers. 

Six constructs were originally used to categorize STES items 

into subscales. The six original subscales were: Increased 
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Commitment to the Profession of Teaching, Increased Skill in 

Decision Making, Increased Self-Knowledge and Personal Growth, 

Increased Skill in Interpersonal Communication, and Increased 

Understanding of the School System and Responsible Ways to Impact 

the System. 

Although the full-scale reliability was very good and subscale 

reliabilities were adequate to support the use of the these 

constructs, factor analysis did not support them. As a consequence, 

the original constructs and scales were not used and new subscales 

were identified using factor analysis. 

STES Factor Analvsis Study 

The instrument was factor analyzed from the responses of 102 

students taking the undergraduate educational psychology course at 

Texas Tech University during the spring semester, 1987. A full-

scale reliability of 0.93 using Cronbach's alpha was calculated using 

these data. 

When applied to the data,' a principal component factorial 

analysis produced four factors. Discouragingly low reliabilities for 

these four factors resulted in their being disregarded and 

subsequently led to the use of the varimax rotation technique. The 

varimax rotation converged in 17 iterations. As with the principal 

component analysis, four factors emerged from the varimax analysis 

(eigens = 29.3, 4.7, 4.3, and 4.1). Using Cronbach's alpha as a 

measure of internal consistency, low reliability coefficients were 

calculated for three of the four factors. However, these reliability 
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values were based on 10 to 12 items that correlated best with their 

identified factor. After item selection, subsequent reliabilities 

were higher. (See Table 3.1 for factors, items per factor, and 

reliability data.) At this time, validity studies have not been 

performed on the STES. 

.g;TES Pretest and Posttest Instrument 

The pretest and post test instrument was constructed of the 

103 items from the originally developed STES. Both the items and 

instructions corresponded exactly. The only change was the 

inclusion of a demographics sheet on the pretest and posttest. 

Twenty-seven items from the STES were analyzed for this study. 

These items corresponded to the four factors (subscales) derived by 

varimax factorial analysis. Factors were characterized by the 

following labels: (a) Interpersonal Communication Skills, (b) Skills 

for Success Within the Profession, (c) Need for Autonomy as a 

Teacher, and (d) Decision-Making Skills (see Appendix A for STES). 

Coooeratino Teacher Expectation Scale 

The Cooperating Teacher Expectation Scale was constructed by 

Richard Tullis and Fay Head. The instrument was designed to 

complement the STES in both form and function. However, the items 

of the CTES were altered (from those of the STES) to measure 

cooperating teacher expectations regarding the role of the student 

teacher. Items were in the same order on both instruments. For 

example. Item 1 of the CTES states, "I hope my student teacher 

presents a positive attitude toward the teaching profession." In 
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contrast, Item 1 of the STES states, "I hope my cooperating teacher 

presents a positive attitude toward the teaching profession." The 

parallel item construction of both instruments (as opposed to 

randomizing the item order on both scales) was implemented to 

simplify the final analysis. Cooperating Teacher Expectation Scale 

subscale titles were identical to the subscales titles of the STES. 

Cooperating Teacher Expectation Scale subscale items corresponded 

to parallel items on each analogous STES subscale. 

CTES Factor Analvsis Study 

The CTES was factor analyzed from the responses of 89 

cooperating teachers taking part in this study. A full-scale 

reliability of 0.72 using Cronbach's alpha was calculated from these 

data. Because the procedure used to analyze the data in this study 

required like variables, the items used to construct the four CTES 

subscales were parallel to the items used to form the STES subscales. 

Three of the four subscale reliabilities were high, one was low. (See 

Table 3.2 for CTES subscales used in this study, items per factor and 

reliabilities.) Factor analysis of the instrument did not produce 

factors similar to the factor analysis of the STES. For this work, the 

factor analysis of the CTES was ignored. 

CTES Pretest and Posttest Instrument 

The pretest and posttest instrument for cooperating teachers 

was constructed of 103 items. Twenty-seven items (that 

corresponded to the STES items used) were used in this study. 

Cooperating Teacher Expectation Scale items corresponded to 
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parallel items that were analyzed on the STES (see Appendix B for 

CTES). 

Procedures 

Pretest Group: Student Teacher.g 

In a group meeting designed to provide information about 

student teaching assignments, the Student Teacher Expectation 

Scale was administered to the student teacher sample. The meeting 

was scheduled for the morning prior to the first day of student 

teaching. Administration of the Student Teacher Expectation Scale 

occurred at the end of this session. 

After the instrument was distributed, student teachers were 

given brief oral instructions that stressed: (a) voluntary 

participation, (b) confidential and anonymous assessment and (c) a 

preference for ideally based responses regarding the cooperating 

teacher role. Subjects were instructed to read the directions, fill 

out the demographic data on page one, and complete and return the 

instrument to this worker before leaving the meeting room. 

Although a few logistic problems and questions arose during 

the test session (such as, where the student teachers were to meet 

university supervisors), the assessment was completed in 

approximately 20 to 25 minutes by all members of the group. 

Pretest Group: Cooperating Teachers 

The Cooperating Teacher Expectation Scale was administered 

to cooperating teachers on an individual basis. This strategy was 

adopted because a group meeting was not scheduled for cooperating 
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teachers. The mechanism also provided a minimum of disruption to 

schedules. 

The instrument was delivered to each cooperating teacher's 

building principal. Instruments were distributed either on the day 

before student teaching began or on the first day of student 

teaching. Principals were given the same set of oral directions as 

the student teachers. Cooperating teachers were given the same 

written directions as the student teachers. The principal's task was 

to distribute the instrument to his/her teachers, relay the oral 

directions, and collect and return the completed copies of the scale 

to one of two designated people. 

Principals were to collect the instruments within 48 hours 

after distribution. Again, this strategy was adopted to reduce 

disruption of the cooperating teachers' schedules. Returned forms 

were delivered to this worker within 10 days after the date of issue. 

One hundred three Cooperating Teacher Expectation Scales 

were distributed. The number of Cooperating Teacher Expectation 

Scales distributed was greater than that of Student Teacher 

Expectation Scales.because: 1) some student teachers had two 

cooperating teachers, and 2) not all student teachers were at the 

general assembly where the Student Teacher Expectation Scale was 

given. Thus, although all valid returned instruments were used to 

factor analyze the Cooperating Teacher Expectation Scale, a portion 

of these respondents could not be included in the final sample. 
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Subject Pairing Procedure 

•Sample Pairing 

If a student teacher had a cooperating teacher who did not 

participate in the study, the student teacher was removed from the 

sample. Likewise, if a cooperating teacher had a student teacher 

who did not participate in the study, the cooperating teacher was 

removed from the sample. Subsequently, each participating student 

teacher was paired with his/her participating cooperating 

teacher(s) for the duration of the study. To be included in the final 

analysis, both members of the pair had to complete and return both 

the pretest and post test instruments. 

Pretest 

There were 57 student teachers with valid response sets. 

Forty of these were matched with at least one cooperating teacher. 

Seventeen student teachers from this group of 40 were paired with a 

second cooperating teacher. Thus, a total of 57 pairs were matched 

from valid student teacher/cooperating teacher pretest response 

sets. Twenty-three pairs were formed by student teachers who had 

a single cooperating teacher per day. Thirty-four pairs were formed 

by student teachers who had two cooperating teachers per day. 

Posttest 

Ten weeks after the pretest, both the Student Teacher 

Expectation Scale and the Cooperating Teacher Expectation Scale 

were distributed for the post-test. The instruments were delivered 

to the building principals where pairs were teaching. Instructions 
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to the principals paralleled the instructions used for the cooperating 

teacher pretest. Fifty-nine student teachers and 78 cooperating 

teachers returned the post test. 

.Selection for Analvsis 

Only student teacher/cooperating teacher data that was paired 

on both the pretest and posttest were used in the final analysis. 

Using this criterion, a total of 47 response sets were analyzed. 

Design 

After the final pair identification was completed, the data 

were analyzed using the frequency-of-change-in-product-moment-

technique (FCP; Yee & Gage, 1968). This method of analysis has been 

applied to teacher-pupil interpersonal relations (Yee, 1968a), the 

influence of the cooperating teacher on the attitudes of student 

teachers (Yee, 1969), and the impact of student teaching on 

attitudinal shifts in student teacher/cooperating teacher pairs 

(Brown, 1977). The technique was used to ascertain the source and 

direction of causal influence (Yee, 1969). 

The FCP is capable of determining if pair expectations are 

becoming congruent or incongruent as a result of the student 

teaching experience. The procedure can also identify the individual 

within the pair who exerts the most influence on expectations. 

Variables 

Sixteen variables were used in this study. Each variable 

represented a subscale total from either the STES or the CTES. 
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Variables were calculated for both the pretest and the posttest. 

Thus, there were four STES pretest variables and four STES posttest 

variables per student teacher. Also, cooperating teachers had four 

pretest and four posttest variables per subject. 

Analvsis of the Data 

As originally described by Yee and Gage (1968), the FCP 

technique was compared to three other procedures. Each procedure 

has been suggested as appropriate when used in causal influence 

types of analysis. Their data indicated that the FCP was both a 

suitable and preferred analytic method when compared to 

Lazarsfeld's 16-fold table, Campbell's cross-lagged panel 

correlation or the frequency of shift across median techniques. 

To use the FCP technique, subject pairs must be tested twice. 

Only continuous variables may be used. If the variables are causally 

related, then both the source and direction of causal influence can be 

determined. Causally related variables can be defined as two 

variables that exert the greatest influence on a potential outcome 

(Yee, 1968). 

Two questions can be answered by the FCP: (a) the source of 

pair influence and, (b) the direction of influence. To do this, the FCP 

sorts pairs into one of four categories of influence: CTC 

(cooperating teacher-congruent influence), CTI (cooperating 

teacher-incongruent influence), STC (student teacher-congruent 

influence), STI (student teacher-incongruent influence). For 

example, a result of CTC indicates that the cooperating teacher 
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exerted more influence on the pair's final expectations than did the 

student teacher. Further more, in this example, the influence was in 

a direction congruent with the initial expectations of the 

cooperating teacher. A result of STI would indicate that the student 

teacher exerted more influence on pair expectations than did the 

cooperating teacher. However, the influence was in a direction away 

from or incongruent to the initial expectations of the student 

teacher. 

In the current study, pretest and posttest variables from the 

STES were compared to pretest and posttest variables from the 

CTES. For each analysis, analogous STES and CTES subscales were 

used. In this fashion, four analyses were conducted. The four 

analyses were based upon: Interpersonal Communication Skills, 

Skills for Success Within the Profession, Need for Autonomy as a 

Teacher, Decision Making Skills. Applying the FCP technique to these 

variables will identify both the source and direction of influence of 

pair expectations relative to each of the four subscales. 

After categorizing pairs into one of the four categories 

previously mentioned, chi-square analysis was used to test the 

hypotheses. 
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Hypotheses 

Three hypotheses were tested: 

HI : CT:C + CT:I > ST:C-H ST:I 

The cooperating teacher will be the source of pair 

expectations more frequently than the student 

teacher. 

H2: CT:C>ST:C 

The cooperating teacher will be the source of influence 

more frequently than the student teacher when 

expectations shift in a congruent direction. 

H3: CT:I>ST:I 

The cooperating teacher will be the source of influence 

more frequently than the student teacher when 

expectations shift in an incongruent direction. 
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Table 3.1 

STES- Reliabilities 

Far-.tor Title items alpha 

Interpersonal Communication Skills 6 0.89 

Skils for Success Within 

the Profession 

Autonomy as a Teacher 

Decision Making Skills 

Full-scale 

9 

6 

7 

28 

0.89 

0.77 

0.63 

0.85 
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Table 3.2 

CTES- Reliabilities 

•Subscale Title , items alpha 

Interpersonal Communication Skills 6 0.82 

Skils for Success Within 

the Profession 

Autonomy as a Teacher 

Decision Making Skills 

Full-scale 28 0.72 

9 

6 

7 

0.88 

0.30 

0.65 



CHAPTER IV 

RESULTS 

The chapter is divided into four sections. Each section 

includes a description of a subscale and the results of analyses of 

data from the subscale. Three types of results are presented. 

For each subscale, group distributions and results are 

presented first. Results are presented that indicate specific shifts 

of expectation between the pretest and posttest data. In the second 

set of analyses, the matched pairs 1 test was used to identify 

pretest-posttest expectation shifts. There were 39 student 

teachers and 47 cooperating teachers tested. For the t test, 

subjects were matched on a pretest posttest basis. 

Finally, results from each subscale using the Frequency-of-

Change-in-Product-Moment technique are presented. This statistic 

compares the pretest and posttest Z scores of student teachers to 

their cooperating teachers' scores. Data analysis using Chi-square 

indicates whether congruent or incongruent expectation shifts occur 

and if either the cooperating teacher or the student teacher is the 

dominant influence. 

Interpersonal Communication Skills 

On the Student Teacher Expectation Scale (STES), the 

Interpersonal Communication Skills subscale measures the student 

teacher's expectation of the way the cooperating teachers 

communicate professionalism (see Figure 4.1 for items). For the 
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Cooperating Teacher Expectation Scale (CTES), items from this scale 

measure the cooperating teacher's expectation of the way 

cooperating teachers communicate professionalism (see Figure 4.2 

for items). The items cover a range of expectations from inspiring 

pride in the profession to modeling commitment. The underlying 

theme of the scale is the desire to demonstrate professionalism. 

Changing scores on this subscale will be indicative of altered role 

expectations regarding communicating professionalism to others. 

Student Teacher 

Student Teacher Expectation Scale pretest-posttest results 

for the Interpersonal Communication Skills subscale are presented 

in Table 4.1. The distribution reflected a negative skewing (-0.49) 

and was mesokurtic. The mean value of 31.82 suggests that 

responses were more in line with Agree and Agree Strongly. There 

were six items on this scale. An average item response was 

calculated to be 5.30. The range of subscale scores was 24 to 36. 

The posttest student teacher group distributed normally. A 

skewing of 0.17 was indicated with a kurtosis of -0.04. Values in 

these ranges indicate a uniform, normal distribution. The mean value 

of 30.21 suggests that the mean response approximates Agree. The 

average response per item was 5.04. It is interesting to note the 

identical ranges of the pretest and posttest scores (24-36). 

As was noted, the pretest student teacher group tended to 

respond between Agree and Agree Strongly. The group exhibited a 

negatively skewed distribution. The positive shift of skewing from 
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the pretest to the posttest indicates the group became more 

normally distributed. Consequently, the results suggest a decrease 

in the number of Strongly Agree responses. Decreases of this nature 

can explain both the skewness shift and the mean score decrease 

(31.82 on pretest to 30.21 on posttest). 

To determine whether differences existed between the pretest 

and posttest scores, the matched pairs t test was used. Significant 

differences were noted, t(38) = 2.28 Q. < .05 (two-tailed). The 

expectation shift was toward a lower score on the posttest. 

Although the shift was small, the results indicate a moderation of 

student teachers' expectations concerning the communication of 

professionalism. 

Cooperating Teacher 

Cooperating Teacher Expectation Scale (CTES) pretest-

posttest results for the subscale Interpersonal Communication 

Skills are presented in Table 4.2. The pretest cooperating teacher 

group distributed in a negative skewing (-0.29) and were platykurtic 

(-0.60). Skewing of this nature is slight. The mean of 31.15 divides 

out to an average response per item of 5.19. 

The posttest cooperating teacher group made responses that 

were very similar to those of the pretest group. The differences 

were so small that the two distributions were virtually identical 

(see Table 4.2). 

The similarity of pretest and posttest group distributions is 

indicative of unchanging response sets. To determine if differences 
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existed between the pretest and posttest scores, the matched pairs 

t test was used. No differences were noted, 1(46) = - .06 n.s. Thus, 

the data indicate very stable response patterns with no significant 

shift of cooperating teacher expectation. 

Frequencv-of-Change-in-Product-Moment Technique Analysis 

Results of Chi-square analysis for Hypotheses 1, 2, and 3 on 

the subscale "Interpersonal Communication Skills" are presented in 

this section. A summary of Chi-square analysis is presented in 

Table 4.3. 

Hypothesis 1 

Hypothesis 1 stated, "The cooperating teacher will be the 

source of pair expectations more frequently than the student 

teacher." To determine the cell totals needed to test Hypothesis 1, 

the frequencies of both cooperating teacher cells (congruent - CT:C, 

incongruent - CT:I) were summed. The same procedure was used to 

determine the student teacher frequencies. Two cells resulted from 

this addition - CT:C + CT:I and ST:C + ST:I. Each cell represented a 

source of pair expectations. 

Chi-square analysis produced a result of X^ (i_ N̂  = 47) = 6.14. 

This value is significant at a .05 level of significance. Hypothesis 1 

was confirmed by these results. Cooperating teachers, according to 

this data, do exert the predominant pair expectation influence in the 

area of interpersonal communication skills. 



47 
Hypothesis 2 

Hypothesis 2 stated, "The cooperating teacher will be the 

source of influence more frequently than the student teacher when 

expectations shift in a congruent direction." To determine the cell 

totals needed to test Hypothesis 2, the frequency of the cooperating 

teacher - congruent cell was compared to the frequency of the 

student teacher - congruent cell. Thus, two cells were tested 

resulting in one degree of freedom. Each cell represented sources of 

expectation influence when the expectation shift was congruent. 

Chi-square analysis produced a result of X2 (-]_ N̂  = 25) = 4.84. 

As resulted in the analysis of Hypothesis 1, a value of 

X2 (1, N. =_25) = 4.84 was significant at the .05 level of significance. 

Hypothesis 2 was confirmed by these results. Cooperating teachers, 

when expectation shift occurs in a congruent fashion do exert the 

predominant influence on pair expectations. 

Hypothesis 3 

Hypothesis 3 stated, "The cooperating teacher will be the 

source of influence more frequently than the student teacher when 

expectations shift in an incongruent direction." To determine the 

cell totals needed to test Hypothesis 3, the frequency of the 

cooperating teacher incongruent cell was compared to the frequency 

of the student incongruent cell resulting in one degree of freedom. 

Each cell represented a source of expectation influence when 

expectation shift was incongruent. 
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Chi-square analysis with one degree of freedom produced a 

result of X2 (1^ N_ = 22) = 1.64. This value was not significant at the 

.05 level of significance. Hypothesis 3 was rejected. 

Skills for Success Within the Profession 

On the STES, the Skills for Success Within the Profession 

subscale measures the student teacher's expectation of the 

cooperating teacher's role in job related issues (see Figure 4.3 for 

items). For the CTES, items indicate an expectation that the 

cooperating teacher teach, explain, help or give guidance to the 

student teacher (see Figure 4.4 fo items). High scores on this scale 

indicate an expectation that the cooperating teacher guides the 

student teacher on job related skills. Low scores indicate an 

expectation that no guidance is needed or wanted. 

Student Teacher 

Student Teacher Expectation Scale pretest-posttest results 

for the Skills for Success Within the Profession subscale are 

presented in Table 4.4. The pretest student teacher group tended to 

distribute normally. Student teacher pretest scores were not 

skewed (-0.09) but did exhibit platykurtic tendencies (-0.45). The 

mean score was determined to be 44.31. There were 9 items that 

constituted the scale. An average response of 4.92 per item was 

calculated from these data. This represents a value slightly below 

Agree. The range of 54 to 36 indicates some individuals chose 

Strongly Agree for all items (score of 54) while others chose a 
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variety of responses with scores approximating 4.00 per item (4 = 

Tend to Agree). 

The posttest student teacher group also tended to distribute 

normally. Student teacher posttest scores were negatively skewed 

(-0.42) but showed no kurtosis (-0.04). The mean score was 

determined to be 42.10. An average response of 4.68 per item was 

calculated from these data. This represents a value between Tend to 

Agree (4) and Agree (5). The range of 22 to 54 with a mean of 42.10 

suggests a wide field of expectations. 

Many differences were noted between the pretest and posttest 

student teacher groups. An increase of standard deviation from 5.39 

(pretest) to 6.41 (posttest) indicates an increased variability of 

subject expectation. This observation is further strengthened by the 

shift in skewness from -0.09 (pretest) to -0.42 (posttest). The data 

suggest that student teachers are moving from a platykurtic pretest 

group to a mesokurtic posttest group. To determine if differences 

exist between pretest and posttest scores, the matched pairs t test 

was used. No significant differences of pretest and posttest means 

were noted, i(38) = 1.48 n.s.. 

Cooperating Teacher 

Cooperating Teacher Expectation Scale pretest-posttest 

results for the Skills for Success Within the Profession subscale are 

presented in Table 4.5. The pretest cooperating teacher group 

distributed normally. A negative skewing of - 0.27 was noted. The 
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mean of 42.51 represents an average response of 4.72 per item or 

between Tend to Agree (4) and 

Agree (5). 

The posttest cooperating teacher group exhibited results that 

were very similar to the pretest group. One notable difference was 

the standard deviation (pretest more than posttest). The pretest and 

posttest cooperating teacher scales reflect very stable response 

sets. To determine if differences existed between the pretest and 

posttest means, the matched pairs t test was used. No significant 

differences were noted, t(46) = .48, n.s. 

Frequency-of-Chanqe-in-Product-Moment Technique Analysis 

Results of Chi-square analysis for Hypotheses 1, 2, and 3 on 

the subscale Skills for Success Within the Profession are presented 

in this section. A summary of Chi-square analysis is presented in 

Table 4.6. 

Hypothesis 1 

Hypothesis 1 stated, "The cooperating teacher will be the 

source of pair expectations more frequently than the student 

teacher." When applied to data from the "Skills for Success Within 

the Profession" subscale, a result of X2 (1, N. = 47) = 1.04 was 

calculated. This value is not significant. There were no differences 

noted between the cells. Neither cooperating teachers nor student 

teachers exert predominant influence on expectations in the area of 

skills for success within the profession. Hypothesis 1 was rejected. 
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Hypothesis 2 

Hypothesis 2 stated, "The cooperating teacher will be the 

source of influence more frequently than the student teacher when 

expectations shift in a congruent direction." When applied to the 

data from the Skills for Success Within the Profession subscale, a 

result of X2 (1, N_ =19) = .01 was calculated. This value is not 

significant. No differences were noted indicating neither 

cooperating teachers nor student teachers exerted predominant 

influence when expectation shift was congruent. Hypothesis 2 was 

rejected. 

Hypothesis 3 

Hypothesis 3 stated, "The cooperating teacher will be the source of 

influence more frequently than the student teacher when expectations 

shift in an incongruent direction." When applied to the data from the 

Skills for Success Within the Profession subscale, a result of 

X2 (1, N_ = 28) = 1.28 was calculated. This value was not significant. 

No differences were indicated between cooperating teachers and 

student teachers as the source of expectation influence. Hypothesis 

3 was rejected. 

Autonomy as a Teacher 

On the STES, the Autonomy as a Teacher subscale measures the 

student teacher's expectations of the role of the cooperating teacher 

in the control of the social and emotional life of the student teacher. 

All items are stated negatively (see Figure 4.5 for STES items). 

Thus, disagreement with an item, reflected in a response of three or 
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less, indicates a positive expectation. For example, one item states, 

"I don't need help from my cooperating teacher in determining what 

to pay attention to and what to ignore." A response of 4 or higher 

endorses this expectation, while a value of 3 or less rejects the 

concept. In these instances, rejecting the concept endorses the 

antithesis. A response of 2 (Disagree) indicates, "I need help from 

my cooperating teacher...." For the CTES, items indicate an 

expectation that the cooperating teacher not control the social or 

emotional life of the student teacher (see Figure 4.6 for CTES 

items). All items are stated in the negative. 

Student Teacher 

Student Teacher Expectation Scale pretest-posttest results 

for the Autonomy as a Teacher subscale are presented in Table 4.7. 

The pretest student teacher group was mesokurtic. Skewness of 

0.71 was noted. The mean score was determined to be 13.08. There 

were six items on this scale. An average response of 2.18 per item 

was calculated from these data. The responses were negative 

(Disagree = 2, Tend to Disagree = 3). A negative response indicates 

disagreement with the expectations on this subscale. Respondents 

indicated a need to be assisted and aided by the cooperating teacher. 

It is interesting that 12% of the pretest student teachers 

scored 21 or higher. On this scale, a score of 21 is the equivalent of 

a neutral response. Scores higher than 21 indicate positive 

endorsement of the items. Subsequently, 12% of this group were 
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indicating they did not want, think, need, or feel the help of the 

cooperating teacher was appropriate. 

The posttest student teacher group did not distribute normally. 

The distribution was leptokurtic (2.08) and positively skewed (1.34). 

These distribution suggest a preponderance of scores near the mean. 

A few very high subscale scores caused the positive skew. In the 

posttest group 7.3% scored 21 or higher, 17% scored between 15 and 

20 (characterized as between Disagree and Tend to Disagree ), 44% 

scored between 10 and 14 and 31.7% scored between 6 and 9. 

The non-normal distribution resulted from the subjects who 

scored above 21. The frequency of posttest subjects with scores of 

21 and above decreased approximately 5% when compared to the 

pretest group. Twenty-nine percent of the pretest group scored 

between 10 and 14. Thirty-one percent of the pretest subjects 

scored between 15 and 20. The data indicated a shift toward 

Disagree by the posttest group. The mean of the posttest group was 

12.64. An average response of 2.11 per item (slightly above 

Disagree) was calculated. 

To determine whether differences existed between pretest and 

posttest scores, the matched pairs t test was used. No differences 

of means were noted, t(38) = .39, n.s. 

Cooperating Teacher 

Cooperating Teacher Expectation Scale pretest-posttest 

results for the Autonomy as a Teacher subscale are presented in 

Table 4.8. The cooperating teacher pretest group distribution was 
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positively skewed (3.40) and leptokurtic (3.08). A majority of 

scores at or around the mean with a few high scores caused the 

positive skewing. The mean was 10.02 with a range of 6 to 23 from 

the pretest to the posttest respectively. 

The posttest cooperating teacher group distribution was also 

positively skewed (1.09) and leptokurtic (1.05). the posttest mean 

was 11.77. The range of posttest scores (6 - 27) increased from the 

pretest. To determine whether differences existed between pretest 

and posttest scores of cooperating teachers, the matched pairs t 

test was used. Significant differences of means were noted, 

1(46) = - 2.06, a < -05. 

Frequencv-of-Change-in-Product-Moment Technique Analvsis 

Results of Chi-square analysis for Hypotheses 1, 2, and 3 on the 

Autonomy as a Teacher subscale are presented in this section. A 

summary of Chi-square analyses is presented in Table 4.9. 

Hypothesis 1 

Hypothesis 1 stated, "The cooperating teacher will be the 

source of pair expectations more frequently than the student 

teacher." When applied to data from the Autonomy as a Teacher 

subscale, a result of X2 (1, N. = 47) = 1.72 was calculated. This value 

was not significant. No differences were noted between the cell 

frequencies indicating neither cooperating teachers nor student 

teachers exert predominant expectation influence in the area of 

autonomy as a teacher. Hypothesis 1 was rejected. 
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Hypothesis 2 

Hypothesis 2 stated, "The cooperating teacher will be the 

source of influence more frequently than the student teacher when 

expectations shift in a congruent direction." When applied to the 

data from the Autonomy as a Teacher subscale, a result of 

X2 (1, N. =17) = .06 was calculated. This value was not significant. 

No differences were noted, indicating that neither cooperating nor 

student teachers exerted a predominant influence when expectation 

shift was congruent. Hypothesis 2 was rejected. 

Hypothesis 3 

Hypothesis 3 stated, "The cooperating teacher will be the 

source of influence more frequently than the student teacher when 

expectations shift in an incongruent direction." When applied to data 

from the Autonomy as a Teacher subscale, a result of 

X2 (1, N_ = 30) = 2.12 was calculated. This value was not significant. 

No differences were indicated between cooperating teachers and 

student teachers as the source of incongruent expectation influence. 

Hypothesis 3 was rejected. 

Decision Making Skills 

Student Teacher Expectation Scale pretest-posttest results 

for the Decision Making Skills subscale are presented in this section. 

Items from the Decision Making Skills subscale (see Figure 4.7 for 

STES items) can be characterized by two concepts. First, the items 

indicate a desire to be informed. An example of this is, "1 would like 

my cooperating teacher to be well informed on district policy." 
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Secondly, the scale taps expectations regarding who should make 

decisions. For example, "I want my cooperating teacher to let me 

make all my decisions on my own." On the CTES, items indicate an 

expectation that the student teacher be well informed and ready to 

make decisions (see Table 4.8 for CTES items). 

Student Teacher 

Results of the Decision Making Skills subscale are presented in 

Table 4.10. The pretest student teacher group scores tended to 

distribute with negative skewing (-0.64) and was leptokurtic (1.79). 

The mean score was determined to be 32.64. There were seven 

items in the scale. An average response of 4.66 per item was 

calculated from these data. Values of this magnitude represented 

responses slightly below Agree. 

The student teacher group's posttest scores distributed with 

positive skewing (0.58) and was leptokurtic (1.16). The mean score 

was 31.13. An average per item response of 4.45 was calculated. 

Scores of 4.50 are midway between Agree and Tend to Agree. 

A shift of skewness going from negative (-0.64) to positive 

( 0.58) occurred between the pretest and posttest respectively. 

Also, the distribution tended to become less leptokurtic with a 

reduction of kurtosis from the pretest to the posttest. To determine 

whether differences of means existed between the pretest and 

posttest administrations, the matched pairs 1 test was used. 

Significant differences of means between the pretest and posttest 

groups were noted, 1(38) = 2.29, Q. < .05. 
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Cooperating Teacher 

Results of the Decision Making Skills subscale for the CTES are 

presented in Table 4.11. The pretest cooperating teacher group 

tended to distribute normally. Virtually no change was noted 

between the pretest and the posttest groups (see Table 4.11). A 

mean pretest response of 31.62 (average score of 4.52 per item) is 

midway between Tend to Agree and Agree. The posttest mean was 

31.74. No skewness was noted on either the pretest or posttest. 

Pretest and posttest distributions were platykurtic -0.35 and -0.41 

respectively. 

To determine if differences of means existed between the 

pretest and posttest groups, the matched pairs 1 test was used. 

Results indicate no differences exist between the means of the two 

groups, 1(46) = .27, n.s. Results of this nature are consistent with 

others reported in the literature. 

Frequency-of-Change-in-Product-Moment Technique Analysis 

Results of Chi-Square analysis for Hypotheses 1, 2, and 3 on 

the subscale "Decision Making Skills" are presented in this section. 

A summary of Chi-square analysis is presented in table 4.12. 

Hypothesis 1 

Hypothesis 1 stated, "The cooperating teacher will be the 

source of pair expectations more frequently than the student 

teacher." When applied to data from the Decision Making Skills 

subscale, a result of x2 ( i , N. = 46) = 2.18, n.s. was calculated. This 

value is not significant. Differences between the cooperating 
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teacher and the student teacher to exert dominant expectation 

influence were not noted. Hypothesis 1 was rejected. 

Hypothesis 2 

Hypothesis 2 stated, "The cooperating teacher will be the 

source of influence more frequently than the student teacher when 

expectations shift in congruent direction." Chi-square analysis 

resulted in non-significant findings, X2 (1, N. = 22) = .18 n.s. Neither 

participant exerted dominant influence when expectations shifted in 

a congruent direction. Hypothesis 2 was rejected. 

Hypothesis 3 

Hypothesis 3 stated, "The cooperating teacher will be the 

source of influence more frequently than the student teacher when 

expectations shift in an incongruent direction." When applied to data 

from the Decision Making Skills subscale, a result of 

X2 (1, N. = 24) = 4.16, Q. < .05 was calculated. This value is 

significant indicating differences in expectation influence are 

present. In fact, the cooperating teacher was the source of 

incongruent expectation shift more frequently than the student 

teacher. Hypothesis 3 was accepted. 

•Nummary of Results 

Data from the Student Teacher Expectation Scale and the 

Cooperating Teacher Expectation Scale were analyzed for this study. 

The results from each instrument and for each subsequent subscale 

were described stressing the general structure of each distribution. 
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The matched pairs t test was used to identify pretest-posttest 

shifts of subscale means. On two subscales significant differences 

in student teacher group mean scores were reported (see Table 4.13). 

For each of these subscales, expectation shifts were toward a 

moderated view from pretest to posttest. 

In only one instance did cooperating teacher's exhibit a 

significant shift of subscale means (see Table 4.13). On the 

subscale titled Autonomy as a Teacher, a shift from 10.02 to 11.77 

was noted. As with the shifts on the STES, these results reflect a 

moderation of expectations from the pretest to the posttest. 

Using the FCP technique. Hypotheses 1, 2, and 3 were tested 

using data from each subscale. In this fashion. Hypothesis 1 (HI) 

was tested four times, once for each subscale. The same regimen 

was applied to Hypothesis 2 (H2) and Hypothesis 3 (H3). Results 

indicate significant differences for HI on the Interpersonal 

Communication Skills subscale (see Table 4.14). Significant 

differences were noted for H2 on the Interpersonal Communication 

Skills subscale also. Significant differences were exhibited for H3 

on the Decision Making Skills subscale. Results of the FCP indicate 

the cooperating teacher was the dominant source of influence both 

when expectation shift was congruent and incongruent. 
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Item STES Item 

6. I hope to have a cooperating teacher who models 
commitment. 

33. I hope to have a cooperating teacher who models 
commitment to the students. 

34. I hope my cooperating teacher will allow me to share the 
trials and tribulations of my experience. 

40. 1 would be pleased if my cooperating teacher showed me 
ways to contribute to the betterment of the teaching 
profession. 

62. I would like to know how my cooperating teacher 
evaluates the results of his/her decisions. 

79. I hope that my cooperating teacher inspires pride in the 
teaching profession. 

Figure 4.1 

STES: Interpersonal Communication Skills 
Subscale Items 
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Item CTES Item 

6. I hope to model commitment to my student teacher. 

33. I hope to be a cooperating teacher who models commitment 
to the students. 

34. I hope to allow my student teacher to share the trials and 
tribulations of his/her experience. 

40. 1 would be pleased to show my student teacher ways to 
contribute to the betterment of the teaching profession. 

62. I would like to help my student teacher evaluate the 
results of his/her decisions. 

79. I hope that my student teacher inspires pride in the 
teaching profession. 

Figure 4.2 

CTES: Interpersonal Communication Skills 
Subscale Items 
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Table 4.1 

STES: Interpersonal Communication Skills 
Results 

Mean 

SD 

Skewness 

Kurtosis 

Minimum 

Maximum 

# of Items 

Pretest 

31.82 

3.24 

- .49 

.10 

24 

36 

6 

Posttest 

30.21 

2.80 

.17 

- .04 

24 

36 

6 
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Table 4.2 

CTES: Interpersonal Communication Skills 
Results 

^ 

Mean 

SD 

Skewness 

Kurtosis 

Minimum 

Maximum 

# of Items 

Pretest 

31.15 

2.73 

- .29 

- .60 

25 

36 

6 

Posttest 

31.81 

2.49 

- .25 

- .57 

25 

36 

6 
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Table 4.3 

Summary of FCP Technique Results: 
Interpersonal Communication Skills 

Frequencies Chi-squares for Hypothesis Tests 

CT:C CT:I ST:C ST:I HI H2 H3 

18 14 7 8 6.14 * 4.84 * 1.64 

Note: CT=Cooperating Teacher, ST=Student Teacher, 

C=Congruent, l=lncongruent 

HI: (CT:C+CT:I) > (ST:C+ST:I) n=47 

H2: CT:C>ST:I n=25 

H3: CT:I>ST:I n=22 

* H > .05 
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Item STES Item 

57. I would like a cooperating teacher to teach me how to 
interact effectively with faculty, staff, and 
administrators within the school and school system. 

63. I would like for my cooperating teacher to teach me 
efficient organizational skills that would help me 
complete paper work and files. 

69. I would like to learn how teachers get administrators to 
understand their needs. 

74. I want my cooperating teacher to teach me the 
intricacies of the grading procedure. 

83. I would like my cooperating teacher to show me how to 
cooperate with difficult colleagues. 

89. I would like a cooperating teacher who will give me 
guidance in formulating my own values and ethical 
standards. 

91. I would like my cooperating teacher's help in gaining 
confidence in myself as a teacher. 

100. I want my cooperating teacher to tielp me attain personal 
goals I have set for myself. 

101. I would like my cooperating teacher to explain the subtle 
influences which exists within the social climate of the 
school. 

Figure 4.3 

STES: Skills for Success Within the 
Profession Subscale Items 
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Item CTES Item 

57. I would like to teach my student teacher how to interact 
effectively with faculty, staff, and administrators within 
the school and school system. 

63. I would like to teach my student teacher efficient 
organizational skills that would help me complete paper 
work and files. 

69. I would like to discuss with my student teacher how 
classroom teachers get administrators to understand their 
needs. 

74. I want to teach my student teacher the intricacies of the 
grading procedure. 

83. I would like to show my student teacher how to cooperate 
with difficult colleagues. 

89. I would like to give guidance in formulating values and 
ethical standards to my student teacher. 

91. I would like to help my student teacher gain confidence as 
a teacher. 

100. I want to help my student teacher attain personal goals 
he/she has set for himself/herself. 

101. I would like to explain to my student teacher the subtle 
influences which exists within the social climate of the 
school. 

Figure 4.4 

CTES: Skills for Success Within the 
Profession Subscale Items 
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Table 4.4 

STES:- Skills for Success Within the 
Profession Results 

Mean 

SD 

Skewness 

Kurtosis 

Minimum 

Maximum 

# of Items 

Pretest 

44.31 

5.39 

- .09 

- .45 

34 

54 

9 

Posttest 

42.10 

6.41 

- .42 

- .04 

22 

54 

9 
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Table 4.5 

CTES: Skills for Success Within the 
Profession Results 

Mean 

SD 

Skewness 

Kurtosis 

Minimum 

Maximum 

# of Items 

Pretest 

42.51 

6.29 

- .27 

- .13 

27 

54 

9 

Posttest 

42.13 

5.22 

- .21 

.06 

27 

51 

9 
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Table 4.6 

Summary of FCP Technique Results: 
Skills for Success Within the Profession 

Frequencies Chi-squares for Hypothesis Tests 

CT:C CT:I ST:C ST:I HI H2 H3 

10 17 9 11 1.04 .01 1.28 

Note: CT=Cooperating Teacher, ST=Student Teacher, 

C=Congruent, Ulncongruent 

HI : (CT:C+CT:I) > (ST:C+ST:1) n=47 

H2: CT:C>ST:C n=19 

H3: CT:I > ST:I n=28 

* U > .05 
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Item STES Items 

7. I don't feel it is important for my cooperating teacher to 
acknowledge my good performance. 

45. I don't need help from my cooperating teacher in 
determining what to pay attention to and what to ignore. 

54. I don't think I'll want my cooperating teacher to 
introduce me to the other teachers. 

66. 1 don't feel like it is important to trust my cooperating 
teacher. 

70. I don't think I'd want my cooperating teacher to help me 
adapt to school routine. 

84. I don't need to learn how to seek proper help when I run 
into a problem I cannot solve myself. 

Figure 4.5 

STES: Autonomy as a Teacher Subscale Items 
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Item CTES Items 

7. I don't feel it is important to acknowledge my student 
teacher's good performance. 

45. I won't help my student teacher determine what to pay 
attention to and what to ignore. 

54. I don't think I'll want to introduce my student teacher to 
the other teachers. 

66. I don't feel like it is important to trust my student teacher. 

70. I don't think I'd want to help my student teacher adapt to 
school routine. 

84. I don't need to teach my student teacher how to seek proper 
help when he/she runs into a problem he/she can solve. 

Figure 4.6 

CTES: Autonomy as a Teacher Subscale Items 
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Table 4.7 

STES:. Autonomy as a Teacher Subscale Results 

Mean 

SD 

Skewness 

Kurtosis 

Minimum 

Maximum 

# of Items 

Pretest 

13.08 

5.50 

.71 

- .02 

7 

27 

6 

Posttest 

12.64 

5.43 

1.34 

2.08 

6 

29 

6 
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Table 4.8 

CTES: Autonomy as a Teacher Subscale Results 

Mean 

SD 

Skewness 

Kurtosis 

Minimum 

Maximum 

# of Items 

Pretest 

10.02 

3.52 

1.37 

3.08 

6 

23 

6 

Posttest 

11.77 

4.52 

1.09 

1.05 

6 

27 

6 
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Table 4.9 

Summary of FCP Technique Results: 
Autonomy as a Teacher 

Frequencies Chi-squares for Hypothesis Tests 

CT:C CT:I ST:C ST:I HI H2 H3 

9 19 8 11 1.72 .06 2.12 

Note: CT=Cooperating Teacher, ST=Student Teacher, 

C=Congruent, l=lncongruent 

HI : (CT:C-hCT:l) > (ST:C+ST:I) n=47 

H2: CT:C>ST:C n=17 

H3: CT:I>ST:I n=30 

* a > .05 
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Item STES Item 

5. I want my cooperating teacher to let me make all my 
decisions on my own. 

9. I would like my cooperating teacher to be politically 
wise. 

29. I would like for my cooperating teacher to ask my opinion 
when making decisions for teaching the students. 

65. 1 like a cooperating teacher who takes initiative. 

90. I would like my cooperating teacher to make decisions 
quickly. 

94. I would like my cooperating teacher to be well informed 
on district policy. 

98. I would like for my cooperating teacher to make tough 
decisions rather than ignoring problems. 

Figure 4.7 

STES: Decision Making Skills Subscale Items 
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Item CTES Item 

5. I want my student teacher to make all his/her decisions on 
their own. 

9. I would like to be seen by my student teacher as politicaNy 
wise. 

29. I would like to ask my student teacher's opinion when 

making decisions for teaching the students. 

65. I like a student teacher who takes initiative. 

90. I would like my student teacher to make decisions quickly. 

94. I would like my student teacher to be well informed on 
district policy. 

98. I would like for my student teacher to make tough decisions 
rather than ignoring problems. 

Figure 4.8 

CTES: Decision Making Skills Subscale Items 
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Table 4.10 

STES: Decision Making Skills Results 

_ — • 

Mean 

SD 

Skewness 

Kurtosis 

Minimum 

Maximum 

# of Items 

Pretest 

32.64 

3.56 

- .64 

1.79 

21 

38 

7 

Posttest 

31.13 

3.11 

.58 

1.16 

25 

36 

7 



78 

Table 4.11 

CTES:- Decision Making Skills Results 

Mean 

SD 

Skewness 

Kurtosis 

Minirhum 

Maximum 

# of Items 

Pretest 

31.62 

3.66 

- .01 

- .35 

26 

37 

7 

Posttest 

31.74 

3.15 

- .12 

- .41 

26 

40 

7 
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Table 4.12 

Summary of FCP Technique: 
Decision Making Skills 

Frequencies Chi-squares for Hypothesis Tests 

CT:C CT:I ST:C ST:I HI H2 H3 

12 17 10 7 1.72 .06 2.12' 

Note: CT=Cooperating Teacher, ST=Student Teacher, 

C=Congruent, Ulncongruent 

HI : (CT:C+CT:I)>(ST:C+ST:I) n=46 

H2: CT:C>ST:C n=22 

H3: CT:I>ST:I n=24 

* a > .05 
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Table 4.13 

Comparison of Pretest-posttest 
1-test Results by Subscale 

Subscale 

Interpersonal Communication 

Skills for Success Within 

the Profession 

Autonomy as a Teacher 

Decision Making Skills 

* p. < .05, (two-tailed) 

Skills 

S.T. 

df 

38 

38 

38 

38 

I 

2.28* 

1.48 

.39 

2.29* 

C.T. 

df 

46 • 

46 

46 • 

46 • 

I 

- .06 

.48 

-2.06* 

- .27 
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Table 4.14 

Comparison of Hypotheses Tests by Subscale 

Subscale df HI H2 H3 

Interpersonal Communication Skills 1 * * N.S. 

Skills for Success Within 

the Profession 

Autonomy as a Teacher 

Decision Making Skills 

* Q. .05 N.S. = Not Significant 

1 

1 

1 

N.s. 

N.S. 

N.S. 

N.S. 

N.S. 

N.S. 

N.S 

N.S 
• 



CHAPTER V 

SUMMARY AND CONCLUSIONS 

The transition from student to teacher is often difficult. As 

students enter the student teaching experience, many view the role 

of the student differently from that of the cooperating teacher. 

Evidence accumulates regarding the disparate attitudes and role 

expectations of and between student teachers and cooperating 

teachers. As Gettone (1980) has noted, public school personnel, 

empowered by the teaching profession, hold an evaluative sanction 

over student teachers. This sanction may contribute to a student 

teacher's perception that successful student teaching requires the 

adoption of behaviors and attitudes similar to the cooperating 

teacher. Becker's (1969) view of personal change maintains the 

individual is flexible, moving into and adapting to social changes. 

Lortie (1975) argues persuasively that student teachers reinforce 

previously held latent views, attitudes, and beliefs of education. In 

the final analysis, the problem of student teacher role conflict 

remains as does the shift of attitudes away from the democratic, 

theory based educational view of the university to the formalistic, 

dogmatic view of the public schools. A majority of workers in the 

field feel student teachers abandon the teachings of the university 

adopting instead the attitudes and views of cooperating teachers. 

82 
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Statement of the Prnhlem 

The purpose of this study was to investigate shifts in role 

expectations of student teacher/cooperating teacher pairs. To 

assess the expectation changes that occur in pairs, the following 

hypotheses were tested. 

1. The cooperating teacher will be the source of pair 

expectations more frequently than the student teacher. 

2. The cooperating teacher will be the source of influence 

more frequently than the student teacher when expectations shift in 

a congruent direction. 

3. The cooperating teacher will be the source of influence 

more frequently than the student teacher when expectations shift in 

an incongruent direction. 

Review of the Literature 

The literature reviewed demonstrated that in the absence of 

treatments to discourage the student teacher's adoption of the 

attitudes and expectations of the cooperating teacher, unrecognized 

forces tend to compel the adoption of cooperating teacher 

expectations by the student teacher. Two possible sources of 

expectation shifts discussed in the literature were interpersonal 

encounters and intrapersonal perceptions. Interpersonally derived 

expectations generally impact one's expectation of others. 

Expectations of a stereotyped or prejudicial nature are examples of 

interpersonal expectations. Intrapersonally derived expectations 

have been called a principle of person-environment fit (Feather, 
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1982). Expectations of this type are derived from experiences in the 

world, notably in the perceived absence of others. The influence of 

either type of expectation is seldom perceived by the individual. 

Rather, behaviors are covertly adopted without consideration. 

Both student teachers and cooperating teachers may have 

inappropriate expectations for the counterparts' role. Student 

teacher attitude shifts are generally consistent. Student teachers 

tend to adopt the attitudes of cooperating teachers. Only two 

experimental studies provided evidence that student teachers can 

hold on to the theoretically based, democratic views of university 

education courses (McCaleb, 1975; Tabachnick & Zeichner, 1984). 

Additional evidence to support their views is lacking. Numerous 

studies documented the congruent influence of the cooperating 

teacher. That is, student teachers held views more like the 

cooperating teacher after student teaching than before. It was 

speculated that student teachers may experience interpersonal role 

expectation discord. 

A potential answer to the dilemma of the misunderstanding 

and influence of counterpart role expectations should be to 

determine if role expectations shift during the course of student 

teaching. Also, it seems important to identify sources and 

directions of shift for role expectations. 

Subjects 

Two subject samples, student teachers and cooperating 

teachers who were supervising participating student teachers were 
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used in this study. The matched pairs 1 test was used to identify 

pretest-posttest expectation shifts within each sample. To be 

included in the Frequency-of-Change-in Product-Moment (FCP) 

analysis, participants had to complete a valid pretest and posttest 

as well as be paired to a counterpart who also completed the pretest 

and posttest. Using this pairing criterion, 47 pairs of response sets 

were analyzed. 

Instruments 

Two instruments were used in this study. The Student Teacher 

Expectation Scale (Carey & Tullis, unpublished) was used to 

determine the expectations of the student teacher sample about the 

role of the cooperating teacher. The second instrument, the 

Cooperating Teacher Expectation Scale (Tullis & Head, unpublished) 

was used to gather information concerning the expectations of the 

cooperating teacher sample about the role of the student teacher. 

Both instruments were administered on the same regimen. The 

pretest was given the day before student teaching began. The 

posttest was given approximately 10 weeks into the student 

teaching period. 

Results and Conclusions 

FCP Analvsis 

After participants were paired for the final analysis, the 

Frequency-of-Change-in-Product-Moment Technique (FCP) was used 

to determine the source and direction of causal expectation 

influence. The technique sorts pairs into one of four categories or 
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cells: cooperating teacher/congruent, cooperating 

teacher/incongruent, student teacher/congruent, student 

teacher/incongruent. For each cell, the dominant source of influence 

is indicated as either cooperating teacher or student teacher. The 

direction of expectation shift is indicated as congruent or 

incongruent. Congruent change is defined as pair expectations that 

approximate each other more after student teaching than before. 

Incongruent change is defined as pair expectations that diverge 

during student teaching. Determination of the source and direction 

was based upon the FCP technique as discussed in Yee and Gage 

(1968). The technique was used to test the three hypotheses on each 

subscale of the STES. 

Hypothesis 1 stated, "The cooperating teacher will be the 

source of pair expectations more frequently than the student 

teacher." Results of the FCP technique indicated the cooperating 

teacher was the main source of expectation influence for the 

subscale Interpersonal Communication Skills. With regard to the 

source of influence, all other subscales exhibited nonsignificant 

results. Hypothesis 1 is accepted for the Interpersonal 

Communication Skills subscale. From these results it can be 

concluded that the cooperating teacher serves as the primary model 

of professional demeanor. 

Hypothesis 2 stated, "The cooperating teacher will be the 

source of influence more frequently than the student teacher when 

expectations shift in a congruent direction." Results indicate 

student teacher expectations move toward the cooperating teacher's 
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pretest expectations for the Interpersonal Communication Skills 

subscale. With regard to congruent sources of influence, the 

remaining subscales exhibited nonsignificant results. From these 

results, it can be concluded that for the Interpersonal 

Communication Skills subscale, the cooperating teacher's 

expectation of professional behavior is adopted by the student. 

Hypothesis 3 stated, "The cooperating teacher will be the 

source of influence more frequently than the student teacher when 

expectations shift in an incongruent direction." Hypothesis 3 was 

accepted for the Decision Making Skills subscale. Acceptance of 

Hypothesis 3 indicates the cooperating teacher to be the main source 

of incongruent expectation shift. However, comparison of the 

student teacher pretest-posttest means for this subscale indicated 

a significant decrease {Q. < .05) between the pretest mean of 32.64 

and the posttest mean of 31.13. These results are analogous to the 

mollification of student teacher scores reported elsewhere. That is, 

expectation movement tends to be toward a moderated, not extreme 

position. 

Comparing pretest-posttest means, student teachers 

demonstrated differences on two of the four subscales. In both 

instances, the changes were toward a moderation of the pretest 

view. These results are very similar to those of Rabinowitz and 

Rosenbaum (1960) where differences of educational attitudes were 

measured in a longitudinal study of student teachers and teachers. 

Their findings were influenced by items that viewed students in 

positive and negative terms. In the current work, no clearcut 
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distinction can be made. Rather, the moderation of scores seems to 

be general, possibly indicating a reduction of the pre-student-

teacher's naivete replaced with a modicum of common experience. 

The Decision Making Skills subscale exhibited significant 

pretest-posttest differences. The fact that Hypothesis 3 was 

accepted for this scale, indicating expectation incongruence, is 

difficult to explain. Perhaps the decrease of student scores below 

the cooperating teachers accounts for this result. The stable 

cooperating teacher view on this subscale hints that cooperating 

teachers are satisfied with student teacher decision making skills. 

If cooperating teachers recognized an increased need for these 

skills, then the posttest scores would be elevated. This did not 

happen. 

It would seem reasonable to speculate that the experience of 

student teaching is at least as powerful an agent as the cooperating 

teacher in forming attitudes and expectations. The current study 

can not differentiate between the two. However, based upon the 

hypotheses tested, student teacher expectations were not measured 

as being influenced by the cooperating teacher on two subscales. 

Skills for Success in the Classroom and Autonomy as a Teacher. 

There was a nonsignificant decrease (1 (38) = 1.48, n.s.) in 

expectations as measured by the Skills for Success in the Classroom 

subscale hinting at potential sources of influence other than the 

cooperating teacher. Given time, the mean response score on this 

scale might have decreased more, yielding significant differences. 

More study is needed. 
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Of particular interest was the lack of change by student 

teachers on the Autonomy as a Teacher subscale. Student teachers 

indicated a desire to be in control of the teaching experience with 

some guidance from the cooperating teacher. Although the subscale 

mean was reduced in the posttest, a reduction on this scale 

indicates an increased expectation of autonomy. Thus, though the 

shift was not significant, a reduction of means was noted. 

Reflecting on the Gettone (1980) study, these results may mirror the 

need felt by student teachers to be like the teacher, in all ways. 

More study is needed. 

Cooperating teachers appear to hold very stable expectations 

for the student teacher. Shifts of expectations were not noted on 

three subscales: Interpersonal Communication Skills, Skills for 

Success Within the Classroom and Decision Making Skills. 

Differences of pretest-posttest means using the matched pairs 1 

test were noted on the Autonomy as a Teacher subscale. Because 

low reliability is reported for the Autonomy as a Teacher subscale 

(alpha = .30), lowered confidence should be placed upon this result. 

The purpose of this study was to examine shifts of 

expectations between student teachers and their cooperating 

teachers. The term reciprocal expectations is used to describe the 

expectations of the student for the cooperating teacher and the 

expectations of the cooperating teacher for the student teacher. The 

literature demonstrated that it was possible to influence the 

expectations of others. Since student teaching involves a 

partnership, the stability of the expectations of each partner was 
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questioned. Results reported here indicate cooperating teachers 

hold very stable expectations for the student teacher. Conversely, 

student expectations for the cooperating teacher shift. In fact, 

results indicate the cooperating teacher was the main source of 

expectation influence. For the concept of professionalism, student 

teachers appear to adopt the cooperating teacher expectations for 

the student teacher as personal expectations of the cooperating 

teacher. For the area of decision making skills, pair expectations 

appear to diverge, becoming incongruent. 

Implications 

This study provides evidence that student teachers do shift 

expectations to approximate the cooperating teacher view. However, 

the cooperating teacher as a dominant source of influence was noted 

on one of the four subscales tested. On the Interpersonal 

Communication Skills subscale, student teachers adopted 

expectations congruent to the view of the cooperating teacher as 

reported on the pretest. It should be recalled that the STES and 

CTES measured reciprocal role expectations. Results support the 

concept that student teachers adopt the pretest cooperating teacher 

expectation of the professional teacher. The adoption of the 

cooperating teacher view is indicated by the student teacher 

reflecting this same professional model of the cooperating teacher. 

That student teachers tend to adopt the cooperating teacher's view 

of professionalism is a key finding of this study. This is an example 
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of adopting expectations from interpersonal contacts. It may also 

reflect Lortie's latent expectation model. 

The findings of this study should be considered in making 

student teacher placements. If student teachers are placed in a 

teaching setting with an inappropriate model, then the professional 

growth of the student is at risk. Another issue allied to the 

placement of student teachers in an inappropriate setting deals with 

the selection of cooperating teachers. Cooperating teachers holding 

inappropriate expectations could be identified before student 

teacher placement. Then they could attend classes, read materials, 

or visit in an apprentice-like situation other cooperating teachers 

who hold appropriate expectations. Then, if a subsequent change of 

expectations occurs, student teachers could be placed with these 

people. Regardless, the issue of what constitutes appropriate and 

inappropriate cooperating teacher expectations should be resolved 

first. 

Further, these findings raise a question about placement of 

students with more than one cooperating teacher. If two 

cooperating teachers hold widely disparate views of 

professionalism and the student is exposed to these differences 

daily, then where does this leave the student teacher? McCaulay's 

(1960) work indicated that first year teachers became easily 

frustrated and discouraged when placed in teaching environments 

that were very different from the student teaching situation. It is 

possible that student teachers, placed with two very different 
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cooperating teachers might become equally frustrated and 

discouraged. More study needs to be done in this area. 

A second finding of this study, that student teachers tend to 

mollify attitudes and expectations is consistent with other findings 

reported in the literature. The relative stability of student teacher 

pretest-posttest means on the Autonomy as a Teacher subscale 

reflects a consistent belief that students are ready to take on the 

role of teacher with limited guidance from the very beginning of the 

experience . This view is apparently unchanging. Surprisingly, 

cooperating teachers tended to disagree more strongly with the 

negatively bent statements of this subscale than did the student 

teachers. The cooperating teacher's view can be interpreted as a 

desire to control and guide the student teacher. While a certain 

amount of guidance is called for early in the experience, the 

desirability of controlling the environment later on is questioned. It 

seems appropriate for the cooperating teacher to let the student 

teacher try his/her wings periodically, ultimately allowing for 

freedom to explore both the educational environment and to be 

autonomous with intrinsic motivation. 

A third finding indicates the cooperating teacher is the 

dominant source of incongruent expectations on the Decision Making 

Skills subscale. From the outset, it was assumed that expectation 

shift would occur in a congruent fashion. Few reports in the 

literature reviewed indicated attitude, opinion, or expectation shift 

occurred with incongruence (Farley, 1973; Gettone, 1980). Two 

potential explanations are offered here. First, the result could be a 
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statistic anomaly. Noting the confidence level, results of this 

nature occur by chance five times out of 100. Second, the subscale 

may tap elements of expectations not yet explored in the literature. 

Comparing the movement of student teacher mean score to 

cooperating teacher mean score, the students* pretest mean score 

was higher and the posttest mean score lower than the analogous 

mean score of the cooperating teachers. However, the FCP relies on 

pair data and is not directly influenced by the results of the sample 

at large. More study is needed to resolve this issue. 

Future Study 

Both the STES and the CTES need to be further validated. The 

results of this study indicate the scales yield information similar to 

the attitude scales used in other studies. Of paramount importance 

is the validation of the STES and CTES scores based upon other 

measures. One such comparison has been suggested, the relationship 

of a measure of student teaching satisfaction to STES or CTES 

scores. Other studies should be longitudinal in nature, tracking the 

expectations of students after student teaching. Studies of this 

nature would help illuminate the situational/commitment issue of 

expectation adoption. 

Another area of study that may prove fruitful would be to 

develop an experimental model similar to those of Zeichner and 

Tabachnick (1981) and McCaleb (1979). Studies similar to these, 

when linked with longitudinal investigations will help answer the 

question of attitude and expectation adoption for specific 
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situations, from general experience, or because of the cooperating 

teacher. Future research should expand this notion. Using other 

measures to gauge satisfaction with the experience, pairs that 

exhibit various response patterns to the STES and CTES subscales 

should be contrasted to see if student teachers with certain scores, 

matched with cooperating teachers with other scores develop 

appropriate expectations. Research of this nature could ultimately 

identify optimal matches between student teachers and cooperating 

teachers. 

Limitations 

This study was limited by the following factors. 

1. The sample was small. 

2. Students from a single institution were represented in the 

sample. 

3. The duration of the study was 10 weeks. Student 

teachers still had four weeks of teaching remaining after 

the posttest. It is possible that expectation shifts 

unmeasured in this study occurred during this time. 

4. Only secondary student teachers were involved. Differences 

may exist between students who teach in elementary and 

secondary settings. 

5. Neither the STES or the CTES has been validated against 

other instruments. Until this is done, there is a question 

about the validity of the instruments. 
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STUDENT TEACHER EXPECTATION SCALE 

Directions: 
Student teachers differ in what they want and expect from their 

cooperating teachers. Listed below are some behaviors and 
characteristics that may or may not be desirable in a cooperating 
teacher. Also, some of the statements concern the relationship of 
the cooperating teacher to the student teacher. You may agree or 
disagree with many of these statements. 

Your task is to rate your level of agreement or disagreement with 
each statement. We are interested in knowing how you feel 
cooperating teachers should behave and act. Please make your 
ratings according to what you think "should be" not necessarily what 
you think "will be." 

Write in 1, 2, 3, 4, 5, or 6 to stand for: 

1. Disagree Strongly 
2. Disagree 
3. Tend to Disagree 
4. Tend to Agree 
5. Agree 
6. Agree Strongly 

There are no right or wrong answers. Your preferences are what 
matter. Please mark every item. Work rapidly. There is no time 
limit, but do not spend time on any one item. Mark all of the items 
according to your feelings at the present. 
All Responses will be held in strictest confidence. 

Name: ^ Age: 

Cooperating Teacher's Name: .̂  
School at which you will 

start student teaching: . . . 

Student Teaching Field: _ 

Have you had experience teaching in a school before? YES NO 

If so, how many years? Circle 1 Substitute 2 Regular staff 

3 Practicum 4 Aide 
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STUDENT TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TEND TO AGREE 6. AGREE STRONGLY 

1. I hope my cooperating teacher presents a positive 
attitude toward the teaching profession. 

2. I would like my cooperating teacher to instill in me a 
mature sense of responsibility to the teaching 
profession. 

3. I would prefer a cooperating teacher who evaluates for 
personal growth, as well as skill growth. 

4. I want to be able to learn teaching practices that will fit 
my personality. 

5. I want my cooperating teacher to let me make all my 
decisions. 

6. I hope to have a cooperating teacher who models 
commitment. 

7. I don't feel it is important for my cooperating teacher to 
acknowledge my good performance. 

8. I would like for my cooperating teacher to explain the 
advantages and disadvantages of the different 
professional educational organizations. 

9. I would like my cooperating teacher to be politically 
wise. 

10. I want to learn how to accept criticism or negative 

feedback as constructive advice. 

_ 11. I like a cooperating teacher who is trustworthy. 

_ 12 I hope to learn how to confront a person in authority. 
GO ON TO NEXT PAGE 
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STUDENT TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5 AGREE 
2. DISAGREE 4. TEND TO AGREE 6. AGREE STRONGLY 

_ 13. I would prefer that my cooperating teacher allows me to 
learn from my own errors. 

_ 14. i would like feedback on how my use of body language 
affects the classroom. 

— 15. I would like guidance from my cooperating teacher on 
how to make good decisions. 

— 16. I want my cooperating teacher's help in learning how to 
assign fair grades. 

— 17. I would like my cooperating teacher to explain how to 
decide if a child needs to be referred for counseling. 

— 18. I would like for my cooperating teacher to present 
different methods of grading. 

19- I hope my cooperating teacher will show me how to adapt 
my plans to the present needs of the class. 

20. I hope my cooperating teacher will talk about the 
rewards he/she receives from teaching. 

21. I would like my cooperating teacher to help me develop a 
strong commitment to the teaching profession. 

22. I would like my cooperating teacher's help in developing 
realistic lesson plans. 

23. I would like my cooperating teacher to point out 
weaknesses in my teaching skills so I can improve them. 

24. I need my cooperating teacher to explain emergency 
procedures to me. 

GO ON TO NEXT PAGE 
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STUDENT TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TEND TO AGREE 6. AGREE STRONGLY 

25. I hope my cooperating teacher will help me learn how to 
maintain classroom discipline. 

26. I would like for my cooperating teacher to explain 
about different opportunities for my continued 
professional growth. 

27. I hope my cooperating teacher will display a realistic 
view of the teaching profession. 

28. I would like my cooperating teacher to have more than 
one technique for classroom discipline. 

29. I would like for my cooperating teacher to ask my opinion 
when making decisions for teaching the students. 

30. I would like my cooperating teacher to provide feedback 
on personal qualities which detract from my teaching 
effectiveness. 

31. I don't feel like I'll need to take personal risks in order 
to make the most out of my student teaching experience. 

32. I want to receive positive feedback from my cooperating 
teacher when I do a good job. 

33. I hope to have a cooperating teacher who models 
commitment to the students. 

34. I hope my cooperating teacher will allow me to share the 
trials and tribulations of my experience. 

35. I would like for my cooperating teacher to explain 
teacher inservice meetings to me. 

GO ON TO NEXT PAGE 
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STUDENT TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TEND TO AGREE 6, AGREE STRONGLY 

36. I don't want my cooperating teacher to help me develop 
classroom tests. 

37. I would like my cooperating teacher to explain how to 
determine if a student should be referred to a basic or 
accelerated class. 

38. I would like to learn how to portray a sense of 
confidence in front of the classroom. 

39. I hope my cooperating teacher will be willing to invest a 
significant amount of time in discussions with me. 

40. I would be pleased if my cooperating teacher showed me 
ways to contribute to the betterment of the teaching 
profession. 

41. I would like to learn an effective method of planning for 
lessons. 

42. I would like my cooperating teacher to help me take 
calculated risks. 

43. I would like to know how to become involved in the 
supervjsion of extracurricular activities, 

44. I would like to learn how to determine if a child need to 
repeat the class year or course. 

45. I don't need help from my cooperating teacher in 
determining what to pay attention to and what to ignore. 

46. I would like for my cooperating teacher to teach me 
voice control when I am nervous. 

GO ON TO NEXT PAGE 
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STUDENT TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TEND TO AGREE 6. AGREE STRONGLY 

47. I would like to work with a cooperating teacher who is 
active in professional education organizations. 

48. I would like my cooperating teacher to be motivated to 
improve teaching behaviors which are below par. 

49. I would like my cooperating teacher to assume 
responsibility for actions taken. 

50. I would like to develop a close bond with my cooperating 
teacher. 

51. I would like my cooperating teacher to serve as a good 
model of a professional teacher. 

52. I would like to learn how to plan and organize a semester 
overview. 

53. I would like my cooperating teacher to help me master at 
least one classroom management technique. 

54. I don't think I'll want my cooperating teacher to 
introduce me to the other teachers. 

55. I would like my cooperating teacher to explain the tricks 
to getting things done in the school. 

56. It would be productive for me to observe my cooperating 
teacher delivering "difficult to send" messages. 

57. I would like my cooperating teacher to teach me how to 
interact effectively with faculty, staff, and 
administrators within the school and school system. 

GO ON TO NEXT PAGE 
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STUDENT TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TEND TO AGREE 6. AGREE STRONGLY 

58. I want to have a good working relationship with my 
cooperating teacher. 

59. I would like my cooperating teacher to refrain from 
critiquing my teaching performance. 

60. I would like my cooperating teacher to encourage 
improvement in my teaching skills. 

61. I would like to learn how to gather sources for teaching 
materials. 

62. I would like to know how my cooperating teacher 
evaluates the results of his/her decisions. 

63. I would like for my cooperating teacher to teach me 
efficient organizational skills that would help me 
complete paper work and files. 

64. I would prefer that my cooperating teacher openly 

express views of controversial education issues. 

65. I like a cooperating teacher who takes initiative. 

66. I don't.feel like it is important to trust my cooperating 
teacher. 

_ 67. I want my cooperating teacher to help me learn how to be 
proud of my work. 

68 I hope my cooperating teacher will demonstrate how to 
~ manage the classroom in accordance with sound learning 

theory. 

_ 69. I would like to learn how teachers get administrators to 
understand their needs. 
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STUDENT TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TEND TO AGREE 6. AGREE STRONGLY 

70. I don't think I'd want my cooperating teacher to help me 
adapt to the school routine. 

71. I would like to work with a cooperating teacher who 
confronts difficult problems. 

72. I would like to be able to accept constructive criticism 
from my cooperating teacher without needing to defend 
myself. 

73. I hope to gain increasing skill in dealing with challenges 
presented to me in the classroom by the students. 

74. I want my cooperating teacher to teach me the 
intricacies of the grading procedure. 

75. I would like my cooperating teacher to give me ideas on 
how to be politically active on educational issues. 

76. I would like my cooperating teacher to be current in 
reading the professional literature. 

77. I prefer a cooperating teacher who can tolerate 
ambiguity. 

78. I would like a cooperating teacher who demonstrates 
high ethical standards. 

79. I hope that my cooperating teacher inspires pride in the 
teaching profession. 

80. I would like my cooperating teacher to expect me to 
master more than one teaching style for lesson delivery. 

GO ON TO NEXT PAGE 
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STUDENT TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TEND TO AGREE 6. AGREE STRONGLY 

81. I would like my cooperating teacher to introduce me to 
the normal school routines. 

82. I would like my cooperating teacher to explain the "ins" 
and the "outs" of the building. 

83. I would like my cooperating teacher to show me how to 
cooperate with difficult colleagues. 

84. I don't need to learn how to seek proper help when I run 
into a problem 1 cannot solve myself. 

85. I hope to be allowed to experience my own competence in 
the content areas I am teaching, 

86. I would like for my cooperating teacher to display a 
variety of effective educational theories in teaching. 

87. I would like my cooperating teacher to help me view 
myself as a teaching professional. 

88. I would like my cooperating teacher to critique my 
lessons plans. 

89. I would like a cooperating teacher who will give me 
guidance in formulating my own values and ethical 
standards. 

90. I would like my cooperating teacher to make decisions 
quickly. 

91. I would like my cooperating teacher's help in gaining 
confidence in myself as a teacher. 

GO ON TO NEXT PAGE 
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STUDENT TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TENDTOAGREE 6. AGREE STRONGLY 

— 92. I hope to experience my own competence in using 
different teaching techniques in the classroom. 

— 93. I would like my cooperating teacher to openly recognize 
my worth. 

94. I would like my cooperating teacher to be well informed 
on district policy. 

95. I would like a cooperating teacher who seeks guidance 
when in doubt. 

96. I would like for my cooperating teacher to teach me how 
to meld theory and practice in teaching. 

97. I don't need my cooperating teacher to help me to learn 
how to take constructive criticism of my work. 

98. I would like for my cooperating teacher to make tough 
decisions rather than ignoring problems. 

99. I don't feel I want to use the student teaching experience 
to learn more about myself. 

100. I want my cooperating teacher to help me attain personal 
goals I have set for myself. 

101. I would like my cooperating teacher to explain the subtle 
influences which exists within the social climate of the 
school. 

102. I would like my cooperating teacher to divulge some of 
the risks of considering alternatives. 

103. I would like a cooperating teacher who evaluates the 
effectiveness of decisions. 
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COOPERATING TEACHER EXPECTATION SCALE 

Directions: 
Cooperating teachers differ in what they want and expect from 

their student teachers. Listed below are some behaviors and 
characteristics that may or may not be desirable in a student 
teacher. Also, some of the statements concern the relationship of 
the cooperating teacher to the student teacher. You may agree or 
disagree with many of these statements. 

Your task is to rate your level of agreement or disagreement with 
each statement. We are interested in knowing how vou feel student 
teachers and cooperating teachers should behave and act. Please 
make your ratings according to what you think "should be" not 
necessarily what you think "will be." 

Write in 1, 2, 3, 4, 5, or 6 to stand for: 

1. Disagree Strongly 
2. Disagree 
3. Tend to Disagree 
4. Tend to Agree 
5. Agree 
6. Agree Strongly 

There are no right or wrong answers. Your preferences are what 
matter. Please mark every item. Work rapidly. There is no time 
limit, but do not spend to much time on any one item. Mark all of the 
items according to your feelings at the present. 

All Responses will be held in strictest confidence. 
Name: _ ^ . 

Student Teacher's Name: 

School at which you teach: 

Teaching Field and Grade 

How many student teachers have you supervised in the past? 

How many years teaching experience do you have? 
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COOPERATING TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TENDTOAGREE 6. AGREE STRONGLY 

1- I hope my student teacher presents a positive attitude 
toward the teaching profession. 

2. I would like to instill in my student teacher a mature sense 
of responsibility to the teaching profession. 

3. I would prefer to evaluate my student teacher for personal 
growth, as well as skill growth. 

4. I want to be able to display teaching practices that will fit 

my student teacher's personality. 

5. I want my student teacher to make all his/her decisions. 

6. I hope to model commitment to my student teacher. 

_7. I don't feel it is important to acknowledge my student 
teacher's good performance. 

_8. I would like to explain the advantages and disadvantages of 
the different professional educational organizations to my 
student teacher. 

_9. I would like to be seen by my student teacher as politically 
wise. 

10. I want to learn how to give criticism or negative feedback 
as constructive advice. 

_11. I like a student teacher who is trustworthy. 

12. I hope to display how to confront a person in authority to 
my student teacher. 

GO ON TO NEXT PAGE 
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COOPERATING TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TENDTOAGREE 6. AGREE STRONGLY 

13. I would prefer that my student teacher learns from his/her 
own errors. 

14. I would like to provide feedback on how my student 
teacher's use of body language affects the classroom. 

15. I would like to provide guidance to my student teacher 
regarding how to make good decisions. 

16. I want to help my student teacher learn how to assign fair 
grades. 

_17. I would like to explain to my student teacher how to decide 
if a child needs to be referred for counseling. 

_18. I would like to present different methods of grading for my 
student teacher. 

19 . I hope to show my student teacher how to adapt his/her 
plans to the present needs of the class. 

_20. I hope to talk to my student teacher about the rewards 
received from teaching. 

_21. I would like to instill in my student teacher a strong 
commitment to the teaching profession. 

_22. I would like to help my student teacher develop realistic 
lesson plans. 

_23 I would like to point out weaknesses in my student 
teacher's teaching skills so he/she can improve them. 

_24. I need to explain emergency procedures to my student 
teacher. 

GO ON TO NEXT PAGE 



COOPERATING TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TENDTOAGREE 6. AGREE STRONGLY 

25. I hope to help my student teacher learn how to maintain 
classroom discipline. 

26. I would like to explain different opportunities for 
continued professional growth to my student teacher. 

27. I hope to display to my student teacher a realistic view of 
the teaching profession. 

28. I would like to teach my student teacher more than one 
technique for classroom discipline. 

29. I would like to ask my student teacher's opinion when 
making decisions for teaching the students. 

30. I would like to provide my student teacher feedback on 
personal qualities which detract from his/her teaching 
effectiveness. 

31. I don't feel like my student teacher will need to take 
personal risks in order to make the most out of his/her 
student teaching experience. 

32. I want to provide positive feedback to my student teacher 
when he/she does a good job. 

33. I hope to be a cooperating teacher who models commitment 
to the students. 

34. I hope to allow my student teacher the opportunity to share 
the trials and tribulations of his/her experience. 

_35. I would like to explain teacher inservice meetings to 
my student teacher. 

GO ON TO NEXT PAGE 



COOPERATING TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TENDTOAGREE 6. AGREE STRONGLY 

36. I don't want to help my student teacher develop classroom 
tests. 

37. I would like to explain to my student teacher how to 
determine if a student should be referred to a basic or 
accelerated class. 

38. I would like to model how to portray a sense of confidence 
in front of the classroom. 

39. I hope to invest a significant amount of time in discussions 
with my student teacher. 

40. I would be pleased to show my student teacher ways to 
contribute to the betterment of the teaching profession. 

^41. I would like to demonstrate an effective method of 
planning for lessons. 

4̂2. I would like to help my student teacher take calculated 
risks. 

_43. I would like to tell my" student teacher know how to become 
involved in the supervision of extracurricular activities. 

_44. I would like to show my student teacher how to determine 
if a child needs to repeat the class year or course. 

_45. I won't help my student teacher determine what to pay 
attention to and what to ignore. 

_46. I would like to teach my student teacher voice control 
when he/she is nervous. 

GO ON TO NEXT PAGE 



COOPERATING TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TENDTOAGREE 6. AGREE STRONGLY 

4̂7. I would like to work with a student teacher who wants to 
work with a cooperating teacher who is active in 
professional education organizations. 

4̂8. I would like my student teacher to be motivated to improve 
teaching behaviors which are below par. 

4̂9. I would like my student teacher to assume responsibility 
for actions taken. 

50. I would like to develop a close bond with my student 
teacher. 

51. I would like to serve as a good model of the professional 
teacher for my student teacher. 

52. I would like to demonstrate how to plan and organize a 
semester overview. 

53. I would like to help my student teacher master at least 
one classroom management technique. 

54. I don't think I'll want to introduce my student teacher to 
the other teachers. 

55. I would like to explain to my student teacher the tricks of 
getting things done in the school. 

56. It would be productive for my student teacher to observe 
me delivering "difficult to send" messages. 

57. I would like to teach my student teacher how to interact 
effectively with faculty, staff, and administrators within 
the school and school system. 

GO ON TO NEXT PAGE 



119 

COOPERATING TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TENDTOAGREE 6. AGREE STRONGLY 

58. I want to have a good working relationship with my student 
teacher. 

59. I would refrain from critiquing my student teacher's 
teaching performance. 

60. I would like to encourage improvement of teaching skills to 
my student teacher. 

61. I would like to teach my student teacher how to gather 
sources for teaching materials. 

62. I would like to help my student teacher evaluate the 
results of his/her decisions. 

63. I would like to teach my student teacher efficient 
organizational skills that would help me complete paper 
work and files. 

64. I would prefer that my student teacher openly express 
views of controversial education issues. 

65. I like a student teacher who takes the initiative. 

_66. I don't feel like it is important to trust my student teacher. 

_67. I want to help my student teacher be proud of his/her work. 

_68. I hope I will demonstrate to my student teacher how to 
manage the classroom in accordance with learning theory. 

_69. I would like to discuss with my student teacher how 
classroom teachers get administrators to understand their 
needs 

GO ON TO NEXT PAGE 
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COOPERATING TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TENDTOAGREE 6, AGREE STRONGLY 

70. I don't think I'd want to help my student teacher adapt to 
school routines. 

71. I would like to work with a student teacher in confronting 
difficult problems. 

72. I would like to be able to provide constructive criticism to 
my student teacher without their needing to defend 
himself/herself. 

7̂3. I hope to demonstrate the need for increased skills in 
dealing with challenges presented to my student teacher in 
the classroom by the students. 

7̂4. I want to teach my student teacher the intricacies of the 
grading procedure. 

75. I would like to give my student teacher ideas on how to be 
politically active on educational issues. 

76. I would like my student teacher to be current in reading the 

professional literature. 

77. I prefer a student teacher who can tolerate ambiguity. 

78. I would like a student teacher who demonstrates high 
ethical standards. 

7̂9. I hope that my student teacher inspires pride in the 
teaching profession. 

80. I would like my student teacher to master more than one 
teaching style for lesson delivery. 

GO ON TO NEXT PAGE 
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COOPERATING TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TENDTOAGREE 6. AGREE STRONGLY 

81. I would like to introduce my student teacher to the normal 
school routines. 

82. I would like to explain to my student teacher the "ins" and 
the "outs" of the building. 

83. I would like to show my student teacher how to cooperate 
with difficult colleagues. 

84. I don't need to teach my student teacher how to seek proper 
help when he/she runs into a problem he/she can solve. 

_85. I hope to allow my student teacher to experience his/her 
own competence in the content areas he/she is teaching. 

_86. I would like for my student teacher to display a variety of 
effective educational theories of teaching. 

_87. I would like to help my student teacher view 
himself/herself as a teaching professional. 

_88. I would like to critique my student teacher's lesson plans. 

_89. I would like to give guidance in formulating values and 
ethical standards to my student teacher. 

_90. I would like my student teacher to make decisions quickly. 

_91. I would like to help my student teacher gain confidence as 
a teacher. 

92. I hope my student teacher will experience their own 
competence when using different teaching techniques in 
the classroom. 

GO ON TO NEXT PAGE 
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COOPERATING TEACHER EXPECTATION SCALE 

1. DISAGREE STRONGLY 3. TEND TO DISAGREE 5. AGREE 
2. DISAGREE 4. TENDTOAGREE 6. AGREE STRONGLY 

93. I would like to convey to my student teacher that I openly 
recognize his/her worth. 

94. I would like my student teacher to be well informed on 
district policy. 

95. I would like a student teacher who seeks guidance when in 
doubt. 

96. I would like to teach my student teacher how to meld 
theory and practice in teaching. 

97. I don't need to help my student teacher learn how to take 
constructive criticism of his/her work. 

98. I would like for my student teacher to make tough decisions 
rather than ignoring problems. 

99. I don't feel the student teaching experience should be used 
so that the student teacher learns more about 
himself/herself. 

100. I want to help my student teacher attain personal goals 
he/she has set for himself/herself. 

101. I would like to explain to my student teacher the subtle 
influences which exists within the social climate of the 
school. 

102. I would like to divulge to my student teacher some of the 
risks when considering alternatives. 

103. I would like a student teacher who evaluates the 
effectiveness of decisions. 

STOP. PLEASE DO NOT RE-ANSWER ANY TEST ITEMS. 


