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ABSTRACT 

 

Agricultural education struggles to fill open positions each year, even though 

more than enough students graduate annually with a degree in agricultural education.  

The student teaching semester has long been recognized as a key component in the 

teacher preparation process.  The relationship between a student teacher and a 

cooperating teacher is an important part of that experience.  The use of a leadership 

model, Situational Leadership
®
 II, by cooperating teachers during the student teaching 

experience is an area for further investigation. 

The purpose of this study was to investigate cooperating teacher’s application of 

the Situational Leadership
® 

II Model on the student teaching experience as measured by 

the student teacher’s level of satisfaction and intent to teach.  This study employed a two-

phase sequential mixed methods design in which the qualitative data helped explain the 

preliminary quantitative results. 

The quantitative phase allowed the cooperating teachers to assess their student 

teacher’s level of competence and commitment as conceptualized by the Situational 

Leadership
®
 II Model.  Cooperating teachers reported their student teachers to be in the 

D3 level of development for the majority of the semester.  Student teachers’ level of 

satisfaction and intent to teach were also measured in connection to their relationship 

with their cooperating teacher.  Student teachers were highly satisfied with their 

cooperating teacher, but their intent to teach only changed slightly from before to after 

the experience.  The qualitative results allowed for further examination of the initial 

results and identified areas for improvement of the student teaching experience. 
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CHAPTER 1 

INTRODUCTION 

 

Background and Setting 

The nation continually struggles to put enough qualified teachers in all classrooms 

each year. This will continue to be a problem as the total number of elementary and 

secondary teachers is projected to increase an additional 18% by the year 2017 to an 

estimated 4.2 million teachers (Hussar, 2008).  

There is debate as to reason for the teacher shortage. Ingersoll (2003) mentions 

the increase in demand and hiring difficulties, but states there is not an overall deficiency 

in the supply of teachers entering the field each year.  

Each year, agricultural education struggles to fill teacher vacancies with highly 

qualified teachers, even through more than enough qualified agricultural educators 

graduate from college preparation programs each year many are choosing careers outside 

of the classroom (Kantrovich, 2007; Kantrovich 2010).   

Methods aimed at recruiting more students to major in agricultural education are 

important, but does not solve the problem of student attrition from the field at the 

completion of their degree program.  Programs designed to improve a key feature of most 

agricultural education teacher preparation programs might help increase the number of 

graduates accepting teaching positions (Kasperbauer & Roberts, 2007a).  This key 

component of most programs is the student teaching experience.    
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Young and Edwards (2005) asked the following question: “Is there a more 

important component of the preservice professional development of aspiring agriculture 

teachers than the student teaching experience?” (p. 170).  The student teaching 

experience is crucial in the development of both skill and efficacy of the teacher in 

training.  This experience allows student teachers the opportunity to experience the 

challenges and benefits of being a full-time agricultural education teacher first-hand.  It 

allows an opportunity for students to develop their skills and competencies which will 

enable them to be successful after graduation and when they start their full time teaching 

career.   

Norris, Larke, and Briers (1990) recommended efforts to improve the student 

teaching semester as an effort to increase the number of graduates who accept teaching 

positions.  Improving the student teaching experience in order to increase the percentage 

of graduates who take teaching positions is a challenging and complicated endeavor.  

In addition to the opportunity to develop on-the-job training, the student teacher is also 

able to develop a relationship with their cooperating teacher(s).  This relationship is 

crucial in the development of the student teacher.  While the relationship between the two 

parties can be examined on several levels, of particular interest was the leadership style 

of the cooperating teacher.  

The study of leadership styles focuses on leaders’ behaviors and actions when 

working with followers (Northouse, 2010).  This type leadership theory is different from 

the trait approach which focuses on personal characteristics (Northouse, 2010).  The 
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leadership style of the cooperating teacher may have an impact on the student teacher’s 

development and level of satisfaction with the cooperating teacher.   

Situational leadership is another type of leadership theory in which the leader 

must vary their leadership to best meet the developmental needs of their followers 

(Northouse, 2010).  This study examined the cooperating teacher’s use of a particular 

situational leadership model; the Situational Leadership
® 

II model (Blanchard, Zigarmi, 

& Zigarmi, 1985).  This style of leadership requires the leader to examine the 

developmental level of their follower(s) and adjust their leadership style to best meet 

their needs.  This can be applied to the cooperating teacher-student teacher relationship 

due to the leader-follower approach of the student teaching experience.   

While it is imperative researchers continue to determine causes of attrition in 

beginning teachers, additional research should focus on improving the student teaching 

experience in an effort to increase the percentage of new teachers who choose to enter the 

profession immediately after graduation.  Roberts et al. (2009) stated, “it is imperative to 

conduct research in an effort to better understand the student teaching phenomenon and 

decision to teach” (p. 137).  Studying the impact of the cooperating teacher’s use of the 

Situational Leadership
® 

II Model on the satisfaction of the student teacher during their 

intern semester and their intent to teach is one area to investigate in an effort to enhance 

the student teaching experience.  

Statement of the Problem 

Although there are enough newly-certified agriculture teachers to fill the open 

vacancies in agricultural education each year, many are choosing to not enter the teaching 
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profession after graduation.  Methods to improve the student teaching experience in order 

to encourage more graduates to enter the teaching profession should be investigated and 

put into practice.  Will the use of a leadership model encourage more student teachers to 

enter the teaching profession after graduation, therefore resulting in less unfilled jobs in 

the agricultural education profession each year? 

Purpose and Objectives 

The purpose of this mixed method study was to investigate cooperating teacher’s 

application of the Situational Leadership
® 

II Model on the student teaching experience as 

measured by the student teacher’s level of satisfaction and intent to teach.  This study 

sought to quantify the commitment and competence of each student teacher as assessed 

by their cooperating teacher.  Finally, student teachers’ and cooperating teachers’ 

perceptions of the student teaching semester were analyzed using qualitative 

methodologies.  

In order to identify these factors, the following research objectives were formulated:   

1. Describe characteristics of the 2012 spring semester student teachers and 

cooperating teachers. 

2. Determine student teacher’s level of commitment and competence and level of 

improvement as perceived by the cooperating teacher. 

3. Determine satisfaction level and intent to teach of student teachers before and 

after the student teaching experience. 

4. Describe how cooperating teachers applied components of the Situational 

Leadership
® 

II model. 
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5. Examine how cooperating teachers conceptualize their role when working with 

student teachers. 

6. Describe the student teacher experiences from the student teacher’s perspective. 

7. Describe the cooperating teacher-student teacher relationship. 

8. Describe student teachers’ intent to teach. 

Definitions of Terms 

The following terms were defined in order to provide clarity of meaning, 

specifically for the purpose of this study: 

Commitment- a person’s motivation and confidence toward a task or goal (Blanchard, 

2007) 

Cooperating Teacher- A current, certified, agricultural education teacher in a high school 

setting who serves as the supervisor of a student teacher for a twelve-week period.  

Competence-  A person’s possession of required skills and knowledge (Blanchard, 2007) 

FFA- The National FFA Organization (formerly called Future Farmers of America) is the 

inter-curricular student leadership organization within agricultural education in America. 

Intent to Teach- The student teachers internal motivation to pursue a teaching position 

after graduation.  For this study intent to teach was measured using the “Intent to Teach” 

instruments (before student teaching and after student teaching). 

SAE- Supervised Agricultural Experiences are the out-of-classroom learning activities 

that high school students participate in as a component of the total agricultural education 

model. 
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Satisfaction- How satisfied the student teacher was with the relationship and interaction 

they had with their cooperating teacher (Kitchel, 2005).  For this study, satisfaction was 

measured using the modified-MRQ instrument.  

Student Teacher- A teacher in training, usually completing the final requirements of a 

degree program.  Student teachers from Texas Tech can also be certifying to teach post-

doc or in addition to a degree in agricultural communications.  

TEKS- The acronym for ‘Texas Essential Knowledge and Skills’ which are the state 

standards for what Texas students should know and be able to perform. 

Limitations of the Study 

The following limitations of this study need to be taken into consideration when 

generalizing the results to other populations. 

1. The first limitation is the small population size which was available to research 

during the spring 2012 semester. 

2. The student teachers used in this study were placed with their cooperating teacher 

based on a variety of criteria. The criterion used to place student teachers 

includes, but is not limited to:  three years of experience, quality program in at 

least one area, administration approves to host a student teacher, and the 

geographic location of the program.  Student teacher placement was done by the 

student teacher coordinator for the Agricultural Education Department at Texas 

Tech University.   
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3. All of the students were educated in the Department of Agricultural Education 

and Communications at Texas Tech University. Therefore, applying the results to 

student teachers from other universities extends beyond the scope of this study.   

4. Another limitation is the exact score on the competence and commitment 

instrument for each level of follower readiness (development) has not been 

previously researched. The researcher based the level of development, the 

follower was perceived to be in by the cooperating teacher, on an educated 

estimation.  

Basic Assumptions 

This study was conducted during the spring 2012 semester at Texas Tech 

University in the Department of Agricultural Education and Communications. The 

student teachers were similar to other student teachers in the past in that they were 

educated in the same department, using similar curriculum and standards and with the 

same professors as the previous four years.  

The assumption was made that student teachers answered honestly on their 

instruments and during the semi-structured interviews. 

It was assumed the cooperating teachers were similar to cooperating teachers in 

the past in how they supervised and worked with their student teacher.  Cooperating 

teachers were asked to judge their student teacher’s competence and commitment over 

the course of the semester.  It was assumed they knew how to assess those two constructs 

and were honest in their evaluation. 
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Significance of the study 

Improving the student teaching semester has been a topic of interest in the 

agricultural education profession for many years.  The relationship between the 

cooperating teacher and the student teacher is an important variable in the efforts to 

improve the student teaching experience.  Understanding the impact that leadership style 

may have on that relationship is a needed area of research.  This study sought to 

determine the impact of the cooperating teacher’s use of the Situational Leadership
® 

II 

Model has on the student teacher’s level of satisfaction and intent to teach. This study 

was designed as an exploratory study to begin to develop training criteria for cooperating 

teachers in an effort to improve the student teaching experience in order to encourage 

more student teachers to enter the teaching field after graduation.  

Summary 

The student teaching semester is an essential component of the education of future 

teachers.  The cooperating teacher serves a vital role in preparing future teachers.  The 

cooperating teacher’s leadership style and application of the Situational Leadership
® 

II 

Model when working with their student teachers may impact student teacher’s level of 

satisfaction and intent to teach.  Also, it is important to gain a better understanding of the 

unique dynamics between a student teacher and his/her cooperating teacher through the 

use of interviews.  
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CHAPTER 2 

REVIEW OF LITERATURE 

 

Introduction 

The purpose of this mixed method study was to investigate the cooperating 

teacher’s application of the Situational Leadership
® 

II Model on the student teaching 

experience as measured by the student teacher’s level of satisfaction and intent to teach.  

This study sought to quantify the commitment and competence of each student teacher as 

assessed by their cooperating teacher.  Finally, student teachers’ and cooperating 

teachers’ perceptions of the student teaching semester were analyzed using qualitative 

methodologies.  

Teacher Shortage 

New teachers are needed to replace those leaving for other jobs or retiring, and to 

fill the additional classrooms caused by increasing student enrollment (Ingersoll, 2003). 

Hussar (1998) estimated that more than 150,000 public school teachers are hired to fill 

the vacancies every year. 

In the 2004-2006 Supply and Demand Study for Teachers of Agricultural 

Education (Kantrovich, 2007) there were estimated to be 758 qualified agriculture 

teachers prepared to enter to profession for the 2007 school year, but previous studies 

indicated that only 53% would actually enter the field.  The percent of graduates who 

actually accept a teaching position after graduation is not enough to fill all the open 
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positions in agricultural education, leaving programs unable to operate or having to seek 

alternatively certified teachers to fill the position.  

The newest supply and demand study was conducted from 2006 to 2009 

(Kantrovich, 2010).  Although there is a growth in the number of positions from 2007 to 

2009, there is still a shortage in the number of agricultural education graduates who enter 

the teaching profession after graduation (Kantrovich).  In 2009, Kantrovich estimated that 

there were only 649 newly qualified teachers ready to accept a teaching position, but only 

457 would go on to enter the agricultural education profession.  This would continue to 

result in a shortage of newly qualified teachers to fill the approximate 840 open positions.  

Kantrovich (2010) estimated 587 newly qualified teachers would be prepared to teach for 

the 2010 school year.  The numbers from previous supply and demand studies indicate 

that the profession will continue to struggle to fill all the open positions each year. 

Another concern is that of the agricultural education students in teacher education 

programs, only 70% actually accept teaching positions (Kantrovich, 2010).  While this 

number is higher than previous years, it still represents an area in which could be 

improved in order to help fill the open teaching positions each year. Kantrovich cautions 

the agricultural education profession, “Although we have seen some gaps close when it 

comes to the need to fill positions vs. the amount of newly qualified teachers available… 

we still have a shortage of newly qualified teachers being prepared” (p. 42). 
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Importance of the Student Teaching Semester (Experience) 

Student teaching consists of the period of time college students spend working in 

a secondary school learning the intricacies of teaching by gradually taking over the 

responsibilities of teaching from a cooperating teacher (Borne & Moss, 1990).  

The student teaching experience is different across the subject areas and 

universities.  At Texas Tech University, student teaching consists of a four week ‘block’ 

in which the student teachers are on campus and in class for about 8 hours a day.  This is 

when they are taught and get to practice teaching methods, planning for instruction, 

classroom management, fundraising, and program planning related information.  After 

the four week period, student teachers begin an intensive 12-week student teaching 

experience at a pre-determined student teaching location.  Student teachers are placed 

with a cooperating teacher that has been approved by the university faculty.  The student 

teacher is expected to participate in the total agricultural education program, which 

includes: classroom and laboratory instruction, FFA, and SAE (TTU Ag Ed Student 

Teaching Handbook, n.d.).  

The student teaching semester has been an important component of the teacher 

preparation process for many years. Schumann (1969) wrote about the importance of the 

student teaching semester in preparing future agriculture teachers. He stated, “The 

student teacher should be developing professional competence and at the same time 

gaining confidence as a teacher” (Schumann, 1969, p. 156). He offered tips to 

cooperating teachers as to how to work with the student teacher to develop those 

professional competencies while building their confidence.   
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The student teaching semester allows students to improve their abilities and 

enhance their teaching efficacy.  The student teaching experience is the time when 

theories and methods learned in the college classroom are applied in an actual classroom 

(Borne and Moss, 1990).  They researched the effectiveness of student teaching in the 

Southern Region of the United States.  Their population consisted of first-year teachers 

who completed their student teaching prior to starting their job (N = 117), cooperating 

teachers of those first year teachers in this study (N = 157), and university personnel who 

supervised the student teachers in this study (N = 58).  A questionnaire was sent to all 

three groups in an effort to assess the structure of the student teaching experience and its 

effectiveness. The final results of the study yielded a response rate of 59 student teachers, 

112 cooperating teachers, and 52 university supervisors. Overall effectiveness of the 

student teaching experience was rated moderately high by all three groups.  Borne and 

Moss (1990) stated: 

First year teachers, university supervisors, and cooperating 

classroom teachers were generally pleased with the student 

teaching experiences. First year teachers agree most strongly that 

student teaching was a positive experience. All three groups agreed 

student teaching was the most valuable component of the teacher 

education program (p. 31).  

 

Norris, Larke, and Briers (1990) wrote, “the student teaching experience serves as 

a culmination of the teacher education process” (p. 58). They stated the cooperating 

teacher and the cooperating teaching site were the two most important components of the 

student teaching experience.  Characteristics and duties of the cooperating teacher, from 

the university teacher educators’ perspective, and the qualities of the student teaching 

center (site) were areas of interest in their study. Although the teacher educators had high 
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expectations for the cooperating teachers and the student teaching site, they were not 

always met.  

The characteristics of student teaching requirements in agriculture were 

investigated by Deeds (1993).  She sought to gain an understanding of the student 

teaching requirements and structure for pre-service teachers in agricultural education 

across the United States.  All the agricultural education institutions listed in the AAAE 

membership for 1992 (N = 92) were sent an instrument.  A response rate of 89% was 

achieved and the descriptive data were shared in the results.  It was concluded that 

although the student teaching experience varied by state and by institution, all 

participants had expectations and guidelines for the experience.  Student teachers were 

expected to participate in “all areas of a well rounded agricultural education program 

including planning for instruction, participation in FFA activities, supervised agricultural 

experience program supervision and planning and participation in school and community 

activities” (Deeds, 1993, p. 233) 

Use of a particular pedagogical method during the student teaching semester was 

investigated by Garton and Cano (1996).  They were interested in uncovering how much 

time student teachers and cooperating teacher utilized the problem-solving approach to 

teaching. Both groups of participants spent less than one fifth of their instruction time 

using this approach.  They did determine “when cooperating teachers were utilizing the 

problem-solving approach to teaching, their student teachers were more likely to utilize 

the problem-solving approach to teaching” (p. 53).  They concluded the more the 

cooperating teacher modeled this approach the more often the student teachers would 
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apply it themselves and recommended selecting cooperating teachers who would model 

preferred teaching behaviors. 

Student teachers sense of teaching efficacy has been researched in its relation to 

the student teaching semester (Knobloch, 2006; Roberts, Harlin, & Ricketts, 2006).  A 

change in teaching efficacy was not indicated by the participants in Knobloch’s (2006) 

study.  His population consisted of agricultural education students from two universities- 

The Ohio State University (N = 23) and the University of Illinois at Urbana-Champaign 

(N = 13).  He implied that the student teachers may have already been “efficacious about 

teaching before they started their student teaching experiences” (p. 45).  Also, “student 

teachers who perceived their teaching as positive experiences were more efficacious” (p. 

42). 

Roberts, Harlin and Ricketts (2006) studied a group of 33 student teachers over 

the duration of the student teaching experience, four data collection points, in an effort to 

measure if there was a change in teaching efficacy.  They reported an increase in overall 

teaching efficacy from the beginning of the student teaching experience to the end of the 

experience.  Efficacy was examined for three specific areas; student engagement, 

instructional strategies, and classroom management.  Student teachers reported a change 

in efficacy in student engagement and instructional strategies, but efficacy in classroom 

management did not change.  Overall the teaching efficacy did change over the course of 

the student teaching experience by starting out high, dipping about half-way through, 

then recovering at the end of the semester.  “The observed change in efficacy is 
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consistent with anecdotal observations of the ‘ups and downs’ faced by many student 

teachers” (Roberts, Harlin & Ricketts, 2006, p. 90).  

Role of the Cooperating Teacher 

The role of the cooperating teacher is imperative in the preparation of future 

teachers.  Roberts (2006) stated, “cooperating teachers exert a tremendous influence on 

the quality of the learning experience” (p. 1).  Kasperbauer & Roberts (2007a) contend 

“cooperating teachers are often the most influential [person] in the development of novice 

teachers, as they have the most contact and communication with the student teachers” (p. 

9).  Other researchers have studied this vital role served by the cooperating teacher. 

The role of the cooperating teacher when supervising student teachers was 

qualitatively research by Boudreau (1999).  From analysis of written responses from 36 

cooperating teachers, he determined there were five categories of tasks conducted by a 

cooperating teacher.  The five categories include: “integrating the student teacher into the 

school system, establishing a relationship with the student teacher, offering professional 

self-development opportunities, organizing a practicum, exchanging ideas and feedback” 

(p. 456).  He also identified words to describe how cooperating teachers supervise student 

teachers, “help, guide, advise, encourage…offer opportunities, allow him/her” (p. 456) 

were among the terms used most often. 

Another qualitative study was conducted by Kahn (2001) to study the role of the 

cooperating teacher and the types of preparation and support needed for a successful 

experience.  He interviewed 20 cooperating teachers who represented a wide range of 

disciplines, experience, location, and university affiliation.  Three themes emerged from 
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the analysis of the interview transcripts: portrait of success, some ideas of what it means 

to be not-so-successful, and how to continue and enhance success.  In relation to the role 

of the cooperating teacher “they… freely shared the qualities they believe they possess as 

cooperating teachers, including flexibility, ability to establish a good working rapport, 

and positive communication skills” (p. 51).   

The perceptions student teachers hold in connection to the characteristics of 

effective cooperating teachers was researched by Roberts and Dyer (2004b) and Roberts 

(2006).  Roberts and Dyer (2004b) conducted a Delphi study with student teachers (N = 

7) in which, after three rounds, they reached consensus on 19 characteristics placed into 5 

categories: Instruction, Advising, Professionalism, Cooperating Teacher/Student Teacher 

Relationship, and Personal Characteristics.  They then worked to develop a model of 

cooperating teacher effectiveness. In 2006, Roberts replicated the Roberts and Dyer 

(2004b) study utilizing the same Delphi methodology as the previous study, but with a 

different sample (N = 13).  The questionnaire asked student teachers to identify the 

characteristics of an effective cooperating teacher. After three rounds of data collection, 

30 items reached consensus as characteristics of effective cooperating teachers.  A 

working model of cooperating teacher effectiveness was developed with four categories: 

“Teaching/Instruction, Professionalism, Student Teacher/Cooperating Teacher 

Relationship, and Personal Characteristics” (Roberts, 2006, p. 8). The Student 

Teacher/Cooperating Teacher Relationship category yielded the highest number of 

characteristics. 
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Research conducted by Young & Edwards (2005) sought to determine the 

important elements of the student teaching experience from the viewpoint of Oklahoma 

agricultural education cooperating teachers. The instrument was based on prior research 

and included 34 important elements divided into five core areas of the student teaching 

experience.  Cooperating teachers were asked to assess the level of importance of each 

characteristic on a Likert-type scale with 5 = high importance and 1 = no importance.  

The core area ‘cooperating teacher-student teacher relationship’ resulted in seven of the 

ten highest rated items and the highest composite mean (4.71).  This indicated the high 

level of importance cooperating teachers place on the relationship they have with student 

teachers.  

Relationship Between Student Teacher and Cooperating Teacher 

Researchers in the profession of Agricultural Education have often noted the 

importance of the relationship between the cooperating teacher and the student teacher in 

terms of a successful experience.  

Edwards and Briers (2001) conducted focus groups comprised of cooperating 

teachers to assess the important components of the student teaching semester.  Each of 

the five focus groups had a different core area, one of which was ‘cooperating teacher-

student teacher relationships.’  Data collected from the five focus groups was used to 

create a list of 34 elements of the student teaching experience deemed ‘important.’  The 

34 items were then mailed out to the participants and they were asked to rate the level of 

importance of the items using a Likert-type scale.  The core area of ‘cooperating teacher-

student teacher relationships’ made up five of the ten highest rated items on the 
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instrument and tied for the highest core area with ‘classroom and laboratory instruction’ 

(M = 4.69).  This supported the importance of the cooperating teacher-student teacher 

relationship from the cooperating teacher standpoint. 

Student teacher perceptions of the important elements of the student teaching 

experience has been studied by several researchers (Harlin, Edwards, & Briers, 2002; 

Young & Edwards, 2005) from the previous work conducted by Edwards and Briers 

(2001).  Thirty-six student teachers from Texas A&M were asked to rate their level of 

agreement of the 34 items in five categories both before and after an 11 week student 

teaching experience (Harlin, Edwards, & Briers, 2002).  The highest rated category both 

pre and post student teaching was ‘Cooperating Teacher-Student Teacher Relationships’ 

(4.67 and 4.56, respectively).  They wrote, “student teachers recognized the importance 

of the cooperating teacher-student teacher relationship both before and after the field 

experience component of student teacher” (p. 81).  It was concluded that this finding was 

evidence to support the need for the student teaching experiences in an effort to formalize 

professional behaviors by working with a cooperating teacher (Harlin et al., 2002).  

Young and Edwards (2006) continued Harlin, Edwards and Briers (2002) line of 

inquiry, but expanded the original line of inquiry by asking student teachers (N = 25) to 

rate 34 elements on their level of importance, divided into five core areas, both before 

and after the student teaching experience.  The Cronbach’s alpha for reliability yielded a 

range from .60 to .84 for the five core areas of the experience.  The overall importance 

scale resulted in a Cronbach’s alpha coefficient of .91.  Student teachers rated the core 

area “Cooperating Teacher-Student Teacher Relationships” as the highest area both 
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before (M = 4.65) and after (M = 4.84) the student teaching experience.  The top five 

elements before the student teaching semester all came from the “Cooperating Teacher-

Student Teacher Relationships” core area.  After completion of the student teaching 

semester, students completed the survey again which yielded four of the top five elements 

from the “Cooperating Teacher-Student Teacher Relationships” core area.  “Results from 

both observations revealed that student teachers perceived the relationship with their 

cooperating teacher was the most important core area of the student teaching experience” 

(Young & Edwards, 2006, p. 53).   

Although prior research has stated the importance of the relationship, “no research 

could be found that attempted to examine the importance of this relationship and 

determine if it changes throughout the experience (Kasperbauer & Roberts, 2007b, p. 33). 

Kasperbauer and Roberts (2007b) researched if there was a change in student teacher 

perceptions of the relationship between the student teacher and the cooperating teacher 

during the student teaching semester.  Data was collected at four points during the 

semester to ascertain the change in the relationship between student teachers and 

cooperating teachers during the student teaching experience.  Student teachers were asked 

to measure the importance and current level shown by their cooperating teacher for 14 

items on each of the four administrations.  The data received from the student teachers 

did not indicate a significant difference in the level of importance over the experience, 

but there was a significant difference in the student teachers’ perceptions of the 

relationship they had with their cooperating teacher.  The student teachers’ perception of 
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their relationship with cooperating teachers decreased during the student teaching 

experience. 

Edgar, Roberts, and Murphy (2011) investigated the impact of the student 

teaching semester on the decision to enter the teaching profession. They were specifically 

interested in “the effects of implementing structured communication on teaching efficacy 

and on the relationship between the student teacher and cooperating teacher during the 

student teaching experience” (p. 12).  They measured the self-efficacy of the student 

teachers at three points throughout the semester.  The cooperating teacher assessed the 

student teachers each week on their level of accomplishment on 12 items using a 

communication form.  It was concluded that the relationship between student teacher and 

cooperating teacher is related to the perceived teaching efficacy and age of the student 

teacher.  There was no effect of using structured communication on the relationship level 

held.  The recommendation was made to provide cooperating teachers in-service on how 

to more effectively communicate and give feedback to student teachers during the student 

teaching semester.  

  The cooperating teacher-student teacher relationship is also important in other 

fields of education besides agricultural education.  “Understanding the relationship of the 

student teacher and cooperating teacher is important in facilitating the student’s 

development (Montgomery, 2000, p. 8).  She utilized a phenomenological lens to 

“explore the nature of the experiences of the student and cooperating teacher” (p. 9) in 

the discipline of Family and Consumer Sciences.  Interviews were conducted with ten 

cooperating teachers and five student teachers during the 1997-1998 academic year.  
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Each student teacher worked in a high school and a middle school which resulted in two 

cooperating teachers per student teacher. The student teachers were interviewed three 

times during the student teaching experience.  The cooperating teachers were interviewed 

at the end of the student teaching semester. Qualitative methodology was employed to 

collect, analyze, and report the data.  Three themes emerged from the interviews: Purpose 

and Outcomes of the Student Teaching Experience, Relationship Between the Student 

and Cooperating Teacher, and Knowledge and Skills of the Student Teacher. The 

cooperating teachers described the ideal relationship with their student teacher to be “a 

professional relationship [that] provides support, direction, or guidance related to 

teaching” (p. 10). Student teachers also reported a range in their level of confidence in 

terms of teaching.   

Cooperating teachers also benefit from the student teaching experience.  Tannehill 

(1989) interviewed three cooperating teachers who had served in that role for over 50 

student teachers.  The cooperating teachers spoke about their role in terms of being a role 

model and supporter of the student teacher’s development.  They understand the 

importance of “matching expectations to capabilities” (p. 248) and identifying problems 

before they occur.  Serving as a cooperating teacher was described as a way to 

reinvigorate what is already occurring and reinforce their passion for the career.  

Cooperating teachers also identified a “benefit of supervising student teachers is the 

knowledge and sharing that takes place” (p. 252).    
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Cooperating Teacher Supervision/Training 

Cooperating teachers are vital in the training and preparation of future teachers.  

The role of the cooperating teacher is that of a supervisor (Kahn, 2001). 

Martin and Yoder (1985) promoted the use of clinical teaching analysis as the 

supervisory model cooperating teachers should use when working with student teachers.  

They outlined a step procedure to help the student teachers have a successful student 

teaching experience.  The success of the student teacher will depend on the supervisory 

climate of the student teaching site and “on the educational leadership abilities of the 

cooperating teacher” (p.21).  

Cooperating teacher attitudes and opinions regarding agricultural educations 

student teaching expectations and policies was studied by Deeds, Flowers, and Arrington 

(1991).  The population for their study consisted of cooperating teachers in three states 

that had served as a cooperating teacher from 1983-1987 and were still teaching. They 

found 17% of the respondents did not fully understand what was expected of them by the 

university when serving as a cooperating teacher. Two items of particular interest were 

that “over 40% of the cooperating teachers disagreed that they should observe the student 

teacher every day” (p. 8) and “39% of the cooperating teachers did not feel it was 

important to review lesson plans of student teachers prior to the lesson being taught” (p. 

8).  Their recommendations included the promotion of training cooperating teachers to 

improve their ability to work with student teachers.    

Justen, McJunkin, and Strickland (1999) researched the supervisory beliefs of 

cooperating teachers on three dimensions of supervision: unstructured (nondirective), 
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collaborative, and structured (directive).  Cooperating teachers who prefer the structured 

style are the primary decision maker in the relationship.  The unstructured style allows 

the student teachers to be the decision maker and problem solver.  The collaborative style 

is a mixture of the other two and allows for mutual agreement.  “In reality, cooperating 

teachers believe and act according to all three orientations of supervision, depending on 

the nature of the specific situation encountered” (Justen, McJunkin & Strickland, 1999, p. 

174).  They analyzed 157 (80% response rate) Supervisory Beliefs Inventory (SBI) 

surveys from cooperating teachers in three levels of education (elementary, secondary, 

and special education).  There was a statistically significant difference on the type of 

supervisory belief, but not between the three levels of educators.  The nondirective belief 

mean was significantly greater than the means of the other two supervisory styles 

(directive and collaborative).  It was concluded that cooperating teachers do possess a 

belief as to the type of supervisory style used when working with student teachers.  

Teachers who had taken a course on supervision were compared to those who had not, 

but there was not a significant difference between the two groups.  They stated, “perhaps, 

because cooperating teachers are carefully selected, it may be that selection was as 

effective as training in obtaining proficient cooperating teachers” (p. 178).  It was 

concluded that although nondirective supervision was rated the highest, it is not always 

the most appropriate because “it may not be realized in all situations with all student 

teachers” (Justen et al., 1999, p. 179.) 

A supervisory approach of particular importance was developed by Ralph (1994) 

called “Contextual Supervision.”He developed the approach from several prior 
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developments and research efforts, including Hersey and Blanchard’s original Situational 

Leadership Model (1969).  “In the Contextual Supervision model, individuals in a 

supervisory role match their supervisory styles to the contextual variables characterizing 

supervisee’s situations” (Ralph, 1994, p. 354).  He states the supervisor is the 

experienced educator (cooperating teacher, university supervisor, etc.) and the supervisee 

is “any professional or preprofessional educator who, in a relationship with a supervisor, 

intendeds to learn or improve a specific skill or task” (p. 354).  Ralph (1994) describes 

the level of competence and confidence exhibited by the supervisee will influence how 

the supervisor goes about supervising their experience and growth.  The unique 

situational characteristics must be taken into consideration by the supervisor in order to 

help the supervisee develop and grow.  

The contextual approach to supervision has been investigated in the agricultural 

education profession in the cooperating teacher-student teacher context (Thobega & 

Miller, 2007; Theobega & Miller, 2008).  Thobega and Miller (2007) investigated the use 

of five types of supervision: clinical, contextual, differentiated, conceptual, and 

developmental supervision cooperating teachers may utilize when working with student 

teachers.  They sent a questionnaire to 119 cooperating teachers who were identified as 

having worked with at least one student teacher during the 2003-2004 school year, 82 

cooperating teachers responded.  Of the five types of supervision, Thobega and Miller 

(2007) found cooperating teachers most often used contextual, clinical, and conceptual 

models of supervision. They determined the cooperating teachers may get used to a 

routine and that routine would extend into their supervisory practices when working with 



Texas Tech University, Gaea Wimmer, August 2012 

25 

 

a student teacher.  Cooperating teachers in their study reported a range of preferences in 

relation to the balance of power between the two parties involved in the process.   

Another study conducted by Thobega and Miller (2008) followed up on their 

interest on what supervisory practices cooperating teachers utilize when working with 

student teachers.  They explored the perceptions of supervisory practices used by 

agricultural education cooperating teachers from the student teachers’ viewpoint.  A 

survey was administered to 73 (72 completed) student teachers after they completed their 

student teaching semester in the spring 2006 semester.  The majority of cooperating 

teachers were perceived to use contextual supervision more than clinical supervision 

practices when working with their student teacher.  Student teachers reported 92.8% of 

the contextual supervision practices were important, followed by 85.0% for clinical 

supervision, 70.6% for conceptual supervision, and 68.8% of the differentiated 

supervision.  Two particular items of interest in relation to the five contextual supervision 

practices were: “Allowed you to make your own instructional decisions as you gained 

teaching experience” (p.70) and “Gave you less direction as you become confident in 

teaching” (p. 70).  The first item resulted in 97.2% of the student teachers having 

experienced this when working with their cooperating teaching and 100% of them 

agreeing it was important.  The second item resulted in 87.5% experienced and 90.3% 

agreement of its importance.  They concluded that student teachers prefer their 

supervisors use clinical and contextual supervision practices more than other types of 

supervision.  They stated that although there is not one best approach to supervision, it is 
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important for supervisors to analyze their situations to determine the best supervisory 

approach. 

Cooperating teachers also serve as mentors to student teachers during the student 

teaching experience.  Kitchel (2006) stated “different individuals can provide support 

such as university supervisors, informal mentors and cooperating teachers as a formal 

mentor (p. 63).  He studied the differences in psychosocial support cooperating teachers 

provided student teachers and the satisfaction of the student teacher-cooperating teacher 

interaction by gender.  Student teachers reported no statistically significance difference 

on three functions, but there was a statistically significant difference on the Counseling 

and Friendship functions as to the extent male and female student teachers receive 

psychosocial assistance from their cooperating teacher.  Also, there were statistically 

significant differences in satisfaction between male and female student teachers.  It was 

recommended that interviews be conducted to investigate the reasons behind these 

findings.   

Decision to Teach 

A student teacher’s decision to teach is influenced by many factors.  The actual 

intent to teach has been investigated in relation to student teachers characteristics, 

participation in FFA and school-based agricultural education, and agriculture background 

(Edwards & Briers, 2001; Kasperbauer & Roberts, 2007b; Roberts et al., 2009).  Of 

particular interest to this current research study is the impact student teaching and 

cooperating teachers have on the decision to teach.  
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Factors related to the supply and demand of agriculture teachers in South Carolina 

were examined by Todd (1983). She stated that the shortage of agriculture teachers was 

not due to a lack of qualified professionals, but by those individuals choosing not to 

teach.  Her population consisted of 144 agricultural education graduates of Clemson 

University.  A questionnaire was mailed to the population and 84 (58% response rate) 

completed questionnaires were returned.  Less than half (32%) of the respondents 

indicated they entered the agriculture education program with the main intent to teach. Of 

the respondents, only 35 (42%) accepted agriculture teaching positions upon graduation.  

She reported,  “63% of the nineteen teachers who were still teaching and almost half  

(47%) of those who have left vocational agriculture teaching positions indicated that a 

rewarding student teaching experience had been a strong or very strong influence on the 

decision to begin teaching” (p. 11).  She found that 67% of the students who entered the 

agricultural education program with the intent to teach actually taught after graduation, 

while 35% of those who did not enter the program planning to teach eventually did so.  

Byler and Byler (1984) researched the perceptions of 155 student teachers and 

136 student teachers in Mississippi.  Their sample consisted of a variety of disciplines: 

elementary education, secondary education, special education, physical education, 

agricultural education, business education, home economics education, and industrial 

education.  Student teachers reported a significant positive change in morale from pretest 

to posttest in “rapport with cooperating teacher” and “teaching as a profession” (p. 27).  

Student teachers who were more accepted as a professional by their cooperating teacher 

also contributed significantly to their morale after the student teaching experience.  They 
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recommended informing cooperating teachers how their attitudes impact student teacher 

morale and more training programs to improve cooperating teachers’ ability to work with 

student teachers. 

All agricultural education majors who graduated from Oregon State University 

between the years of 1971 and 1982 were surveyed by Cole (1984).  He received 151 

completed surveys which consisted of 40% from vocational teachers still in the 

profession, 35% from vocational teachers who started teaching, but left the profession, 

and 25% who never taught vocational agriculture after graduation.  For the group of 

participants who were still teaching agriculture the top reason why they stay in teaching 

was the student teaching experience.  The other reasons were related to hands-on skills 

and preparation.  Cole stated, “The quality of the student teaching experience… can 

impact vocational agriculture teacher placement and retention” (p. 9).  

Deeds and Barrick (1986) studied the attitudes of pre-service teachers toward 

themselves as teachers and toward teaching agriculture before and after an early field-

based experience.  There was no significant change in attitude from one point to the 

other.  This lack of change could be attributed to students already having strong positive 

attitudes toward teaching due to most students indicating they were Juniors and almost 

done with their degree.  They did conclude that the placement of students in high quality 

programs could be associated with more positive attitudes.     

Research conducted by Kasperbauer and Roberts (2007a) hypothesized that the 

relationship between a student teacher and a cooperating teacher effects the decision to 

teach, but was not able to predict the decision to teach. They concluded the student 
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teacher-cooperating teacher relationship is important to student teachers participating in 

student teaching.   This is indicative of the significance of the relationship between 

student teachers and cooperating teachers.  Even though the relationship between the two 

is important, “a bad relationship may not affect their [student teacher’s] decision to enter 

teaching” (p. 17).  They also stated that it may not be important to try to match 

cooperating teachers and students teachers based on personalities.   

Roberts et al. (2009) evaluated the change in a student teacher’s intent to teach 

over the course of the student teaching experience.  A sample of student teachers (n = 

124) were assessed at three intervals during the student teaching semester.  They reported 

a majority of the students intended to teach at each of the three measurements, but there 

was a change over the time period.  The number of student teachers who designated they 

did not intend to teach from the beginning of the experience to the end increased 7%.  

There were about 66% of students who began and ended the student teaching experience 

intending to teach.  These results imply student teachers did not change their mind over 

the course of the student teaching experience in relation to their intent to teach.   

Agricultural education college students’ decision to teach was recently studied by 

Lawver and Torres (2012).  One hundred forty-five seniors in agricultural education 

teacher education programs at 19 Midwest institutions completed a modified version of 

the FIT- Choice® Scale questionnaire to assess their attitude, belief, and intent to teach 

agriculture.  They concluded “students possess positive beliefs and attitudes about 

teaching agricultural education and are satisfied with their choice to teach” (p. 37).  The 

students in their study had not yet student taught. 
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Leadership Impact on the Cooperating Teacher – Student Teacher Relationship 

One area of interest has been identifying and investing the personality types of the 

two parties (cooperating teachers and student teachers).  The personality approach to 

studying a leadership relationship is unique from other leadership perspectives.  

Northouse (2010) explains this definition of leadership, “suggests that leadership is a 

combination of special traits or characteristics that some individuals possess.  These traits 

enable those individuals to induce others to accomplish tasks” (p. 2) 

Kitchel (2005) studied the personality type of the cooperating teacher and student 

teacher to learn if the relationship was impacted due to the personality type of the two 

parties.  He used the MBTI® (Myers-Briggs Type Indicator) to determine the personality 

type.  A person can be categorized into 16 types after completing the MBTI
®
.  The 

Mentoring Relationship Questionnaire (MRQ) was used to determine satisfaction with 

the relationship on three different measurements.  There were 28 pairs of teachers from 

two universities programs in two separate states.  The MBTI® and MRQ instruments 

were administers to each set of participants.  He determined the personality type of the 

cooperating teacher had little influence on the three constructs of satisfaction: 

psychosocial functions, amount of assistance needed and provided, and barriers to 

success.  Kitchel went on to state “personality type similarity is not influential in 

determining perceived similarity and satisfaction of interaction” (p.137). 

One of the variables that may affect the relationship between student teachers and 

cooperating teachers is the leadership style of the cooperating teacher.  This category of 

leadership approaches is defined as “an act or behavior- the things leaders do to bring 
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about change in a group” (Northouse, 2010, p. 2). The leadership style approach to 

studying leadership is different from the personality approach.   

An instrument to gauge a cooperating teacher’s preferred leadership style, based 

on the Situational Leadership Model (Hersey & Blanchard, 1969), was developed by 

Wimmer, Brashears & Burris (2010). The ELSI-AG (Educational Leadership Style 

Indicator – Agricultural Education Version) consisted of 20 scenarios in which a 

cooperating teacher may encounter during their time serving in that specific role.  The 

instrument was used to investigate cooperating teachers preferred leadership style in 

relation to student teachers’ satisfaction (Wimmer, Brashears, & Burris (2012).  Twenty-

nine cooperating teachers completed the ELSI-AG and nineteen student teachers 

completed the modified Mentoring Relationship Questionnaire (MRQ) to determine their 

satisfaction with their cooperating teacher. The majority of cooperating teachers preferred 

the supporting leadership style (n = 21).  The student teachers were satisfied with their 

cooperating teacher (M = 5.60).  There was a moderate positive correlation (r = .33) 

between the supporting leadership style and overall perceived satisfaction.   

Theoretical Framework 

Situational leadership theory served as the theoretical framework for this mixed-

methods study.  Northouse (2010) stated, “situational leadership focuses on leadership in 

situations” (p. 89).  This approach to leadership implies that the most effective style of 

leadership will depend on the situation and changes as the situation changes.  Leadership 

style involves the actual behaviors leaders utilize which can consist of two main types of 

behaviors: task behaviors and relationship behaviors (Northouse, 2010).  The need for the 
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leader to evaluate their followers and assess their skill level and motivation  is a key 

component of this theory (Northouse).  As followers grows or regresses, the leader 

should change their leadership style to meet the developmental needs of each follower 

(Northouse).  “The essence of situational leadership demands that leaders match their 

style to the competence and commitment of the subordinates” (p. 89). 

There have been two main researchers in the development of the situational 

leadership theory, Paul Hersey and Kenneth Blanchard (Northouse, 2010).  The 

development of the Situational Leadership Model (Hersey & Blanchard, 1969) and 

Situational Leadership
®
 II Model (Blanchard, Zigarmi, & Zigarmi, 1985) are key 

developments in the study of situational leadership theory. 

Situational Leadership Model. 

The original Situational Leadership Model was based on a management style of 

developing workers first proposed by Paul Hersey and Kenneth Blanchard (1969).  

Hersey and Blanchard applied the two types of behaviors, task and relationship, to 

develop the Situational Leadership Model.   

The model was developed to aid “managers, salespeople, teachers, or parents” 

(Hersey, Blanchard, & Johnson, 1996, p. 189) in making necessary leadership decisions.  

The situational leadership model proposes leaders and followers operate on a continuum 

of experience, motivation and supervisory oversight which changes with each interaction. 

 This model requires the leader to evaluate the follower, “The importance of a 

leader’s diagnostic ability cannot be overemphasized” (Hersey, Blanchard, & Johnson, 

1996, p. 188).  The leader must be able to identify their followers’ development level and 
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then “adapt their leadership style” (Hersey et al., p. 188) to meet their needs.  The 

original model stated that followers can vary based on their level of readiness which 

comprised of their ability and willingness (Hersey et al.).  The leader must assess the 

ability level and willingness to perform of each of their followers in order to use the 

correct leadership style. 

Hersey & Blanchard (1993) theorized leaders who consciously match their 

leadership style to the development level of the follower will produce employees who are 

more satisfied and competent in their job functions, resulting in more productivity, higher 

employee morale and lower turnover rates.  The leader’s preferred leadership style does 

not always match the follower’s development. As follower development increases with 

experience and self-confidence, the leader is able to shift leadership style from more 

directive to more supportive.  Ultimately, the goal is to increase the follower 

development level from a D1 (development level 1) to D4 (development level 4), 

allowing the leader the ability to delegate most activities to the follower. 

The four leadership styles were named “Telling, Selling, Participating, and 

Delegating” (Hersey, Blanchard, & Johnson, 1996, p. 200).  They varied on the amount 

of task and support behaviors displayed by the leader.  The “telling” style is described as 

“provide specific instructions and closely supervise performance (Hersey et al., 1996, p. 

200).  The next leadership style in the original model, “selling,” requires the leader to 

“explain decisions and provide opportunity for clarification (p. 200).  “Participating” was 

the third leadership style in the model in which leaders “share ideas and facilitate in 

decision making” (p. 200) with the follower.  The last leadership style in the original 
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model was called “Delegating” which is when the leader “turn[s] over responsibility for 

decisions and implementation” (p. 200). 

Situational Leadership
® 

II Model. 

The model applied to this research study was the Situational Leadership
® 

II Model 

(Blanchard, Zigarmi, & Zigarmi, 1985).  This second version of the model is very similar 

to the original model first proposed by Hersey & Blanchard (1969), but has went through 

several revisions and adjustments between the late 1960s and 1982 (Hersey, Blanchard, 

& Johnson, 1996).  In 1982, “Blanchard and his colleagues at Blanchard Training and 

Development (BTD) began to modify the original Situational Leadership Model and 

developed diagnostic instruments and training materials to support their approach (called 

SLII®) in training seminars and presentations” (Hersey et al., 1996, p. 189). 

The major difference between the first model and the second is the verbiage used 

to describe follower development.  The original model used the terms, “ability and 

willingness” (Hersey et al., 1996) while the new model uses the terms “competence and 

commitment” (Blanchard et al., 1985) to describe the followers.  Also, the first model 

used the term “follower readiness” (Hersey et al) whereas Situational Leadership
®
 II uses 

the term “follower development” (Blandard et al., 1985).  Follower development “refers 

to the extent to which a person has mastered the skills necessary for the task at hand and 

has developed a positive attitude toward the task” (Blanchard, Zigarmi, & Nelson, 1993, 

p. 27).  Situational Leadership
®
 II is displayed in Figure 1. 
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Figure 1.Situational Leadership II
®
 Model. (Graphic from 

http://elmundopequeno.wordpress.com/2010/10/03/situational-leadership) 

 

The first part of the model focuses on the leader and the two types of behavior 

they could exhibit when working with followers. Four fundamental leadership styles are 

identified from the combination of the two leadership behaviors: supportive (relationship) 

and directive (task) (Northouse, 2010).  “A person’s leadership style involves some 

combination of task behavior and relationship behavior” (Hersey & Blanchard, 1993, p. 

129).  The four leadership styles are: Directive, Coaching, Supporting, and Delegating.  

The relationship between the level of directive and supportive behaviors exhibited by the 

leader is the measurement used to identify the leadership style of the leader in the model 

(Northouse, 2010).  The names for the leadership styles are different from the original 
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Situational Leadership Model (Hersey & Blanchard, 1969), except for the “Delegating” 

leadership style. 

Leaders who utilize the Directing leadership style “provide specific instructions 

and closely supervise task accomplishment (Blanchard, Zigarmi, & Zigarmi, 1985, p. 30).  

The Coaching style is characterized by a leader who “continues to direct and closely 

supervise task accomplishment, but also explains decisions, solicits suggestions, and 

supports progress” (Blanchard et al., p. 30).  The third leadership style in the model, 

Supporting, in described as when “the leader facilitates and supports subordinates’ efforts 

toward task accomplishment and shares responsibility for decision-making with them” (p. 

30).  The fourth leadership style is the Delegating style.  “The leader turns over 

responsibility for decision making and problem solving to subordinates” in this final style 

(p. 30). 

 The second component of the model is the level of follower development which 

will vary due to the competence and commitment of the follower on any given task.  

Followers should move from a D1 (low development) to a D4 (high development) as 

their level of commitment and competence, on a specific task, increases.  As the follower 

learns more about the job, they can move through the levels until they reach the highest 

level possible (Northouse, 2010). 

The four follower developmental levels are a combination of the competence and 

commitment a follower exhibits toward a particular task.  Followers in the first level (D1) 

are described as “high on commitment and low in competence” (Blanchard et al., 1993, p. 
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27).  Followers in this level are excited about the job or task ahead of them, but require 

assistance in developing the skills to perform it effectively. 

A follower in the second development level (D2) is described as, “having 

developed some competence, but having low commitment” (Blanchard et al., 1993, p. 

27).  Followers in this level have begun to learn the competencies necessary to perform 

the task, but realize the amount of work ahead of them to become fully competent and 

may begin to feel overwhelmed and frustrated.  This decline in commitment requires the 

leader to provide support and praise for the accomplishments of the follower (Blanchard 

et al.).   

The D3 category describes followers as “high competence with variable 

commitment” (Blanchard et al., 1993, p. 28).  Followers in this level will begin to 

welcome new responsibilities and challenges, but may begin to waver in their day-to-day 

commitment.  Followers in this level need to be reassured they are doing a good job and 

encouraged to continue (Blanchard et al.).   

 The final follower development level is the D4 level. Followers in this level are 

also called “self-reliant” (Blanchard, 2007, p. 92) because they have developed to the 

point in which they are competent and committed to performing the particular task.  

Followers in this level are ready for the full responsibility of the task and should be 

allowed to continue to perform (Blanchard). 

 The overarching belief of the Situational Leadership
®
 II Model is “people can and 

want to develop and there is no best leadership style to encourage that development.  You 

should tailor leadership style to the situation” (Blanchard, 2007, p. 88).  In order to meet 
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the developmental needs of a follower, a leader must consciously match their leadership 

style to the follower development level.  

Blanchard (2007) explains the process: 

There are four basic leadership styles in the Situational Leadership
®

 II 

model: directive (S1), coaching (S2), supporting (S3), and delegating 

(S4).  These correspond with the four basic development levels: 

enthusiastic beginner (D1-low competence, high commitment), 

disillusioned learner (D2-low to some competence, low commitment), 

capable but cautious performer (D3-moderate to high competence, 

variable commitment), and self-reliant achiever (D4-high competence, 

high commitment) (p. 89). 

 

 Each of the leadership styles works to meet the developmental needs of the 

follower and prepare them for the next level.  For followers in the D1 category a leader 

should use a directive style.  A leader would “give instructions about what and how goals 

are to be achieved by the subordinate and then supervises them carefully” (Northouse, 

2010, p. 91).  Followers in the D2 category require a coaching leadership style by 

“[encouraging] and soliciting subordinate input” (p. 91).  The supporting leadership style 

is needed by followers in the D3 category.  “The supportive style includes listening, 

praising, asking for input, and giving feedback” (p. 91).  Leaders would support the D3 

follower with accomplishing day-to-day tasks, but is present when they are needed by the 

follower.   The final leadership style in the Situational Leadership
® 

II Model is the 

delegating leadership style.  This style is used with D4 followers in which the delegating 

leader “gives control to subordinates and refrains from intervening with unnecessary 

social support” (p. 92).  The follower has developed to a point where they can do the task 

or job without much input or assistance from the leader.  
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Situational Leadership in Education 

Leadership styles research has been used to study the job satisfaction of teachers 

in reference to the leadership style of their principal (Heller, Clay, & Perkins, 1993).  

Principals perceived leadership style was assessed by teachers using the Leader 

Effectiveness and Adaptability Description instrument developed by Hersey & Blanchard 

(1983).   The “selling” leadership style received the highest number (n = 121) with 

“participating” (n = 83), “telling” (n= 52), and “delegating” (n = 48).  Teachers rated 

“administration/supervision” a 2.73 which is slightly below “satisfied” on their Likert-

scale. They concluded that job satisfaction was not related to leadership style.  This study 

focused on the perceived leadership style of the principal and did not try to measure the 

follower development level.  It also allowed the teachers to assess the leadership style of 

the principal instead of asking the principal to assess their own leadership style.  

Hersey and Blanchard’s situational leadership model has been used in prior 

agricultural education studies.  Fritz and Miller (2003a) applied the model in their 

Escalation Model in terms of the ‘maturity’ feature of the first Situational Leadership 

Model, which is connected to the willingness and ability (commitment) of the individual 

in a specific context.  They were interested in the maturity level of supervisors of student 

teachers. The supervisors in their study were university professors, graduate assistants, 

and other professionals.  They labeled the four supervisory styles in the moderately 

structured level of the Escalation Model as “directing, coaching, supporting, and self-

regulating” which bears a striking similarity to the four leadership styles in Hersey and 

Blanchard’s original Situational Leadership Model (1969).  
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Similar to the need for the leader to recognize and adapt their leadership style to 

meet their follower developmental level in Hersey and Blanchard’s (1969) model Fritz 

and Miller (2003a) state “a supervisor must be able to analyze a teaching situation and 

select an appropriate supervisory approach for each teacher” (p. 36). They reported that 

supervisors were almost evenly split between those who use the moderately structured 

level (47.79%, n = 65) and those who use the structured level (46.32%, n = 63) of the 

Escalation Model.  The third level of their model only consisted of 5.89% (n = 8) of the 

supervisors who responded. They determined there was not a high correlation between 

maturity factors and the most frequently used level of the Escalation Model therefore 

they were not able to support the proposed Escalation Model from their findings. 

Modifications to the model were suggested in order to better reflect the supervisory 

practices used in agricultural education.  

Fritz and Miller (2003b) conducted a literature review on the supervisory 

approaches available for instructional leadership in education to utilize.  The Supervisory 

Options for Instructional Leaders (SOIL) Model was conceptualized and explained.  “The 

SOIL model encourages an instructional leader to utilize a variety of supervisory models 

…. [when working] with particular teaching situations and teacher readiness levels.  

A qualitative study was conducted by Stephens and Waters (2009) in which they 

allowed student teachers to choose the supervisory model used during the student 

teaching experience.   Interviews were conducted with the three students in this 

qualitative study at the completion of their student teaching experience. The Supervisory 

Options for Instructional Leaders (SOIL) framework was used to outline the types of 
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supervision models available to student teachers.  One student selected “contextual 

supervision” which required the supervisor to assess the competence and confidence of 

the student teacher.  “The readiness levels are based on the teacher’s competence and 

confidence in teaching” (Stephens & Waters, 2009, p. 91).  Readiness level of the student 

teacher is not a major component on the SOIL framework, but it should be considered 

when a supervisor decides which supervisory style to implement (Stephens & Waters, 

2009).  They encourage the supervisor to analyze the student teacher’s confidence and 

competence in the classroom before selecting the supervisory style.  “The competence 

and confidence of the teacher will have a major influence on the supervision process is 

carried out” (Stephens & Waters, 2009, p. 92).   

The four leadership styles the supervisor would use for contextual supervision 

are: telling, selling, participating, and delegating.  The first style, telling, would be used 

by supervisors when working with a teacher who is confident in their abilities, but not 

entirely competent.  The second style, selling, is used by the supervisor when the teacher 

is varying in confidence and competence. The participating style is the third supervisory 

style under the contextual model.  The style is appropriate to be used when a teacher is 

struggling with their confidence level, but is competent to perform the teaching related 

task.  The last style, delegating, is used with a teacher who is both competent and 

confident in relation to teaching (Stephens & Waters, 2009).  Stephens and Waters used 

these titles for the four leadership styles under contextual supervision which are from 

previous literature (Hersey, Blanchard, & Johnson, 1996; Ralph, 1998). 
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The university supervisor reported they had to spend most of the semester in the 

“selling” phase of the contextual model due to the low competence and confidence of the 

student teacher (Stephens & Water, 2009).  The impact of the decision to allow the 

student teachers to choose which supervisory model they would be assessed and 

developed through depended on the confidence and competence of the student teacher 

(Stephens & Water).  

Instrument Development Literature 

Several instruments were used to investigate the quantitative research objectives.  The 

literature used to develop each of the instruments is described in this section.   

Competence and Commitment of the Student Teacher. 

The perceived level of competence and commitment of the student teacher is an 

important part of the Situational Leadership
® 

II model.  The cooperating teacher must 

determine the level of development their student teacher possesses at any given time.  

The perceived level of development is important because that is what the cooperating 

teacher will use to make the decision as to the most appropriate leadership style to utilize 

in order to meet the student teacher’s developmental level. As the student teacher gains in 

perceived competence and commitment the cooperating teacher should adjust their 

leadership style to better meet their student teacher’s development level (Blanchard, 

2007; Blanchard, Zigarmi, & Nelson, 1993).  
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Commitment. 

 Commitment can be defined in numerous ways. One definition states that it “is a 

force that binds an individual to a course of action” (Cohen, 2003, p. xi). The idea of 

commitment to the workplace has been of interest to researchers since the 1950s (Cohen, 

2003). The idea of workplace commitment is also known as organizational commitment.  

The two main divisions, to the definition of organizational commitment, are behavior and 

attitude. Mowday, Steers, & Porter (1979) characterize the behaviors of commitment as 

those that reflect behaviors that place the organization above the individual. These may 

be staying late to work on a project, coming in early, and making sacrifices in one’s 

personal life for work events.  Attitudinal commitment reflects how much an individual 

identifies with a particular organization or profession (Mowday et al., 1979). Examples of 

this would be a strong feeling of loyalty toward the organization, personal and company 

goals are the same and the individual identifies themselves with the company. 

Mowday et al. (1979) developed the Organizational Commitment Questionnaire 

(OCQ) which consists of 15 items, with a 7 point Likert-type scale, used to describe 

global organizational commitment. This instrument has been widely used and has been 

altered to examine professional commitment (Fields, 2002). 

Teacher commitment has been acknowledged as a crucial factor for the future 

success of schools (Huberman, 1993; Kushman, 1992). Razak, Darmawan, & Keeves 

(2009) stated “perhaps the most important aspect of both schools and school systems that 

leaders in the field of education can influence is the commitment of teachers to their 

engagement with their students and their work” (p. 353). This illustrates the need for 
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leaders to take an active role in working to increase the amount of commitment teachers 

have toward their job and the profession.  

Teacher commitment can be defined as a teacher’s internal motivation 

(Rosenholtz, 1989) or involvement and identification with the organizational goals and 

values (Tyree, 1991). In relation to organizational commitment, Kushman (1992) stated 

that teachers can be committed to the organization or to the students, with more impact in 

relation to organizational commitment.  

Competence. 

The traits and behaviors that make a teacher effective are somewhat subjective. 

Roberts, Dooley, Harlin, & Murphrey (2006) stated “competency in subject matter and 

pedagogy is more subjective, and thus more difficult to measure” (p. 1). 

Previous studies have been conducted in an effort to identify the characteristics of 

effective teachers. Rosenshine and Furst (1971) composed a list of characteristics that 

relate to teacher effectiveness. The traits included: variability, enthusiasm, task-oriented, 

providing students opportunities to learn material, using student ideas, limiting negative 

criticism, using structuring comments, types of questions asked, probing of student 

responses, and level of difficulty of instruction. The results of Rosenshine and Furst are 

utilized in the teacher training program at Texas Tech University.  While this list of 

characteristics is important it does not take into account all of the competencies that an 

agricultural education teacher needs to possess.  

Shippy (1981) conducted a research study to identify the professional 

competencies needed by agricultural education teachers. His research instrument 
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consisted of 250 professional competencies that were developed from a list of 384 

vocational teacher competencies that were identified during a literature review.  He 

divided the competencies into 10 categories including; “program planning, development, 

and evaluation, planning and instruction, execution of instruction, student vocational 

organization, supervised occupational experience, management, guidance, school-

community relations, and professional role and development” (Shippy, 1981, p. 30).  

Shippy then developed an instrument which consisted of Likert-type scale questions 

“asking the degree of need of each competency for entry-level employment as a 

beginning teacher of agriculture” (Shippy, 1981, p. 30).  He reported 246 competencies 

that were found to be needed in at least average competence.  

Roberts and Dyer (2004a) conducted a Delphi study to develop a list of 

competencies needed by effective agricultural education teachers. Panel members 

included university faculty in agricultural education, agriculture teachers, county-level 

administrators, and state FFA supervisory staff in Florida. The study yielded a list of 40 

characteristics that were grouped into 8 categories. The eight categories were: 

“instruction, FFA, SAE [supervised agricultural experience], building community 

partnerships, marketing, professional growth/professionalism, program planning, and 

personal qualities” (p. 93). 

Roberts et al. (2006) conducted a study to identify the “required competencies and 

traits of successful agricultural science teachers” (p. 1). They utilized previous studies by 

Shippy (1981) and Roberts and Dyer (2004a) and a focus group to identify the 

competencies and traits needed by successful agricultural education teachers. They also 
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worked to classify the identified competencies into a working model (Figure 2). They 

duplicated 7 of the 8 categories (combined program planning and marketing into one 

category) that were identified by Roberts and Dyer (2004a) while adding an 8
th

 

overlapping category; ‘working with diverse groups.’  They identified 47 competencies 

that were grouped into one of the eight categories. 

 

Figure 2. Model of Competencies and Traits of Successful Agricultural Science Teachers 

(Roberts, Dooley, Harlin, & Murphrey, 2006). 

 

Satisfaction of Student Teacher. 

Satisfaction of the student teacher-cooperating teacher relationship has been 

studied by Kitchel (2005) by utilizing the Mentoring Relationship Questionnaire 

(Greiman, 2002).  Greiman conducted a thorough literature review and included 

psychosocial functions that are important in a mentoring relationship.  Kitchel described 

each of the five psychosocial functions based on prior literature (Hall, 1986; Ragins & 
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McFarlin, 1990).  The five functions are: 1) acceptance: the amount of support given to 

the student teacher to develop their self-confidence, 2) counseling: the rapport built 

between the two and the ability to work through problems, 3) friendship: caring about the 

other individual in ways outside of the normal work experience, 4) role modeling: the 

demonstration of acceptable behaviors and skills that will help the other individual 

develop 5) social: the amount of interaction the two parties had outside the normal work 

environment (Kitchel, 2005). 

Also used to evaluate satisfaction was the amount of support provided by the 

cooperating teacher and the amount needed by the student teacher for 28 specific roles 

and responsibilities of agricultural education teachers.  Student teachers were asked “to 

what extent did you needed assistance during your student teaching “ and “to what extent 

were you provided assistance by your cooperating teacher?” (Kitchel, 2005, p. 66)  The 

roles and responsibilities were developed by Greiman (2002) after a thorough review of 

literature pertaining to agricultural education.   

The similarity between the student teacher and cooperating teacher and the overall 

satisfaction with the relationship were also included on this instrument.  Kitchel (2005) 

made semantic modifications to this section as compared to the original MRQ instrument.  

Intent to Teach of Student Teacher. 

Lawver (2009) stated, “understanding students’ motivations for choosing teaching 

as a career has implications for teacher education…” (p. 37).  Lawver used the Factors 

Influencing Teaching Choice (FIT-Choice
®
) framework to assess factors affecting 

teaching choice.  The framework was developed by Helen Watt and Paul Richardson 
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(Richardson & Watt, 2006) and based on the expectancy-value theory (Atkinson, 1957).  

The expectancy-value model is concerned with the motivations that influence 

individuals’ behaviors and intentions (Atkinson, 1957). The model created by Watt and 

Richardson (2007) provides a guide to further investigate why people choose to teach.  

The Intent to Teach instrument for this research study was developed in an effort 

to gauge the influence that cooperating teachers have on their student teachers’ intent to 

teach.  One section of Lawver’s (2009) instrument was used as the foundation for this 

instrument.  She asked six questions developed from two constructs (social dissuasion 

and career choice satisfaction) to “identify the students’ intent to teach upon graduation” 

(Lawver, 2009, p. 97).  There were three items per construct and only the three questions 

aimed at ‘career choice satisfaction’ were used to develop the Intent to Teach instrument 

for this research study.  Other questions were developed by the researcher after a 

thorough literature review and built around the first three initial questions from Lawver’s 

(2009) questionnaire.      

Summary 

 Agricultural education struggles to fill all the open vacancies with qualified 

teachers each year even though there are more than enough graduates certifying to teach 

each year (Kantrovich, 2010).  One area of particular interest is the impact the student 

teaching experience has on the student teacher.  The impact has been investigated from 

many perspectives including the ability to apply knowledge and skills in an actual 

classroom (Borne & Moss, 1990; Deeds, 1993; Garton & Cano, 1996; Norris, Larke & 
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Briers, 1990) and increase their teaching efficacy (Knobloch, 2006; Roberts, Harlin, & 

Ricketts, 2006). 

 The cooperating teacher is a key element of the student teaching experience.  

They fill many roles that ranch from ‘integrating the student teacher into the school 

system” (Boudreau, 1999, p. 456), working to build a rapport with the student teacher 

(Kahn, 2001) and modeling effective teaching strategies (Roberts, 2006).  Researcher 

also recognized the importance of the relationship that exists between agricultural 

education student teachers and cooperating teachers (Edwards & Briers, 2001; Harlin, 

Edwards, & Briers, 2002; Roberts, 2006; Roberts and Dyer, 2004b; Young & Edwards, 

2005; Young, 2006).  The impact the student teaching experience has on the intent to 

teach is also important (Byler & Byler, 1984; Edgar, Roberts, and Murphy, 2011; 

Kasperbauer & Roberts, 2007a; Kasperbauer & Roberts, 2007b; Roberts et al., 2009; 

Todd, 1983). 

 Cooperating teachers have been trained how to supervise student teachers and 

help student teacher meet the expectations university has for the student teaching 

semester (Justen, McJunkin, and Strickland, 1999; Martin & Yoder, 1985, Ralph, 1994; 

Thobega & Miller, 2007; Theobega & Miller, 2008).   

The supervisory style may be related to leadership style which may influence the 

relationship between cooperating teachers and student teachers.  The Situational 

Leadership
®
 II Model (Blanchard, Zigarmi, & Zigarmi, 1985) has been integrated into 

previous supervisory research studies (Fritz and Miller, 2003a; Fritz and Miller 2003b; 
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Heller, Clay, & Perkins, 1993; Stephens and Waters, 2009) and appears to be a model 

that could be applied to improve the student teaching experience. 
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CHAPTER 3 

METHODOLOGY 

 

Purpose of the Study 

The purpose of this mixed method study was to investigate cooperating teacher’s 

application of the Situational Leadership
® 

II Model on the student teaching experience as 

measured by the student teacher’s level of satisfaction and intent to teach.  This study 

sought to quantify the commitment and competence of each student teacher as assessed 

by their cooperating teacher.  Finally, student teachers’ and cooperating teachers’ 

perceptions of the student teaching semester were analyzed using qualitative 

methodologies.  

In order to address the purpose of the study the researcher used a mixed methods 

approach to combine both quantitative and qualitative forms of inquiry (Creswell, 2009).  

In the first phase, quantitative research questions addressed the cooperating teacher’s 

evaluation of their student teacher’s level of competence and commitment over the 

duration of the student teaching experience.  Also, student teacher’s level of satisfaction 

and intent to teach was measured quantitatively.  The results from this first phase were 

then explored qualitatively in a second phase.  In the second phase, semi-structured 

interviews were used to investigate the student teaching experience from the viewpoint of 

both parties involved; the student teacher and the cooperating teacher. The qualitative 

research was conducted to better understand and explain the quantitative results.  
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Research Objectives 

1. Describe characteristics of the 2012 Spring Semester student teachers and 

cooperating teachers. 

2. Determine student teacher’s level of competence and commitment and level of 

improvement as perceived by the cooperating teacher. 

3. Determine satisfaction level and intent to teach of student teachers before and 

after the student teaching experience. 

4. Describe how cooperating teachers applied components of the Situational 

Leadership
® 

II model. 

5. Examine how cooperating teachers conceptualize their role when working with 

student teachers. 

6. Describe the student teacher experiences from the student teacher’s perspective. 

7. Describe the cooperating teacher-student teacher relationship. 

8. Describe student teachers’ intent to teach. 

Research Design 

 A two-phase sequential explanatory strategy was employed to explore 

cooperating teachers’ application of the Situational Leadership
® 

II Model (Blanchard et 

al., 1985) when working with student teachers.  This approach to mixed methods research 

“is characterized by the collection and analysis of quantitative data in a first phase of 

research followed by the collection and analysis of qualitative data in a second phase that 

builds on the initial quantitative results” (Creswell, 2009, p. 211).  An illustration of the 

phases of this study can be found in Appendix A.   
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There are two variations of the explanatory design in mixed methods, the follow-

up explanations model and the participant selection model.  The variation that was 

applied to this research study was the follow-up explanations model (Creswell & Plano-

Clark, 2006).  This model is used when “a researcher needs qualitative data to explain or 

expand on quantitative results” (p. 72).   

The first phase of the research design employed several quantitative questions.  

The cooperating teachers completed four questionnaires over the course of the semester 

to gauge the development level of their student teacher (in terms of the perceived level of 

competence and commitment).  The student teachers completed three questionnaires. The 

first instrument was administered before the student teachers entered the student teaching 

site.  It sought to gauge the student teacher’s intent to teach agriculture before student 

teaching.  The second instrument measured the student teachers’ intent to teach 

agriculture and the influence their cooperating teacher had on that decision.  The final 

instrument measured student teachers’ level of satisfaction with their cooperating teacher.  

Table 1 illustrates the administration schedule for the four instruments. 
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Table 1 

 

Administration Schedule of Quantitative Instruments  

Instrument Participants Date 

Intent to Teach- Before Student Teachers February 15 

Commitment and Competence- Round 1 Cooperating Teachers February 26 

Commitment and Competence- Round 2 Cooperating Teachers March 26 

Commitment and Competence- Round 3 Cooperating Teachers April 23 

Commitment and Competence- Round 4 Cooperating Teachers May 9 

Intent to Teach- After Student Teachers May 14 

MRQ (Satisfaction) Student Teachers May 14 

 

The second phase of the research design consisted of individual semi-structured 

interviews with the cooperating teachers and student teachers to investigate the student 

teaching experience from the viewpoint of both sets of participants. The qualitative 

research was utilized to further investigate the results of the quantitative research.  

 This study used both quantitative and qualitative methods to explore the 

cooperating teachers’ use of the Situational Leadership
® 

II model (Blanchard et al., 1985) 

and the student teachers’ level of satisfaction and intent to teach.  The use of both types 

of data allow for further examination of quantitative results through the use of qualitative 

methodologies (Creswell, 2009).   
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Quantitative Phase 

Population and Sampling. 

Two target populations existed for this study.  The first consisted of agricultural 

education student teachers completing their student teaching experience during the spring 

2012 semester. The second target population was high school agricultural education 

teachers serving as cooperating teachers for a student teacher.  

The accessible population for this study were the agricultural science teachers in 

Texas who served as cooperating teachers during the spring 2012 semester for student 

teachers at Texas Tech University (N = 8).  These teachers were purposively selected as 

cooperating teachers based on the characteristics of their program, their willingness to 

serve as a cooperating teacher and the accessibility of their location.  All teachers 

included in this study had previously served as a cooperating teacher on one or more 

occasions, but not all for Texas Tech University.   

The second accessible population consisted of the college students participating in 

the spring 2012 student teaching block at Texas Tech University (N = 8) completing the 

requirements of their teaching certification program.   Five of the students were 

completing their degree in Interdisciplinary Agriculture- Teacher Certification, one was 

completing the teaching certification program in addition to an Agricultural 

Communications degree, and two were completing the program as post-baccalaureate.    
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Instrumentation. 

There were four quantitative instruments used to gather the data for this study. 

The cooperating teachers completed an instrument to measure the perceived competence 

and commitment of their student teacher.  The student teachers completed an instrument 

to measure their level of satisfaction with their cooperating teacher and two instruments 

to measure their intent to teach agriculture after graduation (one administered before 

student teaching and one after).  

Competence and Commitment. 

 The competence and commitment instrument was researcher developed after a 

thorough review of the literature. The instrument consisted of 24 total statements. There 

were 8 statements for competence and 15 statements for commitment and one question to 

identify the school.  The competency section of the instrument is based on previous 

research by Shippy (1981), Roberts and Dyer (2004a) and Roberts et al. (2006).  

The commitment section of the instrument was based on research by Mowday et 

al. (1979).  It consisted of 15 statements to determine organizational commitment.  The 

original study yielded an alpha coefficients ranging from .82 to .93 with a median of .90 

(Mowday et al., 1979).  Fields (2002) reports the coefficient alpha ranges for the 

commitment items range from .81 to .93 from 16 studies cited. 

Face and content validity was established by a panel of experts consisting of three 

graduate students, a professor in the College of Education, and two professors in the 

Department of Agricultural Education and Communications.  In order to establish 

reliability of the competence and commitment instrument for this research study a pilot 
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test was conducted during the fall 2011 semester.  There were five student teachers and 

five cooperating teachers in the pilot test.  The Cronbach’s alpha for the competence 

section yielded a .54 and an alpha coefficient of .35 for the commitment section of the 

instrument.  

Satisfaction. 

The student teachers completed the Mentoring Relationship Questionnaire (MRQ) 

developed by Greiman (2002) and further modified by Kitchel (2005).  The modified 

MRQ was used to assess the satisfaction level of the student teacher with his or her 

cooperating teacher.  

Section A consisted of 15 statements related to the psychosocial support the 

cooperating teacher provided the student teacher.  Participants were asked to respond 

using a 7 point Likert-type scale with a range from 1 = not at all to 7 = very large extent.  

Section B consisted of 28 roles and responsibilities of agriculture teachers.  Participants 

responded by rating the amount of assistance they needed on 28 items using a 5-point 

Likert-type scale with a range from 1 = never to 5 = considerable.  They also responded 

in connection to their level of satisfaction with the amount of assistance they received on 

the same 28 items.  They used a 5-point Likert-type scale with a range from 1 = very 

dissatisfied to 5 = very satisfied. 

Section C was made up of two parts.  Kitchel (2005) explained the first part as the 

similarity between the two parties in the relationship (student teacher and cooperating 

teacher).  The second part of section C was another satisfaction component focused on 

the overall interaction between the two individuals. Participants provided their opinion 
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using a 7-point Likert-type scale with a range from 1 = strongly disagree to 7 = strongly 

agree. 

Section D asked student teachers open-ended questions about the benefits they 

received from working with their cooperating teacher and barriers to having a more 

successful student teaching experience.   

Finally, section E collected demographic information from the students in 

reference to their school (size, number of instructors in the Ag Ed Program, number of 

students enrolled in the program) and personal information (age, gender, times per week 

and hours per week they met with their cooperating teacher).  

The reliability of the MRQ was estimated by Greiman (2002) and confirmed by 

Kitchel (2005). Greiman (2002) calculated a Cronbach’s alpha for three of the sections; 

psychosocial functions (.97), perceived similarity (.98) and perceived satisfaction (.99).  

The student teachers completed the modified MRQ in person at the completion of the 

student teaching semester when they were on campus for the wrap-up meeting. 

Intent to Teach.  

 To measure student teachers’ intent to teach, two instruments were developed.  

One instrument was administered prior to student teaching and the second was 

administered after the student teaching experience.  

 The first intent to teach instrument was researcher developed and consisted of 12 

questions.  In an effort to establish reliability the instrument was pilot tested on a group 

of undergraduate students (n = 31) in an agricultural education class at Texas Tech 

University in January 2012.  The alpha coefficient for this instrument was estimated to be 
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.95.  Face and content validity was established by a panel of experts consisting of two 

graduate students and two professors.   

 The second intent to teach instrument was designed to evaluate the level of 

influence the cooperating teacher has on the decision to teach agriculture after 

graduation. The two intent to teach instruments were identical, but four questions were 

added to the second instrument to measure the influence of the cooperating teacher on the 

student teacher’s decision to teach after graduation.  In order to estimate reliability of the 

additional part of the instrument, it was pilot tested on a group of student teachers (n = 

19) who had just finished the student teaching semester in December 2011.  The student 

teachers in the pilot study were from Texas Tech University and Texas A&M University.  

The Cronbach’s alpha for the additional four items was .76. 

Data Collection 

Prior to data collection, approval for the use of human subjects was obtained from 

the Texas Tech University Institutional Review Board (Appendix N & O) for each 

separate set of participants.   

This study occurred during the Spring 2012 semester (January through May). The 

first phase of the study consisted of quantitative instruments designed for both 

populations included in this research study.   

Cooperating Teachers. 

Cooperating teachers completed a questionnaire four times over the course of the 

spring semester. Cooperating teachers were asked to assess their student teacher based on 
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the competencies that are identified as being needed by effective agricultural education 

teachers. They also assessed the student teacher’s perceived level of commitment toward 

teaching.  

The instrument for this portion of the study was developed by the researcher 

through a thorough literature review. It was delivered as a web-based questionnaire using 

Qualtrics™, an online survey website. The questionnaire consisted of 24 total statements 

and an introduction screen (Appendices D, E, F). 

There were several contacts made with the cooperating teachers for this portion of 

the study. Before beginning the data collection process the cooperating teachers were sent 

a letter asking for them to participate (Appendix B).  After they agreed to participate they 

were sent an email thanking them for their participation and explaining the process 

(Appendix C).  

The survey instrument was administered by Qualtrics™ with the link sent via 

email four times during the semester. Data were collected from cooperating teachers at 

the end of the first week the student teachers were on site, then also at the end of week 5, 

week 9, and week 12 (Table 2). When needed, a follow-up Email was sent to all 

participants reminding the participants of the study for each round (Appendix G). 
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Table 2 

 

Competence and Commitment Instrument Administration Schedule 

Round Date Sent Date Closed 

1 February 28 March 7 

2 March 26 April 2 

3 April 23 May 1 

4 May 9 May 19 

 

After the first, second, and third rounds of the questionnaire, the results were 

summarized and a follow- up email was sent to the cooperating teacher with tips for 

better meeting the student teachers’ developmental level by adjusting their (the 

cooperating teacher) leadership style (Appendix I).  The tip sheets were created based on 

previous literature on the four follower developmental levels in the Situated Leadership 

Model
®
 II.  A paper copy of the feedback form was mailed if the email with the 

attachment was rejected by the cooperating teacher’s email server. 

Student Teachers. 

The student teacher component of the study was conducted as a quantitative study 

in order to describe student teacher satisfaction and intent to teach with specific interest 

on the influence their cooperating teacher had on those two items.  

Student teachers completed the ‘intent to teach-before student teaching’ 

instrument prior to their student teaching experience on February 15, 2012.  The 

instrument was administered in paper form (Appendix J).  
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They completed the ‘intent to teach-after student teaching’ (Appendix J) and the 

‘MRQ’ (Appendix K) instruments upon completion of their student teaching experience, 

when they were back on TTU campus for a wrap-up meeting, on May 14, 2012.  

The second intent to teach instrument was designed to measure the amount of 

influence their cooperating teacher had on their intent to teach or their intent to pursue a 

career outside of teaching. Questions on the survey were developed through a literature 

review and items on the Ag Ed Fit-Choice questionnaire developed by Lawver (2009).  

The satisfaction instrument was designed to measure student satisfaction in 

reference to their student teaching experience and demographics. It was based on prior 

research conducted by Greiman (2002) and Kitchel (2005).   

Data Analysis  

For the quantitative phase, the results were analyzed using appropriate statistics 

within SPSS
®
 18.0.  Data were summarized using measures of central tendency. 

Cooperating teachers completed the Competence and Commitment instrument at 

four points throughout the course of the student teaching semester (once in February, 

March, April, and May).  There was a 100% response rate for each of the four rounds. 

After each round, the researcher analyzed the results and mapped the competence 

and commitment level of each student teacher.  Depending on the score given by the 

cooperating teacher for each area, the student teacher was then assigned a developmental 

level by the researcher. 
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The developmental levels are related to the stage of development that the student 

teacher appears to be in according to their level of competence and commitment (Table 

3).  

Table 3 

 

Follower (Student Teacher) Developmental Level 

 Level of Competence Level of Commitment 

D1 Low High 

D2 Some Low 

D3 High Variable 

D4 High High 

Note. Adapted from Blanchard, Zigarmi & Nelson (1993) 

 

In order to assign each student teacher to a specific developmental level the 

researcher determined breaks between “high” and “low” for competence and commitment 

based on the pilot test and prior literature.  For the competence section of the instrument 

the maximum score a student could receive was 40 (8 questions, 5 points each).  The 

researcher split the competence category into low (score of 20 or less) and high (score of 

21 to 40).  For the commitment section of the instrument the maximum score a student 

could receive was 75 (15 questions, 5 points each) the researcher split the commitment 

category into low (score of 38 or less) and high (score of 39 to 75).  Score breakdowns 

are shown in Table 4. 
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Table 4 

 

Scoring Breaks for Competence and Commitment Instrument 

 Maximum Low High 

Competence 40 <  20 > 21 

Commitment 75 < 38 > 39 

Note. The determination of the high or low score breaks was based on a pilot study and 

prior literature.  The breaks are therefore exploratory in nature. 

 

After the developmental level was assigned, the cooperating teacher was sent 

feedback on how to work with their student teacher in the developmental level they were 

estimated to be in.  

The student teachers completed two instruments upon returning to campus after 

their student teaching experience. One instrument was the student teacher version of the 

MRQ (Greiman, 2002; Kitchel, 2005).  The second instrument was the Intent to Teach- 

After Student Teaching instrument. 

For the MRQ the student teacher responses to Likert-type items were recorded as 

numerical data in SPSS® . Section A consisted of five constructs tied to the psychosocial 

functions.  Section B consisted of 28 roles and responsibilities agricultural education 

teachers perform.  Similarity and overall perceived satisfaction with the cooperating 

teacher relationship was calculated through mean scores from Section C.  Student 

teachers also provided demographic data. 

Qualitative Phase 

The qualitative phase of the study consisted of semi-structured interviews of the 

cooperating teachers and student teachers.   
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Sampling. 

Purposive sampling of participants was used for this portion of the study.  “In 

purposeful sampling the goal is to select cases that are likely to be ‘information rich’ with 

respect to the purposes of the study” (Gall, Gall & Borg, 2007, p. 178).  All the student 

teachers and cooperating teachers were asked permission to be contacted to participate.  

Cooperating teachers were asked permission to be contacted on the fourth administration 

of the competence and commitment instrument (Appendix H).  The student teachers were 

asked permission to be contacted on the Intent to Teach instrument administered after 

they returned to campus at the conclusion of the semester (Appendix J).   All of the 

student teachers (N = 8) agreed to participate.  All of the cooperating teachers, except one 

agreed to participate (N = 7).   

Instrumentation. 

 A moderator’s guide was developed by the researcher and peer-reviewed by a 

panel of experts familiar with the purpose of this study including an agricultural 

education professor, a professor familiar with qualitative methodologies, and an 

agricultural education doctoral student.  Each group (cooperating teachers and student 

teachers) had their own set of questions. The interviewer’s guide (Appendices L & M) for 

each set of participants included a detailed introduction explaining the study and a set of 

questions pertinent to the purpose of the study.  

The cooperating teachers were interviewed to learn more about the usability of the 

Situational Leadership
® 

II Model when working with student teachers and their personal 

beliefs about the their role in training future teachers.  The student teachers were 
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interviewed to explore the perceptions they hold in connection to the student teacher-

cooperating teacher relationship and the role of the cooperating teacher.  

Data Collection. 

Prior to data collection, approval for the use of human subjects was obtained from 

the Texas Tech University Institutional Review Board (Appendices N & O) for both 

groups. There were no direct incentives provided to the participants for their involvement 

in the research.    

Qualitative research questions addressed how the cooperating teachers utilized the 

Situational Leadership
® 

II model when working with their student teachers.  Student 

teachers were asked to assess how well their cooperating teacher worked with them over 

the course of the semester.    

Semi-structured interviews were conducted with seven of the primary cooperating 

teachers for the Spring 2012 student teachers (N = 7).  One cooperating teacher did not 

want to be contacted for an interview.  The interviews were conducted over the phone.  

Cooperating teachers were asked their application of the Situational Leadership
® 

II Model 

when working with their student teacher and their role in preparing future teachers.  

 Student teachers were also interviewed using semi-structured interviews (N = 8).  

They were asked questions pertaining to how their cooperating teacher supervised them 

during their student teaching experience.  The student teachers were interviewed in 

person and over the phone.  

 Both sets of interviews were audio-recorded and lasted approximately 30 minutes 

each.  They took place over a period of two weeks at the end of May 2012. 
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Data Analysis 

The second phase of data analysis for this two-phase sequential research design 

consisted of semi-structured interviews with both sets of participants. The second phase 

of this study was designed to arise out of the results of the first phase (Creswell & Plano-

Clark, 2011). 

For the qualitative data analysis component of this study the interviews were 

audio recorded and then transcribed verbatim into Word documents.  Pseudonyms were 

assigned to each participant in order to protect their identity.  Transcripts were analyzed 

using NVivo using the constant comparative method in which “each stage provides 

guidance for the next throughout the inquiry” (Lincoln & Guba, 1985, p. 340).   

 Each set of transcripts, student teachers and cooperating teachers, were analyzed 

separately and answered specific research objectives. 

 The final analysis consisted of a merging of the two data sources, quantitative and 

qualitative, in an effort to better understand how cooperating teachers used the Situational 

Leadership
®
 II Model and the satisfaction and intent to teach of student teachers. 

Research Rigor 

Erlandson, Harris, Skipper, & Allen (1993) explain the four methods to establish 

trustworthiness as a means to “demonstrate its truth value, provide the basis for applying 

it, and allow for external judgments to be made about the consistency of its procedures 

and the neutrality of its findings or decisions” (p. 29). 
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According to Lincoln and Guba (1985), there are four components to establishing 

trustworthiness in a qualitative study: credibility, transferability, dependability, and 

confirmability.   

  Credibility is the assurance that the results of the research are the product of the 

inquiry and not of the biases of the researcher (Erlandson et al., 1993).  Internal validity 

of qualitative research is achieved through techniques to achieve credibility (Erlandson et 

al., 1993).  Efforts to establish credibility for this study were done by triangulating data, 

peer debriefing, and member checks.  

Confirmability states the results of the research are the product of the inquiry and 

not of the biases of the researcher (Erlandson et al., 1993).  Confirmability (similar to 

objectivity in quantitative studies) was established through the use of an audit trail and 

knowledge of potential researcher bias.   

Transferability is the third component of trustworthiness in a qualitative study and 

how external validity is achieved.  Transferability is the extent to which findings can be 

applied to other contexts (Erlandson et al., 1993).  The use of thick descriptions and 

purposive sampling were done in an effort to ensure transferability.   

Dependability, the final component of trustworthiness, works to ensure 

consistency in the findings (reliability) (Erlandson et al., 1993).  An audit trail and 

assigning pseudonyms for each participant was used to build the dependability of the 

study.  
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Researcher Bias 

Qualitative researchers must be aware of potential biases (Lincoln & Guba, 1985) 

due to the “difficulty in using humans-as-instruments…Humans exhibit selective 

perception” (p. 108).  While it is not possible to remove all biases, it is important to 

acknowledge them.  

As a previous high school agriculture teacher, I identified with the student 

teachers and cooperating teachers that participated in the study, to a certain extent.  I 

served as a cooperating teacher for three student teachers when I was still teaching high 

school agriculture in Kansas.  The methods I used to supervise my former student 

teachers are not the same as methods, per say, used by the cooperating teachers in this 

study.  I also had a great student teaching experience and want to help cooperating 

teachers better develop the relationship they have with their cooperating teacher.  Even 

with my previous experiences, I made a conscious effort to prevent my bias from 

allowing my thoughts and opinions on the process to take over the interviews or the 

analysis of the data.  

 Another potential bias was the multitude of literature I read during the literature 

review process.  This could have impacted the way I interpreted the themes in the 

qualitative phase.  In order for the inductive data analysis to be accurate findings must 

emerge from the inquiry, not from previous set expectations (Lincoln & Guba, 1985).  I 

made a cognizant effort to remain open minded to the data collection and analysis 

process.  
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 In addition, I served as the university supervisor to one of the students in this 

study.  I was aware of that student’s progress and frustrations due to my role as university 

supervisor.  I tried to not allow the additional information I had about the student 

influence my evaluation of the quantitative or qualitative data gathered in reference to 

that specific student’s experiences.  

Summary 

 A two-phase explanatory mixed methods design was used for this research study.  

Data was collected and analyzed using accepted quantitative and qualitative 

methodologies.  Data collection began on February 15, 2012 and finished June 1, 2012.  

Three instruments were utilized to measure the perceived competence and commitment 

of student teachers, student teacher satisfaction, and student teachers’ intent to teach.  The 

second phase of the study consisted of semi-structured interviews with the student 

teachers and cooperating teachers.  The interviews were used to expand upon the 

quantitative results in an effort to better understand the student teaching experience. 
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CHAPTER 4 

RESULTS 

 

The purpose of this mixed method study was to investigate cooperating teacher’s 

application of the Situational Leadership
® 

II Model on the student teaching experience as 

measured by the student teacher’s level of satisfaction and intent to teach.  This study 

sought to quantify the commitment and competence of each student teacher as assessed 

by their cooperating teacher.  Finally, student teachers’ and cooperating teachers’ 

perceptions of the student teaching semester were analyzed using qualitative 

methodologies.  

To accomplish these purposes data were collected and analyzed to answer the 

following research objectives. 

1. Describe characteristics of the 2012 Spring Semester student teachers and 

cooperating teachers. 

2. Determine student teacher’s level of competence and commitment and level of 

improvement as perceived by the cooperating teacher. 

3. Determine satisfaction level and intent to teach of student teachers before and 

after the student teaching experience. 

4. Describe how cooperating teachers applied components of the Situational 

Leadership
® 

II model. 

5. Examine how cooperating teachers conceptualize their role when working with 

student teachers. 
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6. Describe the student teacher experiences from the student teacher’s perspective. 

7. Describe the cooperating teacher-student teacher relationship. 

8. Describe student teachers’ intent to teach. 

Research Objective One 

Research objective one sought to describe characteristics of the 2012 Spring 

Semester student teachers and cooperating teachers. 

There were two distinct sets of participants for this study.  There were eight 

agricultural education student teachers at Texas Tech University completing their student 

teaching experience during the Spring 2012 semester. Student teachers completed a 

demographics section on the student teacher version of the MRQ at the completion of 

their student teaching experience.   

Table 5 describes the gender, age, size of high school where they performed their 

student teaching, number of agriculture teachers at the school, and number of students in 

the program.  The majority (75%, n = 6) of the student teachers were female.  The age of 

the student teachers ranged from 21 to 25 with the average of 22.75 (SD = 1.28).  The 

size of school ranged from 1A to 3A with 6 of the students in either a 1A or 2A size 

school (Appendix P). 

The majority (n = 6) of the programs had two agriculture teachers.  The number of 

students in the program ranged from 50-60 (n = 2) to 150-160 (n = 3). 
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Table 5 

 

Summary of Characteristics of Student Teachers (N = 8) 

Characteristic Frequency Valid Percent Mode 

Gender   Female 

Female 6 75.0  

Male 2 25.0  

Size of the High School   1A and 2A 

1A 3 37.5  

2A 3 37.5  

3A 2 25.0  

Ag Teachers in the Program   Two 

One 2 25.0  

Two 6 75.0  

 

Seven cooperating teachers agreed to an interview and were asked demographic 

questions before beginning the interview.  The average number of years teaching of the 

cooperating teachers in the sample was 18.14 (SD = 11.82).  The range for teaching 

experience was from nine years to forty-three years.  The cooperating teachers had 

worked with an average of 5.29 (SD = 4.07) student teachers during their years teaching 

agriculture (Table 6).   The range of student teachers worked with prior to this particular 

student teacher was from two to ten.  
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Table 6 

 

Cooperating Teacher Characteristics (N= 7) 

Characteristic Mean SD 

Years Teaching 18.14 11.82 

Student Teachers Worked With 5.29 4.07 

 

Quantitative Phase 

Research Objective Two 

Research objective two sought to determine student teacher’s level of competence 

and commitment and level of improvement as perceived by the cooperating teacher.  

Cooperating teachers completed the Competence and Commitment Instrument at four 

points during the student teaching semester.  Cooperating teachers assessed their student 

teachers on the two categories using a 6-point Likert-type scale ranging from no 

opportunity to observe yet (0) to proficient (5) for Competence and not yet observed (0) 

to strongly agree (5) for Commitment (Appendix F).  Each student teacher’s scores for 

the two sections were calculated and their developmental level was assigned based on 

their scores.   

The “high” and “low” categories for each section of the Competence and 

Commitment instrument were established before the first administration of the 

instrument.  The breaks for each of the sections and for the four developmental levels 

were explained in Chapter 3 (Tables 3 & 4). 
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The first round of the Competence and Commitment instrument was emailed to 

the cooperating teachers on February 28 and analyzed on March 7.  The total competence 

and commitment scores were calculated using SPSS®  18.0. Table 7 displays the scores 

the cooperating teachers reported for each of the student teachers. 

After the competence and commitment scores were totaled and graphed, 

estimations as to their development level were made.  The estimations were made by the 

researcher by using previously set guidelines.  After analyzing the scores reported for 

round one, the majority (n = 7) of the student teachers were estimated to be in the D3 

category for development.  

A short email with feedback information was sent to each of the cooperating 

teachers after this round with advice on how to best work with their student teacher 

(Appendix I).  
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Table 7 

 

Cooperating Teachers’ Perception of Student Teacher’s Competence and Commitment- 

Round 1 (N = 8) 

 Competence
1 

Commitment
2 

Development 

Level
3 

Student Teacher Raw Score Percent Raw Score Percent 

A 38 95.00 62 82.67 D3 

B 33 82.50 61 81.33 D3 

C 18 45.00 18 24.00 D2 

D 37 92.50 54 72.00 D3 

E 26 65.00 63 84.00 D3 

F 30 75.00 66 88.00 D3 

G 40 100.00 63 84.00 D3 

H 29 72.50 56 74.67 D3 

Note.
 1
Maximum possible score of 40, 

2
Maximum possible score of 75,

 3
Estimation made 

using preset cutoff values. Competence: low= < 20; high > 21. Commitment: low = < 38; 

high > 39. 

 

Figure 3 displays the competence and commitment scores from the first round of 

administration. 
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Figure 3. Competence and Commitment Scores- Round 1 

 

The second round of the Competence and Commitment instrument was sent to the 

cooperating teachers on March 26 and analyzed on April 2.  The total competence and 

commitment scores were calculated using SPSS®  18.0. Table 8 displays the scores the 

cooperating teachers reported for each of the student teachers. 

After the competence and commitment scores were totaled and graphed, 

estimation as to their development level were made.  The estimation was made by the 

researcher by using previously set guidelines.  After analyzing the scores reported for 

round two, the majority (n = 6) of the student teachers were still estimated to be in the D3 

category for development.  Two student teachers regressed to the D1 category. 
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A short email with feedback information was sent to each of the cooperating 

teachers after this round with advice on how to best work with their student teacher 

(Appendix I).  

Table 8 

 

Cooperating Teachers’ Perception of Student Teacher’s Competence and Commitment- 

Round 2 (N = 8) 

 Competence
1 

Commitment
2 

Development 

Level
3 

Student Teacher Raw Score Percent Raw Score Percent 

A 10 25.00 69 92.00 D1 

B 37 92.50 68 90.67 D3 

C 28 70.00 50 66.67 D3 

D 19 47.50 41 54.67 D1 

E 36 90.00 62 82.67 D3 

F 26 65.00 67 89.33 D3 

G 40 100.00 64 85.33 D3 

H 40 100.00 60 80.00 D3 

Note.
 1
Maximum possible score of 40, 

2
Maximum possible score of 75,

 3
Estimation made 

using preset cutoff values. Competence: low= < 20; high > 21. Commitment: low = < 38; 

high > 39. 

 

Figure 4 displays the competence and commitment scores from the second round 

of administration. 
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Figure 4. Competence and Commitment Scores- Round 2 

 

The third round of the Competence and Commitment instrument was sent to the 

cooperating teachers on April 23 and analyzed on May 1.  The total competence and 

commitment scores were calculated using SPSS®  18.0. Table 9 displays the scores the 

cooperating teachers reported for each of the student teachers. 

After the competence and commitment scores were totaled and graphed, 

estimation as to their development level were made.  The estimation was made by the 
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round three, the group was evenly split with four in the D3 category and four in the D4 

category. 

A short email with feedback information was sent to each of the cooperating 

teachers after this round with advice on how to best work with their student teacher 

(Appendix I).  

Table 9 

 

Cooperating Teachers’ Perception of Student Teacher’s Competence and Commitment- 

Round 3 (N = 8) 

 Competence
1 

Commitment
2 

Development 

Level
3 

Student Teacher Raw Score Percent Raw Score Percent 

A 30 87.50 64 85.33 D4 

B 39 97.50 67 89.33 D4 

C 37 92.50 37 49.33 D3 

D 40 100.00 55 73.33 D3 

E 40 100.00 67 89.33 D4 

F 24 60.00 69 92.00 D3 

G 40 100.00 67 89.33 D4 

H 40 100.00 56 74.67 D3 

Note.
 1
Maximum possible score of 40, 

2
Maximum possible score of 75,

 3
Estimation made 

using preset cutoff values. Competence: low= < 20; high > 21. Commitment: low = < 38; 

high > 39. 
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Figure 5 displays the competence and commitment scores from the third round of 

administration. 

 

Figure 5. Competence and Commitment Scores- Round 3 

 

The fourth round of the Competence and Commitment instrument was sent to the 

cooperating teachers on May 9 and analyzed on May 19.  The total competence and 

commitment scores were calculated using SPSS®  18.0. Table 10 displays the scores the 

cooperating teachers reported for each of the student teachers. 

After the competence and commitment scores were totaled and graphed, 

estimation as to their development level were made.  The estimation was made by the 
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researcher by using previously set guidelines.  After analyzing the scores reported for 

round four, there were two levels tied; D3 (n = 4) and D4 (n = 4).  

There was not an email sent to the cooperating teachers after this final round. 

Table 10 

 

Cooperating Teachers’ Perception of Student Teacher’s Competence and Commitment- 

Round 4 (N = 8) 

 Competence
1 

Commitment
2 

Development 

Level
3 

Student Teacher Raw Score Percent Raw Score Percent 

A 30 75.00 67 89.33 D4 

B 40 100.00 69 92.00 D4 

C 38 95.00 47 62.67 D4 

D 39 97.50 46 61.33 D3 

E 40 100.00 57 76.00 D3 

F 24 60.00 67 89.33 D3 

G 40 100.00 69 92.00 D4 

H 40 100.00 57 76.00 D3 

Note.
 1
Maximum possible score of 40, 

2
Maximum possible score of 75,

 3
Estimation made 

using preset cutoff values. Competence: low= < 20; high > 21. Commitment: low = < 38; 

high > 39. 

 

Figure 6 displays the competence and commitment scores from the fourth round 

of administration. 
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Figure 6. Competence and Commitment Scores- Round 4 

 

Student teachers development over the course of the student teaching semester 

can be seen in Table 11.  Two students started at the D3 level and never changed from 

that level over the course of the semester.  Four students started at the D3 level and 

progressed to the D4 level by the end of the experience.  The final two students varied in 

their development level over the course of the semester. 

 

 

 

24, 67 30, 67 

39, 46 

38, 47 

40, 57 

40, 69 40, 69 (two at this level) 

40, 57 (two at this level) 

0 

5 

10 

15 

20 

25 

30 

35 

40 

45 

50 

55 

60 

65 

70 

75 

0 10 20 30 40 

C
o

m
m

it
m

en
t 

Competence 

Competence and Commitment- Round 4 

Competence and 

Commitment 

Scores of Student 

Teachers 



Texas Tech University, Gaea Wimmer, August 2012 

84 

 

Table 11 

 

Student Teacher Development Level Change During the Semester (N =8) 

 Round 1 Round 2 Round 3 Round 4 

Student CP
1 

CM
2 

DL
3 

CP
1 

CM
2 

DL
3 

CP
1 

CM
2 

DL
3 

CP
1 

CM
2 

DL
3 

A 38 62 D3 10 69 D1 30 64 D4 30 67 D4 

B 33 61 D3 37 68 D3 39 67 D4 40 69 D4 

C 18 18 D2 28 50 D3 37 37 D3 38 47 D4 

D 37 54 D3 19 41 D1 40 55 D3 39 46 D3 

E 26 63 D3 36 62 D3 40 67 D4 40 57 D3 

F 30 66 D3 26 67 D3 24 69 D3 24 67 D3 

G 40 63 D3 40 64 D3 40 67 D4 40 69 D4 

H 29 56 D3 40 60 D3 40 56 D3 40 57 D3 

Note.
1 

CP = Competence Raw Score, 
2
CM= Commitment Raw Score, 

3
DL= 

Developmental Level 

 

The average competence score, commitment score and developmental level for 

the group was calculated for each round of the Competence and Commitment instrument 

administration.  The results can be seen in Table 12.  On average, the group was in the 

D3 level for the majority of the semester with very little variation in the average scores 

on the Competence and Commitment instrument over the course of the semester.  
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Table 12 

 

Mean Development Scores of Student Teachers (N = 8) 

Round Competence Commitment Development Level
1 

1 31.38 55.38 D3 

2 29.50 60.13 D3 

3 36.25 60.25 D4 

4 31.38 59.88 D3 

Note.
 1

Estimation made using preset cutoff values. Competence: low= < 20; high > 21. 

Commitment: low = < 38; high > 39. 

 

Research Objective Three 

Research objective three sought to determine the satisfaction level and intent to 

teach of student teachers before and after the student teaching experience. 

Student teachers completed the modified- Mentoring Relationship Questionnaire 

(MRQ) (Appendix K) to measure their level of satisfaction with their cooperating 

teacher.  To determine the amount of psychosocial support provided by the cooperating 

teacher, the student teachers responded to 15 items.  There were three items per function, 

yielding a total of five psychosocial function scores.  The scores are displayed in Table 

13. 

Students reported the highest means for acceptance (M = 6.34), friendship (M = 

6.29) and counseling (M = 6.17).  All three of these functions reported to have been 

provided to a ‘very large extent’ with standard deviation scores at .94 or lower indicating 

agreement among the group.  The remaining two functions role model (M = 5.92) and 

social (M = 4.13) also rated above the midpoint for the scale and fall within the real limits 
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of having provided to a ‘large extent.’  The standard deviations for these two lowest 

functions are 1.2 and 1.64, respectively, indicating lower agreement than the first three 

functions. 

Table 13 

 

Student Teacher Psychosocial Functions of Satisfaction (N = 8) 

Psychosocial Function M SD Min Max 

Acceptance 6.34 .80 4.67 7.00 

Friendship 6.29 .79 5.33 7.00 

Counseling 6.17 .94 4.67 7.00 

Role Model 5.92 1.22 4.33 7.00 

Social 4.13 1.64 2.00 7.00 

Note. 1 = not at all, 3 = some extent, 5 = large extent, and 7 = very large extent 

 

Another section of the MRQ was used to determine the extent student teachers 

needed assistance from coopering teachers on 28 items related to the roles and 

responsibilities of an agricultural education teacher.  The items were evaluated on a 5-

point Likert-type scale where 1 = never, 2 = rarely, 3 = sometimes, 4 = often, 5 = 

considerable.  Using the real limits from responses on a 5 point scale, the extent student 

teachers needed their cooperating teachers assistance was ‘rarely’ (M = 1.86, SD = .31).  

The amount student teachers were satisfied with the level of support they received 

from their cooperating teacher was evaluated for the same 28 roles and responsibilities.  
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The items were evaluated on a 5-point Likert-type scale where 1 = very dissatisfied, 2 = 

somewhat satisfied, 3 = neutral, 4 = somewhat satisfied, 5 = very satisfied.  The mean 

score for the extent assistance was actually provided on the items was 4.45 (SD = .59), 

resulting in a position in the real limits of ‘somewhat satisfied’ (Table 14).  

 

Table 14 

 

Extent Student Teachers Needed and Were Provided Assistance from Cooperating 

Teachers Regarding Roles and Responsibilities (N = 8) 

Assistance M SD Min Max 

Extent Needed
1 

1.86 .31 1.39 2.32 

Extent Provided
2 

4.45 .59 3.43 5.00 

Note. 
1
Likert-type items 1 = never, 2 = rarely, 3 = sometimes, 4 = often, 5 = considerable. 

2
Likert-type items 1 = very dissatisfied, 2 = somewhat satisfied, 3 = neutral, 4 = 

somewhat satisfied, 5 = very satisfied.  
 

 

Students also responded to five questions as to the similarity of their cooperating 

teacher (M = 5.50, SD = 1.53).  Another five questions assessed the overall satisfaction of 

the student teacher with the interaction they had with their cooperating teacher (M = 6.45, 

SD = .83).  All questions were on a 7-point scale: 1 = strongly disagree, 3 = disagree, 5 = 

agree, 7 = strongly agree (Table 15). 
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Table 15 

 

Student Teacher Satisfaction  (N = 8) 

Construct M SD Min Max 

Similarity  5.50 1.53 3.00 7.00 

Satisfaction with Relationship 6.45 .83 5.00 7.00 

Note. 1 = strongly disagree, 3 = disagree, 5 = agree, and 7 = strongly agree. 

 

Student teachers completed two instruments to measure their intent to teach. The 

instruments consisted of a pretest (before student teaching) and a posttest (after student 

teaching).  The instrument given after student teaching had four additional questions to 

assess the influence of the cooperating teacher on student teacher’s intent to teach.  

The intent to teach instrument administered before the student teachers left 

campus to student teach, a mean score of 3.84 (SD = .65) was reported for the twelve 

items (Table 16).  The items were on a Likert-type scale with 1 = definitely disagree, 2 = 

disagree, 3= not sure, 4 = agree, 5 = definitely agree.   Items 2, 7, 8, 11, and 12 were 

reverse coded and added to the rest to determine the overall mean.   

Student teachers responded to the same twelve items after they completed their 

student teaching experience.  The scores for each item are found in Table 16.  After 

student teaching, student teachers reported a mean score of 4.07 (SD = .70) for the twelve 

items targeted to measure their intent to teach. 
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Table 16  

 

Student Teachers’ Intent to Teach (N = 8) 

 Before Student 

Teaching 

After Student 

Teaching 

Item M SD M SD 

1. I have carefully considered my decision to become 

an agriculture teacher 

4.50 .54 5.00 .00 

2. I have no desire to become a high school agriculture 

teacher.* 

2.13 1.36 1.88 1.13 

3. I believe that teaching agriculture is a good career. 4.63 .52 4.63 .52 

4. I am satisfied with the choice to become an 

agriculture teacher. 

4.00 1.07 4.38 .74 

5. I am happy with my decision to become an 

agriculture teacher. 

4.00 .93 4.25 .89 

6. I am excited to begin my career as an agriculture 

teacher. 

4.00 .93 4.38 .92 

7. I plan to pursue a career other than teaching high 

school agriculture.* 

3.25 .89 3.38 1.60 

8. I believe teaching agriculture is not a good career.* 1.25 .46 1.13 .35 

9. I am planning on teaching high school agriculture 

within the next year. 

3.50 .93 3.50 1.31 

10. I will teach agriculture regardless of where the 

school is located. 

3.00 1.20 3.25 1.39 

11. I have decided that teaching agriculture is not the 

career I plan to pursue.* 

2.38 .92 1.63 1.06 

12. I will teach agriculture only if I find my ideal 

situation. (for example: geographic location, program 

size, salary, etc)* 

2.50 .93 2.50 1.51 

TOTAL 3.84 .65 4.07 .70 

Note. 1 = definitely disagree, 2 = disagree, 3= not sure, 4 = agree, 5 = definitely agree 

*Reverse coded items 
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There were four additional questions on the second intent to teach instrument.  

They were asked to gauge the level of influence the cooperating teacher had on the 

student teacher’s intent to teach.  Student teachers reported a mean of 3.81 (SD = 1.15) 

for the amount of influence their cooperating teacher had on their intent to teach (Table 

17).  They indicated that they cooperating teacher did help influence their intent to teach.   

 

Table 17 

 

Cooperating Teacher Influence on Intent to Teach (N = 8) 

Item M SD 

My cooperating teacher influenced me to become an 

agriculture teacher. 

3.38 1.51 

My interaction with my cooperating teacher has 

discouraged me to pursue teaching agriculture. * 

1.00 .00 

My decision to teach agriculture was impacted by my 

relationship with my cooperating teacher. 

3.38 1.60 

The relationship I had with my cooperating teacher 

supported my decision to teach.  

3.50 1.60 

TOTAL 3.81 1.15 

Note. 1 = definitely disagree, 2 = disagree, 3= not sure, 4 = agree, 5 = definitely agree 

*Reverse coded items 
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Qualitative Phase 

Research Objective Four 

Research objective four was the first qualitative objective for this mixed method 

study in which an effort was made to explore cooperating teacher’s use of the Situational 

Leadership
® 

II Model when working with their student teacher.   

This qualitative research objective described cooperating teachers’ application of 

the Situational Leadership
® 

II Model when working with their student teacher.  

Cooperating teachers were interviewed over the phone after their student teachers had 

completed their teaching internship.  After analyzing the telephone interview transcripts 

in NVivo 8.0, six major themes emerged.  The six major themes that describe the 

application of the Situational Leadership
® 

II Model were: expectations for student 

teachers, areas for development, guidance depends on student teacher, assessment of 

readiness, appreciate feedback from university, and preferred leadership style.  

Expectations for Student Teachers 

In order to help the student teachers develop, it is important to understand what is 

expected of them by their cooperating teacher.  There were several key expectations that 

revolved around professionalism and being open-minded. 

Danny said, “I want them to be prompt, and responsible, on-time and treat the 

kids with respect and teach class like it is supposed to be taught.”  Billie responded, “Lots 

of things from professionalism, being here on time, following school policy, things like 

that.  I think that is a big expectation.”  Glen said, “I want them to have good 

communication skills, not only with the students, but with our parents group, with our 
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administrators and with our students and community.”   Franklin said, “Being open-

minded to different ideas and also somebody who is not afraid to give their opinion if 

they think it is necessary.”  

Several other expectations focused on teaching and getting involved in the 

program.  Glen said, “I want, most of all, I want them to teach the whole period. I want 

them to have the kids involved the whole period. I don’t want to waste any class time or 

lab time.” Franklin said, “I expect them to be able to come in and have an idea of what is 

expected in the classroom, how to teach, ability to get along with students, have a correct 

attitude and attitude and willingness to learn.”  

Several spoke to the need for the student teacher to jump in and get involved as he 

or she enters the student teaching site. Henry said:  

Because it is a learning experience, sometimes for both of us, I think it is 

real important for them to want to get involved and because it is a 

relatively short period of time, to do that pretty quickly. Get involved with 

the kids and get to know them pretty quickly and then start taking on 

responsibilities as they feel comfortable.  

 

 Alan agreed that the student teachers need to immerse themselves quickly, while 

also recognizing that they do not know everything yet.  He added:  

We are pretty busy and I expect them to hit the ground running, and I 

don’t expect them to know everything. I like for them to ask questions. I 

also don’t want to be one of those to look over their shoulder at all times. I 

think a lot of times you learn by doing. I want them to hit the ground 

running and just jump in and go to work. 

 

 Finally, cooperating teachers said they understand the student teaching semester is 

a learning experience and want their student teacher(s) to be open to the development 

process.  Billie said:  
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I think it is important for them to learn and grow as a teacher. … and learn 

different aspects because most of them have been on the other side of the 

realm either as an FFA member or involved showing or whatever.  But 

they have never…they have to see things from a different perspective. 

 

 Eddie agreed that the student teacher needs to be involved with the total program.  

He said:  

Also, from an ag teacher and FFA standpoint, I want them to be willing to 

be active with the FFA, go to events that we go to.  This year I was 

fortunate to have one that actually trained a team and they did very well 

from that standpoint. I want them to go through every phase and every 

aspect that we have to as a regular teacher. I want them to get that 

experience. 

 

Areas for Development 

 

Teachers were able to identify areas in which their student teacher needed extra 

assistance in order to develop.  Although no two were the exact same, the cooperating 

teachers were all able to identify at least one competency they focused on helping their 

student teacher improve. 

 Classroom management and lesson planning were areas for growth identified by 

several of the cooperating teachers. Danny said:  

I would say he needed to be able to elaborate on his lesson plans. You get 

it across, but you still have to fill up the whole time span of your class. 

Know how to bring more detail into his lessons. 

 

 Glen said one area he helped his student teacher develop was dealing with non-

traditional agriculture education students.  He said:  

That would probably be with the 8th period class that he taught, a wildlife 

class, where he had students that were, within that class he had some very 

good students, but within that class also he had some students that just got 

put in there because of scheduling that didn’t really want to be in the class. 

So probably, from a standpoint of learning how to deal with discipline and 

how to deal with those students, I think that between myself and my 
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teaching partner that we probably, hopefully, helped him know more how 

to deal with some of those students that are non-traditional ag students that 

don’t want to be in the class to start with.  

 

Several cooperating teachers mentioned student teachers needed more livestock showing 

knowledge and ability.  Glen said: 

He didn’t get here in time to go with us to San [Antonio], or the first part 

of the Houston show, but hopefully we helped him gain a little insight into 

all the things that take place at the county show. How to deal with some 

things that will always come up during the county show. 

 

 Alan said:  

I would say probably more the stock show end of it. A lot of kids are like 

that and not even every ag teacher knows what is going on in the stock 

shows half the time…  Every ag department is different, every stock show 

is different, so it just takes some time getting used to some of that stuff. 

 

 Glen mentioned helping his student teacher with CDE teams in order to develop 

more understanding in. Glen said: 

[sic] giving him the opportunity to work with some CDE teams that he 

hadn’t been a part of before.  I think that probably gave him little 

experience in some of the teams that he hadn’t personally been a part of 

when he was going through school.  

 

Being the authority figure in the classroom was also an area for development.  

Eddie said: 

I think back to that, to being... getting those kids’ attention and being the 

center of the attention for the class and trying to make sure the kids knew 

that she was the one in charge and they had to pay attention to her…  At 

times she was a little timid to start with but as the experience went on she 

really gained a lot of experience with that and did very good and by the 

end she was great. She could get those kids attention and get them on task 

and did a good job. 

 

Working with the student teachers to become more comfortable in the shop was 

also mentioned. Franklin spoke about the shop being on area his student teacher needed 
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assistance in.  Billie said:  

Well I think probably where she was lacking the most, probably where she 

felt the least comfortable, was probably in the shop setting. We spent some 

time out there. She….like with my freshmen class, she had them in the 

shop some and then when she turned that class back over to me, they were 

still in the shop, and she spent time with me. 

 

Guidance Depends on Student Teacher 

The amount of guidance and support cooperating teachers give to their student 

teachers was highly influenced by the individual student teacher. Danny said:  

Everyone is different. I think you need to sit in and observe them and give 

them feedback before you just turn them loose. They should learn the 

same expectations I think as we have as teachers. Otherwise we are not 

doing them a service.  

 

In terms of the amount of guidance a cooperating teacher should provide, Billie 

said:  

I think it really just depends on that person. For instance, I didn’t give a lot 

of directives to [student] because she was so motivated and she knew what 

she needed to do and she did a good job. And she was creative. She was 

excited about what she was doing. Now some of the other….one of the 

other young ladies I had, I had to sit her down and tell her, “Look, you 

know, you can’t do this, but you need to be doing this.” So I think it really 

depends on the individual.  

 

 Henry said:  

You know, every situation is different, but I think you learn pretty early on 

what they are capable of and what they are willing to do. You just sort of 

develop the program from there. For instance, in this particular case, she 

was willing to teach whatever and do whatever and I wanted it to be a 

good experience for her so my expectations of her were to just get in there 

and do whatever she felt comfortable doing and we could just kind of 

develop it from there.  

 

 Franklin said his role as the cooperating teacher should adjust for each student 

teacher: “Saying that you are going to do it the same way every single time, I think, is not 
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as beneficial to the student teacher. Guide them, not tell them what to do.”  

 Henry also used a flexible approach to determine the amount of guidance needed. 

He said:  

I don’t want to be controlling so kind of a give and take figuring out 

what’s best for that person and the kind of person that they are. If it is 

somebody that doesn’t need a lot of leadership and guidance, somebody 

that is pretty self motivated that can just get in there and handle things, 

then that is what I let them do – just handle it. Though I guess it is 

situational. 

 

Assessment of Readiness 

Cooperating teachers overall said they felt their student teacher was well prepared 

for the student teaching experience.  They measured their readiness in a variety of ways.  

Alan said:  

Well, her lessons were well prepared. Like I said, she had a good rapport 

with the students. She was one that didn’t sit around and wait for things to 

get done, she just got things done. She worked hard at what she did. She 

was never behind on trying to meet deadlines. In anything that we had to 

do, we didn’t have to ask her, she was right there working with us on 

speeches.  If it was training teams, it might not have even been a team she 

[was] familiar with, she would get on the computer and find things that 

she needed to research to make sure that that team was well prepared. 

 

 Glen said:  

He came in ready to start and looking forward to finding out which classes 

he was going to start out with. I feel like he was always very well prepared 

for the classes that he taught and he had good classroom management 

skills. 

 

 Danny said:  

I think he did real good. He was very, I don’t know how you want to say 

it, depth came across with his lessons. He formed sound lesson plans and 

he was able to stand up and teach his class. He handled his class the way 

teachers should.  
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 Eddie said:  

She was very well prepared. Right when she started, did a lot of lab 

activities, even more than what I do, and that is great. The kids seemed to 

really respond well to that. She is very responsible, did a great job, there 

were times when she was a little soft spoken to start with, but she finally 

got over that and really got those kids’ attention and everything. She did a 

great job. She did a good job training teams, good job going to events and 

really helping out. I was very pleased with how she did. 

 

 The cooperating teachers shared they are happy with the preparation of the 

student teachers by Texas Tech University.  Glen said: “I think Texas Tech, and I shared 

this with the professors when they were up here.  I think you are doing a great job on 

getting the student teachers ready for their student teaching experience.” Billie said, “As 

far as [Texas] Tech providing student teachers, [they] are doing a good job.” Alan 

commented, “I have always had pretty good experience with [Texas] Tech’s student 

teachers so that is a good thing.”  

Appreciated Feedback from University 

In order to apply the Situational Leadership
® 

II Model, cooperating teachers were 

asked to complete four questionnaires over the course of the experience and were sent 

feedback after the first three.  The results of those questionnaires are explained under 

objective two in the quantitative section of this chapter.  Overall, cooperating teachers did 

not feel the questionnaires were confusing or time-consuming, but several mentioned 

they seemed repetitive.   

 Danny said: “To me they seemed repetitive. I don’t know how much they [were] 

helpful. I guess to an extent they [were], but I don’t think that we got too much out of 

them.”  Henry said: “Some of them were…maybe didn’t seem relevant or they were sort 
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of repetitive. Kind of hard to answer given the situation, I am not sure if it was the way it 

was worded or what.”  Henry added, “I think overall the surveys were good, they were 

short enough.” 

 Glen said, “I didn’t think they were confusing because I rated [student] very high 

on all of them, not just because of him, but because I thought he was doing an 

exceptional job.”  Eddie said: “I thought they were very easy to fill out, very straight 

forward, I didn’t see any problems. The information you were asking was the very basic 

of what you need from a cooperating teacher.”  

 Cooperating teachers did express slight concern with how certain questions were 

phrased.  Henry said: “[the surveys were] kind of hard to answer given the situation. I am 

not sure if it was the way it was worded or what.”  Franklin said:  

In some cases, I was kind of concerned about the wording of it. I didn’t 

know exactly, it seems like there was a couple of questions, if I remember 

correctly, that weren’t entirely, completely clear as to what information 

you were wanting out of it.  

 

 Overall, the cooperating teachers were not confused by the questionnaires and 

understood the purpose for them.  Billie said: “No, they weren’t confusing. I could follow 

what you were trying to find out. Is this person really going to be committed going into 

the field of teaching?”   Franklin said, “I thought it was fine, it was helpful, I was asked 

some pertinent information. 

 In terms of the feedback they received after completing the first three 

questionnaires, cooperating teachers said they found the information useful overall.  

Billie said: “I think those were helpful as well. And like I say, you know, [student] is 

pretty self-motivated and….I could see where if you had a student teacher who was 



Texas Tech University, Gaea Wimmer, August 2012 

99 

 

struggling, those definitely would have really been a benefit.”  Alan said: 

I think that definitely helps and it sees where she is or where we think she 

ought to be or even student teachers in general because we may have a 

different outlook on it than maybe you all do, either way on that. So I 

think that is really good. 

 

 Several liked the feedback forms because it reinforced and validated what 

they were already doing.  Danny said, “I did like the feedback because really, 

truly that was some of the same stuff that we was doing.” Henry shared:  

The emails saying, she is at a level 3 and this is how you might work with 

her the best. I think that was really beneficial. Even if I already kind of 

was doing that, you read it anyway and go “oh man, maybe I haven’t been 

doing this enough.”  So that part of it was good.  

 

 Eddie said:  

 

I thought they [feedback forms] were okay. It was something that as I 

looked at them they were things I kind of realized that that’s what I needed 

to do anyway. So no, I thought they were appropriate and helped. No 

doubt about it. 

 

 Glen stated he was confused as to what the developmental level referred to and 

what was considered a good number for their student teacher to be. He explained:  

I didn’t really understand, when you sent the report back that he was at a 

level 3 each of the times that came back. I had no idea what level 3 meant. 

That would be the only thing that I would probably…..if when you send 

back a report from the information that is gathered together, if level 3 is 

good or if level 3 is average or level 3 is excellent. I guess that would be 

the only thing that I would wonder how it was rating according to that. 

 

Preferred Leadership Style 

 Cooperating teachers said they fell into the supporting leadership category for the 

majority of the time they worked with their student teacher, with a few also mentioning 

the coaching category as a close second.  Danny said, “I would probably say supporting.” 
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Eddie said, “Supporting is what I hope I am at, is what I tried to do anyway.” 

 A few of the cooperating teachers were not sure which leadership style they 

displayed the majority of the time.  Alan said, “I would probably say I am a supporting or 

coaching.”  Franklin said: “I would probably say mine would be the coaching or 

supporting. I am not a very good delegator. I think that either coaching or supporting 

would be where I would be.”  Glen responded:  

I don’t delegate to a student teacher. I kind of think I fall between…I 

guess if I just had to pick one I would probably pick coaching. Because I 

don’t want to delegate things, I want their input, and I want to see how 

they think on things. 

 

Billie said, “Probably supporting mostly, I would think” and then elaborated on 

her decision: 

She [the student teacher] had her own ideas and she would ask me what I 

thought and most of the time they were great. And when we would sit 

down….some of the times when I evaluated her I would say, “You know 

maybe next time you could do this, this and this.” And she was like, “Oh, 

okay that is a good idea. I think I will.” and she would make notes of that. 

I think a lot of the lessons that she taught she will probably use later. 

 

Research Objective Five 

Research objective five examined how cooperating teachers conceptualize their 

role when working with student teachers.  The role cooperating teachers fulfill when 

working with student teachers resulted in three themes: expose them to the realities, 

advance the profession, and student teacher’s intent to teach can affect relationship.  

Henry agreed that the role of the cooperating teacher is essential, “I think that role is 

pretty important, and I actually am really glad you are doing this kind of research.”  
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Expose Them to the Realities 

 Cooperating teachers expressed that their role when working with student teachers 

involves exposing the student teachers to the reality of the job responsibilities.  Many 

different responsibilities are involved in being a successful agriculture teacher. 

 Danny said:   

They need to get across what teaching is really like. I believe in college 

you don’t get the full effect of it until you start student teaching. A 

cooperating teacher should be there to guide them and help them 

understand the everyday stuff. Not always, 100% lesson plans, stand up in 

class.  You have teams, other school activities, duties as a teacher…the 

whole aspect of an actual teacher.  

 

 Glen said:  

I think our role would be to let the student teachers gain as much 

knowledge as they can about, when I say knowledge I am not talking 

about knowledge as far as curriculum, we’ve got access to so much really 

good curriculum that I don’t think that is a problem. I think our role is to 

help them see how to deal with administrators, parents, other teachers, and 

other organizations within the school. Help them see all the things that 

have to take place outside the school day, besides just the teaching part of 

it. Most all the student teachers are going to, they are going to have access 

to lots of different curriculum that they can use in the classroom. 

 

 Billie said:  

I would think that probably our role should be to mainly, not only provide 

support, but also let them know this is not a job that you are going to be 

here from 8 to 3:30. There [are] a lot of aspects you need to be aware of 

that your job is going to entail. A lot of the younger teachers don’t 

understand that. 

 

 Eddie spoke about the need for student teachers to be exposed to actual high 

school students and the struggles that educators face when working with them.  He said:  

Everybody has this grandiose idea, and [student teacher] even had that, 

because she was a very good student when she was in high school and 

obeyed all the rules and did what the teacher told her. When you get into 
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the real world, not all of the kids are like that. She struggled a little bit 

with trying to understand why kids would not want to do their best.  

 

 Providing the experiential piece of the college preparation process is an important 

part of the process.  Several of the cooperating teachers spoke about the impact their own 

student teaching experience had on their career preparation.  Henry said: 

I think there are only so many things that you can teach in the college 

classroom.  So again, like for me, my experience was, I learned a ton 

student teaching and I didn’t, of course the department was a little 

different at the time, but I didn’t feel prepared to go student teach and I 

didn’t have a really extensive background in FFA or in livestock showing 

or in the shop. I was really pretty weak all around. My student teaching 

experience gave me a lot of confidence that I could do that stuff, even 

though I wasn’t that prepared. I don’t know that I learned enough through 

any of my classes in college that really helped prepare me for that teaching 

experience. Really getting in there and being involved with the kids was… 

I am kind of a hands-on learner anyway.  

 

Eddie said: 

When I went into ag education…[I] didn’t really know what I wanted to 

do…All the way through I was like, “yeah, maybe I will teach, maybe I 

will teach.”  Well I started student teaching, I was kind of indifferent on it 

and then after my experience with [cooperating teacher] I knew, it was 

pretty clear I wanted to teach and eleven years later here I am. 

 

 Cooperating teachers are also focused on the high school students in their 

program and making sure they are receiving a good education while allowing the student 

teacher to practice their teaching methods. Glen said:  

I think one of our primary focuses is to teach the students, teach the class, 

then utilize all of our extracurricular activities to expand on those and help 

develop the students’ skills but still primarily remembering that we need 

to teach. If we are teaching animal science, we need to cover all of the 

TEKS for animal science, or ag mech, or whatever it is then use all of our 

extracurricular stuff to build on those skills that we teach within those 

classes. That is what I hope that we do as cooperating teachers. 
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Cooperating teachers also want to teach the student teacher the need for 

flexibility. Franklin said: 

One thing that I always try to do is to try to develop that flexibility in 

student teachers …to [help them] understand that you do have to be 

flexible and give and take in all that to work… That’s why one of the 

biggest issues in Texas is fighting with some of the athletic or football 

programs, fighting for kids and all that. [If] a teacher shows inflexibility – 

I think is hurts the program because some kids aren’t able to participate or 

partake of it.  

 

Eddie said:  

Just trying to teach her, or even like the other experience I have had with 

the other student teachers, that sometimes you just kind of got to roll with 

it and do the best you can with what’s been given you that day. 

 

 Curriculum is also an important topic area that cooperating teachers want student 

teachers to become familiar. Eddie said, “We went through some curriculum…  I always 

try to include my student teachers, ‘this is what we are doing in the future, this is why we 

offer these classes when we offer them.’”  Glen shared the advice he provides to student 

teachers in terms on curriculum.  He said: 

If we are teaching animal science we need to cover all of the TEKS for 

animal science, or ag mech, or whatever it is, then use all of our 

extracurricular stuff to build on those skills that we teach within those 

classes. 

 

 Eddie discussed the need for student teachers to learn the financial aspect of being 

an agricultural education teacher.  He said:  

The other thing is that even she admitted that maybe we don’t do well 

enough from the college standpoint is going through the financial aspects 

of being an ag teacher and handling the different accounts, FFA account, 

handling booster club account, handling the purchase order system. I know 

every school is different, but there is a basic level of budget items that I 

think students maybe should be better prepared for when they came out. 

We had to go through a bunch of that stuff and she sat down and helped 
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me go through when we made our budget for next year. 

 

Advance the Profession 

 Many of the reasons why cooperating teachers agreed to serve in their role are 

their philosophical beliefs in bettering the profession.  Billie said, “I think it is important 

for us as educators to help those that are trying to get in the field as well.” 

 Glen spoke about the need to keep the profession strong”  

I would do anything that I could do to help our profession because we 

have got, I tell all these student teachers it is the best career in the world if 

you like what you are doing… I want to help any young teacher that I can 

help, I would be glad to help them and share anything that we have with 

them. We have no secrets on anything. We just want to help keep our 

profession strong. 

 

 Alan said, “I would like to help out whenever I can and if I can take a student 

teacher and try to help show them how we do things, I think that is part of the job.”  

Franklin said:  

It is a chance for me to reach out to somebody who is going to be out there 

working with the kids in this area or in the country. And it is important 

that they carry on the same condition and feelings and love for it that I 

have for it. That is my goal, not to try to convince them that my way is the 

only way you can do it, but here is my way and you just have to develop 

your own way when you get out into. 

 Others spoke about the importance of the student teaching semester in their 

decision to become an agriculture teacher.  Henry said:  

I think when I was an undergrad student and was on the teaching block it 

was, that is probably where the biggest impact came from me, was during 

my student teaching. So I don’t know if I have anything to offer for 

somebody who is wanting to student teach, but it is kind of like a way to 

give back. Especially if you get a student teacher that is really helpful and 

can do something for your program, then it is a win for them and for me 

too. 
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 Eddie said:  

I know how important it was, what it meant to me when I was student 

teaching to have a cooperating teacher who was really good. I feel like I 

would like to give that opportunity to other, younger teachers going into 

the profession. Give them my insight and maybe help them out and allow 

them to be better teachers once they…if they pursue it and actually go into 

teaching ag. Just give them an opportunity and experience that hopefully 

will be positive and want them to teach. 

 

 Cooperating teachers said they want to teach the student teachers what the job 

entails and what it will look like when they enter the profession.  Franklin said:  

Having a student teacher is another way to take it a step further to 

hopefully teach somebody what goes on, what the programs are like. Help 

them to have a career and a job that I do, that they love to be a part of. 

 

 Glen said:  

Well, I think that they need to understand teaching ag is…you have to 

have a lot of commitment to it. I think they need to understand that it 

involves several phases, it is not only the… a lot of times the easiest part 

of the day maybe your classes on the daily schedule but there is a lot of 

things that they need to be aware of and has to take place outside the 

regular school day. How to keep track of everything they are going to need 

so they don’t, so they aren’t late on entries or judging contests or 

whatever. I want to give them a broad idea of everything that this is going 

to encompass. 

 

 The cooperating teachers expressed a desire to help the student teacher become a 

successful teacher, but allowing them to make mistakes and learn from them.  

 Alan said:  

I actually think that cooperating teachers should be there to try to help 

mold that teacher, but at the same time not keep them from learning things 

on their own as well. Like I said, I think you learn by doing things and 

figuring out your own way of instructing and doing things. I think we are 

also here, like the stock show deal, teach them how we do things and let 

them formulate their own opinion about that. In the same way, with the 

teams and some of the other things, the projects, that we do during the 

year. And I think in the classroom you have got to get in there, teach those 
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classes to figure out what your teaching style is. 

 

 Franklin said:  

They are going to develop their own styles and the last thing I would want 

to do is try to say that you have got to do it my way. I think as a 

supervising teacher you have to be open minded and be willing to let them 

take hold and make some mistakes because mistakes that I have made in 

the past that I learned the best from. You have to be willing to let them, 

not necessarily make the mistakes, but almost make the mistakes. Because 

maybe head off some of them before they make any serious mistakes, but 

just be there to coach them and guide them along. 

 

Student Teacher’s Intent to Teach Can Affect Relationship 

 All of the cooperating teachers had visited with their student teacher in reference 

to their intent to teach agriculture after graduation. Several of the student teachers came 

into the student teaching experiences with very high intentions of seeking a teaching 

position after graduation.   

 Glen said: 

[Student] told me that he wanted to teach and that became stronger all 

through, all the way through it became a stronger drive in him the longer 

that he went, the more he really wanted to get into the profession. 

 

 Billie said, “Oh yes. She has already got a job.”  She expanded her response by 

adding: “Of course I have known [student] ever since she was a little girl…I really don’t 

know that [student] has probably ever thought about another career.” 

 Other cooperating teachers noticed a change in intention over the course of the 

semester.   Henry said:  

I knew going in that she considered teaching as an option, but didn’t know 

if she wanted to teach, which is fine because that is kind of the way I was 

going into teaching too, except I didn’t create as many opportunities for 

myself as she did. 
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 He elaborated on his response by adding:  

[a job nearby was] open and she applied for it and it seemed like within in 

the last week or two she kind of starting thinking, “Hey maybe this is 

something I would like to do.”  She didn’t ever say that really, just kind of 

in her attitude about filling out that application. 

 

 Eddie had a similar situation with his student teacher:  

Initially she was full blown on [being a] science teacher, but as we got to 

doing the FFA stuff and going on trips and going to livestock shows and 

competing in judging contests, she started to look at ag teaching jobs and 

actually applied for a couple of them…  Initially she never even thought 

about doing the ag teaching deal, but about half way through she was 

pretty set that if she could get an ag teaching job she would definitely love 

to do that too. That is pretty neat, I was glad to hear her say that and say 

that being an ag teacher was something she was thinking about doing. 

 

 One student teacher did not plan to teach after graduation.  Danny said: “I don’t 

think he really wanted to. I think a lot of that is because he has his family business back 

in [hometown]. And he was going to go work with his dad.” 

 Cooperating teachers said they would change the way they interacted and worked 

with a student teacher who expressed they did not intend to teach after graduation.  Henry 

spoke about his experience working with student teachers in the past:  

I had a student teacher [sic] who told me kind of early on that he wasn’t 

going to teach. He was going to go back home and farm and ranch. He 

was not a very good student teacher. He didn’t ever teach. It was sort of 

like he was just biding his time until graduation and just did the minimum 

to get by. So yeah, I think it could have made a difference. 

 

  Eddie said: 

I know I would do what I need to do in terms of completing my duties as a 

cooperating teacher, but if it comes to a point there is just no way this 

student teacher would want to be a teacher, I might back off a little bit it 

terms of really trying to teach them the ins and outs and small parts, and I 

know I shouldn’t do that, but at the same time there is a lot to do as an ag 

teacher and if you are just wasting your breath I would rather not do that, 
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if I know they are not ever going to teach. 

 

 The cooperating teachers would work to encourage the student teacher to consider 

teaching and get them excited to become an agricultural education teacher.  Billie said:  

I think I would try to figure out why they didn’t want to teach. To be 

honest with you, when I went to college my degree was in Ag Business 

and I went ahead and got my teaching certification and really didn’t have a 

desire to teach, but once I started teaching… I really honestly, can’t see 

myself doing anything else. I would probably talk to them about that. 

Because I think, once you get over that hump and that fear of being your 

first year. I think a lot of times, a lot of teachers stay in. 

 

 Many cooperating teachers stated it takes a certain type of individual to become a 

high school agriculture teacher. Billie said: “I think that if you have that desire to be 

around students, high school kids especially, all the time then it probably is for you. It 

takes a special kind of person to do this.”  Henry commented, “Not everybody is cut out 

to be a teacher and I certainly understand that too.” 

 Alan said the student teachers’ intent to teach would not influence his opinion of 

them, but he would encourage them to enter the profession: 

I think more it would probably prompt me to try to urge them to teach, 

push them in that direction. I know [previous student teacher] wasn’t 

going to teach and I think I tried to push him in that direction a little bit 

more, get him more involved to where he could see the goods out of 

teaching. I think he just got a teaching job a couple of weeks ago. He went 

out and did something different and realized, “You know what, I think I 

do want to teach.”  I think most teachers would be more like that, to push 

them in that direction to get them to where they would want to teach. 

 

 One cooperating teacher said he did not feel the student teacher’s intent to teach 

would impact their relationship.  Danny said: “No, I don’t think so. I didn’t look at it that 

way. I looked at it as, we still have to do our job.” 
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Research Objective Six 

Research objective six explored the student teaching experience from the student 

teachers’ perspective.  Student teachers were interviewed using semi-structured 

interviews conducted after the completion of the student teaching semester.  After 

analyzing the eight interview transcripts from the student teachers three themes emerged: 

Building familiarity is critical, communication is vital and guidance was wanted and 

appreciated.  

Building Familiarity is Critical 

 The beginning of the student teaching experience is a critical time that sets the 

tone for the rest of the semester.  Getting students teachers acquainted with the school 

and the unique culture and climate of each situation is critical for a successful start. 

Student teachers experienced varying levels of beginning activities such as introducing 

them to the school and policies, expectations for the experience, and evaluation of their 

own skills.  

 Student teachers expressed they were unsure as to their level of readiness when 

they entered the student teaching site.  Gary said: 

You get in there the first day you may be, “I don’t know if I am ready for 

this” but as soon as you get in the classroom, you realize the students are 

going to pay attention to you because they know regardless of the content 

knowledge you have at the moment, they are going to pay attention 

because they don’t have that knowledge. So it was at that point that I knew 

that I had the skills to stand up in front of these kids and instruct them. 

 

 Bailey said she grew in confidence over the course of the student teaching 

experience:  

I didn’t know how ready I was whenever I started. I guess just presenting 
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lessons and working on planning lessons and then I don’t really know how 

ready I felt as I went.  I just didn’t know what to expect, but as I was there, 

I kind of, just the way my lessons went during the day kind of helped me 

assess how well prepared I was that day and then just different things that 

I needed to continue to work on. 

 

 Student teachers said they felt they were well prepared to plan and teach lessons.  

Codie said:  

Well, the lesson planning template was great so I could figure out what I 

needed to do during the lesson and plan questions beforehand and 

everything to ask them. A lot of the methods that they showed us, I used a 

lot of that stuff. 

 

 Devin also said he was well prepared to teach, but lacked in his ability to convey 

the depth of the subject matter:  

Yeah, it’s not the teaching. The teaching though, the structure of how to 

teach a lesson I was very well prepared on. I couldn’t tell you how many 

times I got complimented on how to teach a lesson, but as far as what I 

was teaching, I felt that lacked a little depth. I lacked a little bit of 

knowledge there. I could have learned a little more knowledge there. I 

could have learned a little bit more on how to do things. Not just teaching 

though, how to do things, get your teams ready, stock shows, record 

books, and all that stuff. 

 

 Student teachers said they felt prepared to teach, but had to learn to be 

comfortable when teaching a class of high school students.  They described components 

of the student teaching experience as having to personally participate in them before they 

were able to learn.  

 Edith said she was prepared in terms of the background information, “but I don’t 

know if anyone could be fully prepared to walk into a classroom and just teach. I think 

there is part of it where you just have to experience it and then you understand.” 
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 Bailey said:  

I definitely think I was well prepared because I felt like I knew how to 

deal with situations that came up and as far as presenting a lesson, I was 

way more prepared for that [than] I felt like I would have been when I first 

started college. I definitely think they prepared me as much as they 

probably could have because it is just going to be different in each 

situation you go into. 

 

 Amelia explained:  

I feel like I definitely was prepared. I might not have been prepared for the 

classroom experience, but more the personal experience mainly. Because I 

loved learning all the different teaching methods and things to be aware of 

in students’ lives, that kind of stuff we learn in the block. That was good. I 

think it was more me getting in there and being like, “what am I doing?” 

this is nothing like sitting in front of nine people giving this lesson. It was 

kind of a mental, personal thing each day I had to prepare myself for. 

Okay, these students are nothing like what I have been around, they are 

nothing like teaching to college kids. It’s not like I wasn’t prepared to be a 

teacher, it was the interaction and the communication aspect that took 

some adjusting to that I felt like I wasn’t prepared for. 

 

 The student teachers said high expectations in their college preparation helped 

prepare them to enter the high school classroom.  Bailey said, “I guess doing things in 

class and talking about things helped me feel more prepared.”  Hazel explained:  

We talk about everything in class and how it is going to be. So I guess the 

professors set their expectations high for us and so we obviously want to 

deliver and make them happy and everything. Right before we went out, 

they talked about okay now…. That was the perfect world we are teaching 

you all, but this is what might happen. 

 

Fiona explained that her college preparation was better than others’ preparation,  

I am gonna [sic] compare something, but I probably shouldn’t, but I think 

the professors, the grad students, with all the tips in teaching and how it is 

going to be and what to expect and then just the education I received in 

my other classes. I felt like I was good to go. And then when I kind of saw 

how other institutions prepared I was like, wow, they didn’t teach you this, 

so I felt great. 
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 One of the ways student teachers built familiarity was communicating to their 

cooperating teacher their backgrounds and strengths when they first began their student 

teaching experience.  Gary said:  

He asked me before he even gave me the freshmen classes if I was okay 

with each one. He gave me the units that they needed to cover the TEKS 

and he [said], “Are you comfortable teaching these?” and I was fully 

capable. 

 

 Student teachers mentioned that their cooperating teacher would try to determine 

how comfortable they were with certain areas of agricultural education.  Codie said:  

He asked me if I was in ag in high school and he asked me what I do. I 

told him about my horses. He told me to start with horses in animal 

science and go on with it there. 

 

 Edith was also able to start teaching in a content area she was familiar with.  She 

said:  

He knew I was more comfortable teaching animal science and so that is 

the class I started out with. Then over time I had to start teaching the other 

classes, but he let me start where I was most comfortable. 

 

 Amelia worked closely with both of the cooperating teachers at her student 

teaching site.  She discussed how they assessed her content area strengths and 

weaknesses: “When I first got there, I told them right off the bat, I did not have much ag 

mech [sic] experience at all, because I don’t. The most ag mech [sic] experience I have is 

from college. I don’t have much.” 

 She elaborated further:  

 

They definitely did that, because they know my experience in animal 

science and my forte in that. Mr. [name], my major is ag communication, 

so he knew for one of them they have the professional agribusiness class 

so they allowed me to teach units over just communications in general.  

Like professionalism, interviewing, that sort of stuff. They wanted to 
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make use of me in that way and say, “Hey we know you are awesome with 

this, let’s do it.” 

 

 Fiona said, “We talked about things that I did in college, classes I took, things I 

was involved in.  He really asked me a lot of questions to place me where he thought I 

would be the most successful.” 

 Student teachers recognized their own strengths and worked to develop areas in 

which were weak.  Gary said: 

He would always comment on my ability to stand up and go with 

whatever it was and even when a student would have questions, I may not 

have known the answer, but I could make that student believe what the 

answer was and if I didn’t, we were going to find it. 

 

 Edith said:  

I think probably just planning lessons in general. I don’t know a lot about 

wildlife or soils but that was one of the classes I had to teach so I learned 

how to find the information I needed to teach the next class. So that was 

something that I improved on. 

 

Communication is Vital 

 Student teachers all emphasized the importance of communication with their 

cooperating teacher.  Hazel said, “We communicated really well.”  Edith said:  

Well, we had the observations, we had six required observations, but a lot 

of time I would sit there in between classes or when we didn’t have a class 

and talk to him about how things were going and if there was anything 

else I needed to do. We would talk about it in conferences or I could see it 

from what he had written on my observations. 

 

 Hazel said:  

I know like on our little sheet we were supposed to have a designated time 

when we had a little conference, I didn’t even fill that in most of the time 

because we were constantly talking about what worked or what didn’t 

work or just stuff like that. 
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 Several student teachers pointed out the lack of effective communication at the 

beginning of the student teaching experience.  Amelia said:  

An ideal relationship is one that has so much communication. That was 

one of the things I felt lacking at the beginning. I did not go into it and I 

was not immediately told, “These are the expectations, these are what I 

want, this is what we are going to expect of you” and that would have 

made it so much better because I spent kind of a week or two just trying to 

figure out what they wanted me to do. 

 

 Amelia added: “I feel like there was more communication at the end. I think that 

came with becoming more comfortable with one another.”   

 Codie said:  

We didn’t have a whole lot of communication, especially at the beginning. 

I was almost afraid to ask him what he wanted me to do. And he never 

watched me teach or anything. So he watched me one time when 

[university supervisor] was there and he said, “Oh yeah, she is doing great, 

she needs to learn, be better on classroom management.”  It was the big 

class and they are crazy anyways [sic]. 

 

 The need for feedback was expressed and appreciated.  Fiona also said she 

communicated well and received feedback from her cooperating teacher:  

You know sometimes it was on the evaluation sheet. Things were brought 

up that I didn’t know. But we had meetings regularly and he would tell me 

things that were going really well and things that I should try to work on 

to make better. 

 

 Devin received feedback from his cooperating teacher. “Yes, absolutely. I taught 

a lesson or did something wrong he would give me a little feedback on it and if I was 

doing something that wasn’t working, he would give me a suggestion.” 

 Bailey said:  

I guess specifically in writing would be the times we did the evaluations, 

but she filled those really well and then after I would do the lesson she 

would talk to me about it and then just along the way if she noticed stuff 
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that we were doing in class she would give me advice. 

 

 Bailey added, “I think she gave me really good feedback and she had a lot of 

really good points of ways I could improve it.”  Gary said: “Everything that I did he gave 

me great feedback on he told me, “Yes, change this, or yes, this is great, do more of this.”  

He was very good at it.” 

 Student teachers said they appreciated the ability to ask questions and receive 

feedback throughout the student teaching experience.  Amelia said:  

They were constantly asking me questions, at the end of the day, “How 

did that go? How did those girls respond?” I was always felt welcome to 

go to them if I had problems and so I might say, “Hey these three girls 

won’t stop talking or they are fighting or whatever.” One would be aware 

of the situation which is what I really wanted and they would offer me 

some feedback, but they were so good. After that day they would say, 

“Hey, what about those three?” they remembered what my problems were 

and followed up with it. That was the biggest thing, they were so good on 

follow-up. Whether it be immediately after class or at the end of the day or 

during lunch, we were always able to talk about it.  

 

 Bailey said:  

She was really good.  Sometimes things were kind of hectic. She was 

always there for me to ask her questions whenever I needed her to and as 

far as jobs go, she really helped me out with finding one and all of that 

stuff. I guess I had known her for a while so that kind of helped out a little 

bit because it wasn’t awkward ever really. She was always there and I 

always felt like I could ask her questions whenever I needed to. And then 

she would give me advice about stuff along the way which was really nice. 

And even things that hadn’t really come up yet she would say, “This is 

something you may deal with sometime and this might be something you 

want to think about.”  So it was good. 

 

 Hazel said: “I wasn’t afraid to ask him how he would handle this situation or 

could I have done this better so we were really open about everything. He gave me a lot 

of personal examples… that helped me too.” 
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Student teachers craved feedback.  Codie said she did not get adequate feedback 

and offered comments on what she would have liked to have received: “Just like taking 

interest in what you are doing. Watching you actually teach and maybe giving you 

feedback and stuff afterwards. Maybe giving you ideas and everything.”  Cooperating 

teachers were asked to watch their student teacher in the classroom and fill out 

evaluations several times over the 12-week experience.  Codie would have appreciated 

more feedback on the official sheets.  She said, “Filling out those papers would have 

helped a lot. I really enjoyed it when [university supervisor] came because she did that. 

She would have the front all filled out and I really tried to work on what she said.” 

 Amelia said:  

I feel like [cooperating teacher] didn’t provide [feedback] as early as I had 

hoped because I sought feedback from students honestly. Some of the kids 

I had gotten close to I would ask them if they would like…. I plan to do 

that in the future as a teacher, I think it is important for your kids to give 

you feedback. I got more feedback from the kids in the beginning than I 

did from him. That eventually changed. 

 

Guidance was Wanted and Appreciated  

 Student teachers recognized their development over the course of the student 

teaching semester and welcomed advice and support from their cooperating teacher in 

those areas.  Gary said he grew in the ability to judge how long a lesson would take to 

plan and teach:  

The amount of time it took me to plan a lesson.  At first I was putting in 

several, several, hours to develop lessons, but towards the end I could put 

together a lesson plan in 15 minutes for a class. 

 

 He added, “I got more of a judge of how much they could cover in a day and what 

comprehension level they could cover.”  Fiona spoke about her increased ability to plan 



Texas Tech University, Gaea Wimmer, August 2012 

117 

 

lessons in a shorter amount of time:   

I feel like more competent in my lesson planning.  It would take me 5 or 6 

hours to plan one lesson. I felt it had to be perfect and everything. I would 

plan everything from scratch and now I will Google things and take ideas 

from the FFA website or Georgia Ag Ed. They have a lot of good ideas 

out there and so I would kind of pick things so it doesn’t take me near as 

long now. I can focus on more activities to do in the classroom to make it 

more interesting. 

 Bailey said:  

I guess I probably needed to be stricter. I didn’t have any bad discipline 

problems but as far as going in a new class, I probably need to be stricter 

from the beginning then let up from there. This isn’t necessarily anything 

that she said, but I wish I would have wrote out my lesson plans a little bit 

neater just so that it is easier to keep those… I guess I just need to do more 

research and learning about what I am teaching.  Those are the kind of 

things I feel like I need to work on. So that way I can plan lessons a little 

better. 

 

 Fiona said:  

In the shop, my biggest fear was the oxyacetylene machine because I 

didn’t want to blow everyone up. I still don’t feel probably 100% 

comfortable doing it by myself with a bunch of kids. I mean I turn it on 

but some of the kids that were out there, they really knew what they were 

doing so they kind of coached me through it if I had questions. I think that 

will take years, many years, to become comfortable with. 

 

 Student teachers said they received help, in areas they were weak in, from their 

cooperating teacher during the student teaching experience.  Bailey received guidance 

from her cooperating teacher through the use of materials and advice:  

She gave me some materials that she had beforehand and so whenever I 

started food tech she gave me some books she had that went along with it 

and she helped me develop some lessons for those because one day we 

deveined shrimp and cooked that and she helped me get all of that stuff. 

And whenever I was doing horticulture, we kind of started a floriculture 

section and so she helped me out with some of those [lessons] whenever 

she observed.  She gave me some ideas of lessons that could after that and 

then she helped me get the materials for it and show me how to do it 
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because we made paper flowers. Just kind of along the way as she noticed 

things that I needed help with and she would help me out. We were talking 

about CEV [a curriculum materials company] stuff so she showed me 

some of her materials and things like that. 

 

 Edith said:  

After we had the observations we had to turn in for the block assignments, 

he identified my weaknesses through those observations and wrote them 

down and talked to me about them and tried to come up with ways for me 

to improve in those areas. 

 

 Amelia said she was pushed to try new things by her cooperating teacher: 

[He] knew I had no experience in wildlife stuff so he pushed me to teach 

some lessons about wildlife and helping with his wildlife team. I had no 

experience at all. If anything, they were teaching me more because they 

would laugh because I [would] mess up and they would correct me. That 

was very good, I know he did that to benefit me, to teach me something 

new.  

 

 She also was able to co-teach and grow from that experience:  

[Cooperating teacher] had animal science and vet med and he had I guess 

two principles, freshmen classes. I don’t know anything about vet med. 

You can adjust your lesson plans to go from animal science or livestock 

production to vet med. That was interesting, I learned a lot from him in 

that, we co-taught a few lessons.  

 

 Devin said:  

I could tell he knew there were things I struggled with more than the other 

things, which he would give me a little more attention in those areas than 

something that I was more comfortable with, but he never directly told me, 

“You need to do a little more of this or a little bit more of that.” 

 

 One of the areas Devin said he learned a lot about was how the entry system for 

career development events and stock shows in Texas was accomplished,  

Definitely a lot with making sure, the teams, as far as the entry stuff goes, 

make sure your teams are entered in the contest making sure they get into 

the contest. The stock show stuff was real big for me, for him to be there 

to make sure I am doing the right thing. You create a big mess if you don’t 
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enter your team on the right time or get this done at the right time. I think 

that one was a real big importance. Punctuality on the deadlines and stuff. 

 

 Hazel said: “I had all the resources I needed in that class, textbooks, I would bring 

those home sometimes stuff like that, but he definitely made everything available if I 

needed.”   

 She added:  

I didn’t sit down and plan lessons for the shop.  I knew what I was going 

to do and we would go out there and just prepare for that, cut metal or 

whatever. We would do that kind of stuff together. 

 

 Student teachers appreciated when their cooperating teacher helped them develop 

their teaching methods.  Gary said:  

If he thought I could do better with something he would come in and tell 

me, “Maybe we should try this,” so he giving me ideas. It was very 

positive and building. It was never any negative construction [sic] going 

on at all. 

 

 Gary added:  

When I would prepare… my unit of instruction, we would go through my 

unit of instruction and he would we see what I had bulleted as important 

things and then he would go through and say maybe we should get rid of 

this and add this because in this area it is more important to focus on these 

things. 

 

 Several of the student teachers mentioned becoming more competent in classroom 

management, but still developing their skills in this area.  Fiona said: “Classroom 

management I still really need to work on. I found it hard to keep them quiet and 

focused.”  Edith said:  

It is related to discipline, but it is more me being the authority in the 

classroom. I am not by nature a loud person or anything so me being quiet 

while teaching, I had to improve on that.  Gain their interest quickly in the 

way I talk or spoke in the classroom.  Basically acting like the teacher.  
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For the longest time you don’t really feel like you are the teacher then all 

of a sudden one day it clicks.  And you are like, “Okay I am their teacher; 

I am a part of this class.”  That was one of the things I had to overcome, 

just realizing that I actually was their teacher and not just a student in 

some other class. 

 

 Codie shared that her cooperating teacher did not ask her about what areas she 

wanted to improve in.  She said he finally did offer one area, “the last visit that 

[university supervisor] was there he [cooperating teacher] said ‘classroom management.’”  

Codie went on to explain that the advice he gave to develop in the area was not what she 

wanted, “He said that I needed to be harder on them and send them to the office more 

often, which I don’t feel is a good point.” 

 Several student teachers said they wanted more help at the beginning, but 

eventually received the help.  Codie said:  

When I first got there, he just threw me in and just said, “Here you go and 

teach.”  So I didn’t have a whole lot of help at the beginning. Through it I 

started asking questions and stuff and he started helping me more. 

 

 Amelia said:  

I feel like there was more communication at the end. I think that came 

with becoming more comfortable with one another. [Cooperating teacher] 

was more apt to correct me or add to what I was saying in the lesson at the 

end, which I appreciated it. It wasn’t ever a condemning, like, “Well, 

that’s wrong” kind of a thing. 

  

The location of supervision varied depending on the teaching site.  Codie said her 

supervision was done from her cooperating teacher’s office:  

I assume he could hear what I was doing, his office is right there, so he 

would probably hear what was going on in the classroom and maybe he 

was observing me that way. I never heard any feedback from that. 

 

Codie explained that the level of supervision and where it was made from 



Texas Tech University, Gaea Wimmer, August 2012 

121 

 

remained the same throughout her experience. 

 Fiona’s cooperating teacher was more present in her preparation process, but the 

other agriculture teacher at the school watched her teach most of the time:  

He was pretty much always there watching my interaction with students, 

watching me plan and prepare for lessons. He didn’t see me teach too 

many times because he has classes going on whenever I was teaching. But 

he would try to come in there and watch me teach and give me feedback 

on things.  And the same, with the female teacher, she was always in there 

so she was telling me “Well if that doesn’t work, then you can try this.” It 

was really both of them were watching me at all times.  

 

 Gary said, “There was several times he would be on the computer in the 

classroom, working on his stuff while I was teaching and he would be observing me at 

the same time.”  

 Edith said:  

On occasion we were both in class and sometimes he had something to 

add to my teaching or if I had something to add to his to make it better for 

the kids then we could do that. That was helpful. 

 

 Devin said:  

As far as teaching goes he would sit in the classroom while I taught and, 

you know, give me some pointers after the lesson was over. He never 

interrupted me so I thought that was good but afterwards he definitely 

would point out this, point out that. If we were ever in the shop doing 

something, he would make sure I knew what I was doing, ask if I knew 

what I was doing and let me do it. Just maybe give me a few pointers here 

and there, but that’s probably about it. 

 

 Student teachers shared that their cooperating teacher started by supervising them 

in the same classroom every class period, but as they developed, the cooperating teacher 

did not observe every class they taught.  Bailey said:  

I guess she might be in there the first class whenever I first started and 

then after that she would be back and forth in there. She would be in her 
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office so she could hear what was going on. I guess the times she really sat 

in there were the times I had her do my evaluations.  

 

Bailey said she noticed less supervision as she progressed in the semester:  

 

I think that she supported me along the way, but I think towards the end 

she kind of was letting me have the classes more so because I had all the 

classes for a while and so she didn’t really observe as much as I went on. 

 

 Edith said:  

It started out where he observed a couple of my first teaching classes and 

as time went on when he had something else to do, he would feel 

comfortable leaving the room because I had gotten to know the kids 

enough that I knew how to handle the class. I would be okay. 

 

 Hazel said:  

Well, one of the classes I taught was actually in the classroom, but that 

was the only in-class [classroom class] that we had…All of the other 

classes were in the shop. Really, in the beginning, since I was just getting 

refreshed on everything, he was definitely out there [the shop] with me 

and watching the kids and stuff like that. 

   

 She elaborated, “As time went on, he wasn’t always out there in the shop with me 

but he was constantly coming in and out and making sure I was okay those kids and 

watching them and everything.” 

 Gary said he also noticed that his cooperating teacher lessened his supervision as 

the semester went on.  “At the beginning he was in there more. At the end he would be 

getting ready for his own classes, and he would be doing stuff and buying materials for 

his classes. They were my classes.” 

Most of the student teachers said they felt their cooperating teacher exhibited a 

supportive style of leadership when they worked with them.  Gary said his cooperating 

teacher was in a supportive role when he worked with him. “He let me come up with my 
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own ideas and then we just restructured them to fit things. They were always my ideas. 

Unless I needed a project or I had to ask him something.” 

Bailey said:  

I would probably say supporting because she never really told me exactly 

what I needed to do.  She kind of said, “This is what we have been doing 

and this is some things that they need to cover at some point.”  I just kind 

of could do it however I wanted to. So she never really just specifically 

told me what to do, but she was always there if I needed her. 

 

Amelia said her cooperating teacher was also more of a supporter leadership style:  

He always wanted me to feel supported and liked. And no matter what I 

tried to do, he was always very encouraging and saying, “Oh yeah, that 

was a great idea.” Once I would do something he would give me 

something to do very similar to that. Even the negative critiques he would 

give me, they were never that tragic…  He was never harsh, never overly 

demanding, he was always very cordial.  Which was great, I mean, which 

is great.  Yeah he was a supporter. 

 

 Edith also said she thought her cooperating teacher was supportive by allowing 

her the flexibility to teach how she wanted to.  She shared the following advice her 

cooperating teacher gave her, “‘This is kind of where we are and you need to teach 

related to this topic and how you want to teach it is up to you.’”  Hazel said her 

cooperating teacher was, “definitely supporting.”  She elaborated by saying:  

He never put me down, nothing was ever really negative. Even if 

something was a bad situation or I could have handled it different, we 

talked about it in that sense.  Instead of like “Hey you shouldn’t have done 

that,”…  he was always giving me personal examples and experiences that 

he went through so I feel like in a roundabout way it is kind of supporting 

what I am doing or what may happen. 

 Codie not not think her cooperating teacher exhibited a supportive leadership 

style. She described her cooperating teacher: “He more just told me what to do when I 

asked him what I needed to do he didn’t influence me.  He just told me what I needed to 
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do.”  

 She elaborated by sharing an example:  

He would take over sometimes my lessons like when I was teaching he 

would step in and take over what I was going to do and go in a completely 

different direction than I wanted the lesson to go in. 

 

Research Objective Seven 

 Research objective seven sought to describe the cooperating teacher-student 

teacher relationship from the student teacher’s perspective.  Analysis of the student 

teachers’ description of the relationship between the two parties yielded four themes: 

cooperating teacher’s role, critical characteristics of a cooperating teacher, expectations, 

and feelings toward the experience.  

Cooperating Teacher’s Role 

Student teachers described the role of the cooperating teacher in several ways.  

 

They first described a need for the cooperating teacher to be supportive.  Fiona said, 

“Someone who seems supportive of allowing somebody to come in.”  Gary said:”I think 

the supportive role is the best because when I look at it I learn best from failure. This 

didn’t work today, tomorrow we are going to doing something different.”  Gary also said: 

I think supportive role is better, but to be there as almost as a 

directive/supportive role. It needs to be a split role they need to direct the 

program so you have got some structure as to which way you are going 

but be supportive in your ideas. 

 

 Edith said:  

Ideally for me, I think it would be the supportive role that we have talked 

about, but I think it depends on what kind of student teacher there is too. 

Because I don’t think everyone is the same and they might need a little bit 

more direction at the beginning than I did just to help start their experience 
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then later on it might turn into the supportive role. But I think it really just 

depends on the student and on the teacher and how their styles can 

actually meet the other. I think ultimately the ideal teaching situation 

should be supportive or like a mentorship.  

 

 Hazel said:  

Obviously supportive. They should be a good leader. I think it looks good 

when they are involved in other things in the school. It kind of shows you 

aren’t there just to be an ag teacher, you are part of the staff as well, even 

though you may not be in the high school all the time. 

 

 The student teachers said the cooperating teachers need to give feedback and 

provide opportunities to learn areas that were not taught in the college classroom.  Hazel 

said, “In the classroom, they definitely need to give feedback and definitely monitor your 

student teacher and correct things that aren’t right. Just so things don’t go downhill.”  

Bailey said, “I think that they need to just be there to give feedback on ways that [the 

student teacher] can improve.” Fiona said, “They should be there to mentor them, try to 

give them as many opportunities for one, but share their life lessons, things that they have 

learned throughout their many years of teaching.” 

 Hazel shared the importance of FFA and the need for the cooperating teacher to 

“include their student teacher in FFA activities and training teams and signing up for 

contests and how to do all that and recordbooks. That is such a large part of it.” 

 Devin said:  

I would say giving us as much information as possible and giving us the 

information that we don’t have. Like I said, I feel I lacked a little bit in the 

some of the content I had.  He hit me hard with some of that stuff so I 

think that was a really big thing to give me a dose of what it is like and 

what I really need to know versus what I have been taught. 
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 Bailey said:  

I think that it is good to think about, if I was to be a cooperating teacher 

someday, I would want to think about the things that I had a hard time 

with as a first year teacher and just give advice on ways to maybe deal 

with that. I know there is a lot of things that aren’t covered in class which 

as far as stock shows go, just little nit-picky things that you have to do 

along the way that are important. But just talk about those things and I 

know that you can’t cover all of that stuff in school because there are a lot 

of different things and it kind of depends on the program. But I would just 

like to hear about things they had a hard time with whenever they first 

started and ways to help that.  

 

 Student teachers expressed the need for cooperating teachers to show what it will 

be like to be a teacher. Amelia said, “They should be the one who provides the window 

into what the real world teaching is like.” She elaborated:  

Just to provide a realistic experience because whenever you are learning in 

the classroom, in college, you can learn the facts and the figures and the 

methods, but you aren’t getting to see the people. I feel that is the role they 

need to play. They need connect you with the reality of the situation and 

the career you are trying to pursue. 

 

Critical Characteristics of a Cooperating Teacher 

Student teachers discussed important characteristics cooperating teachers and 

their programs should possess.  In terms of the agriculture program, Gary said: “I think, 

at most, the structure of the program.  It doesn’t need to be a lax program.  The teacher 

may be an awesome teacher, but I think the program itself needs to be structured.”   Fiona 

said, “Somebody who is not just into livestock showing.”  Codie said:  

A program that actually teaches in the classroom and maybe one with an 

actual strong FFA connection. We did FFA stuff, but we never, they never 

had meetings or things like that. I don’t know. Maybe more involved in 

everything. Instead of just what he wants to be involved in. 
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Bailey said, “I think they [university faculty] need to find a teacher who teaches 

and also does the outside things because I think teaching is the biggest part of it.”  She 

expanded her response by giving examples of what constitutes outside things: 

“Leadership events, stock shows or I guess it is different in all of the programs. I think 

that they need to be involved in the other things also so that the student teachers can see 

those things.” 

 Amelia said:  

Being able to be helpful. I have heard stories from other students who their 

experience was just terrible and I don’t feel their cooperating teacher’s 

heart was in it at all. I think they just did it because they had to. I just think 

that is terrible. Why even agree to do it if you your interest is not to better 

somebody. I feel like a cooperating teachers’ goal needs to be to help this 

person excel and to be an even better educator than they are. 

 

Student teachers recognized that the cooperating teacher should possess certain 

characteristics and traits. Codie said, “An upbeat person, I guess you don’t want one that 

is always sitting down doing nothing all day long. Insertive [sic] into what you are doing 

… with good communication skills.” 

 Bailey said: 

I think someone who is eager to have them there, someone who is 

passionate about their job, and wants to help new teachers succeed really. 

Because I know there are some that don’t really want to share the 

information or just don’t really care about it. 

 

 Edith said, “I would say experience, knowledge of their subjects, knowledge 

about the FFA program, relationships with their students, relationships with other 

teachers, their attitude toward teaching.”  She also said, “Their relationship with the 

community – that was a big deal in [town].” 
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 Amelia said:  

I think people who are experienced, especially who have years of teaching 

experience and I feel like I need to have a variety of experiences. Like 

maybe a small school and a large school or who has been successful… 

They want their kids to learn, but they want you as a student teacher to 

learn. 

 

 Hazel said: 

I think they need to have different teaching strategies.  Since that is what 

we are taught, we don’t want to go in there and do the same thing every 

day.  It is good to follow someone who is teaching like we are told we 

should teach. 

 

 Fiona said:  

Well, I know it is kind of hard to tell this up front, but somebody that 

won’t just, say, “Here you go and you are completely on your own.”  

Which I know there is no way for ya’ll to know that, but somebody that 

seems really knowledgeable.  I think involvement is pretty big.  Because 

somebody like me who didn’t have any of these experiences, now I have a 

lot. 

 

Gary said, “Just be there as support figure or as somebody you can rely on if you 

need help or if you need to run something by somebody.” 

Expectations for Experience 

Student teachers were able to discuss their expectations for their experience and 

their cooperating teacher.  One of the first areas was the need for more clarity on 

classroom management and discipline issues. Gary said, 

I think that there needs to be more discussion on the classroom 

management portion because I mean I really, there were times when I 

didn’t know where I could draw the line on what I could do and what I 

couldn’t as far as… it is a conversation to be held with the supervising 

teacher but maybe be held with the teacher and a professor.  That way it is 

clearly drawn and you know exactly what is going on. 

 

 Bailey said, “I wish if I started now, I wish I had talked a little bit more to her 
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about what she allowed in her classroom as far as discipline goes.” 

 Student teachers said they were clear on what classes they would be teaching, 

with one exception.  Codie said:  

He told me which classes I would be teaching – the two freshmen and the 

two advanced animal science. He basically said he doesn’t, he just wants 

to let me go do my thing and he just wants them to come out learning 

something. 

 

 Edith said, “Yes, he told me what classes he had and which ones I should 

probably teach.” She added:  

He told me about all the classes I would need to teach, he may have said, 

“You can start teaching the one class.” He pretty much asked me what the 

expectations were as far as the block to try to meet those, but he didn’t 

have any previous expectations for me. 

 

 Devin said: “He asked me if I was good in the shop and what kinds of courses I 

liked. We talked about even some of the CDE teams if I was good at any of them.” 

 Hazel said: “We talked about what I would be teaching. He gave me the teacher 

handbook for the school and everything. So I would know what I was coming into as 

well, class policies and stuff like that.” 

 Fiona said:  

Yes. He told me what classes he thought I would be teaching… He asked 

me what I did in high school. An aquaculture class because this semester 

the wildlife class was the fisheries portion so he was asking me what I 

learned in high school and how I can apply it to this class. 

 

 Amelia said she lacked clarity on what exact classes she was going to be teaching:  

I would have rather they said exactly “this is what you are going to do, go 

for it.” I appreciated the freedom, but it kind of makes it okay to be lazy or 

to sit back. And I am not a person who likes to sit back and be lazy. I want 

to take the reins but … needed their permission to do that, it made it 

harder to do it. They were great with me being gung-ho, but without any 
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direction at all I didn’t know what area. I didn’t know which kids they 

really wanted me to get, not which kids, which classes. 

 

 Student teachers said they were not sure what expectations they had for their 

cooperating teachers, but they did share a few areas and how their cooperating teacher(s) 

met their expectations.  Amelia said:  

Really, I don’t know what expectations I had going into it. I knew it would 

be flexible, just interacting with them before student teaching and going 

out and observing. I knew that it was going to be a lax, relaxed 

environment, so I really just, if any expectations I had I expected them to 

take me seriously. I expected them to treat me like an adult. All those were 

met, all my expectations were fulfilled honestly they kind of spoiled me I 

guess because they were so great and easy to work with honestly. I mean I 

expected to help with judging teams, I expected to teach lessons, I 

expected to get close to the kids and be able to interact with them and have 

the freedom to interact with them in and outside of school. That was all 

met. But I think it was just because I was already aware of the program. 

 

 Gary said:  

I wasn’t really sure. A man with that kind of experience I didn’t know 

what control or what part he would play in the…. because you teach for 42 

years you have your way to do things. I didn’t know what he was going to 

allow me to do. 

 

 Hazel also mentioned that she didn’t have any preset expectations: “I don’t know 

that I actually sat down and thought about that. Looking back I would want someone that 

wasn’t going to push me and drive me away from the field. I honestly, I didn’t set 

anything in stone.” 

 Devin said;  

I had never really thought about it. I was kind of a rookie going into it. I 

would just learn from him.  That would be one expectation, to see what a 

real teacher is like and what they do on a day to day basis. I knew I was 

going to learn something I just didn’t know exactly what I was going to 

learn. 
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 Fiona said:  

 

I didn’t know what to expect. After I met him I thought that he was just 

really… I expected him to be there and to show me and kind of coach me 

through some things with planning, because he had been doing this for so 

long I thought that he was really going to have to coach me through that.  

With the shop and CDEs and how they worked I was really nervous to 

take over one since I had never done them. So I thought he was going to 

have to lay out this is what you do, this is how you are going to do it, type 

of deal. 

 

 Fiona added: “I expected him to show me a bunch of different experiences and 

help me through situations. But just kinda like mentor me, show me as much as he 

could.”  Codie said: “I wanted to be guided. Shown the way of like what I needed to do 

and everything.”  Bailey said:  

I expected her to help me out whenever it arose  and give me advice about 

what I needed to do and just figured that I would probably shadow her 

with whatever was going on because I know there are a lot of things that I 

need to learn. I think she did pretty well with those expectations because 

she helped me out more than I would have expected. 

 

  Edith said:  

I pretty much expected them to be just like what I had. I didn’t expect 

them to tell me exactly what I had to do minute by minute because I don’t 

think you can grow from that. But at the same time, I expected them to 

guide me along the way and tell me, “Okay, you are fine doing this but 

you may need to improve on this.”  I expected them to understand what I 

had to complete for the block assignments and help me with that if I 

needed it. I expected them to tell me whether or not I could travel with the 

teams or whether or not I could go to the stock shows and what I needed to 

be doing while I was there. 

  

 Student teachers said they expected to learn from their cooperating teacher. Gary 

said: “When it comes to learning from a cooperating teacher and learning how things 

operate, the man had been doing it for 42 years.  He had an idea what was going on.”  He 

added, “In the first week there I learned more than I thought I was going to learn the 
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entire time.” 

 Bailey said:  

I think it was good to be in the classroom… I didn’t really know how to 

deal with discipline issues and I didn’t really have that many. Although I 

did have to write up some kids so it was kind of good to talk to somebody 

else about the problems that you have. 

 

 Fiona shared one of her learning experiences:  

I met them in San Antonio and we had an issue with alcohol. [Cooperating 

teacher] said this was the first time he has ever encountered it. So that was 

a real big learning experience… I saw how you are supposed to handle 

things, like calling the parents and administrators when it happened. 

 

 Gary said he enjoying, “getting to soak in…. all his experiences, question him 

about this, how does this work? How long did it take to get this going? Having someone 

that experienced was my best part.”  

Student teachers said they enjoyed experiencing an agricultural education 

program that was different from the one they attended.  Amelia said: “I wouldn’t trade it 

for the world, seriously. It was so good. It was just different enough from my own 

experience in high school to make it great, as far as experiencing something different in 

the ag world.”  She elaborated her response,  

I think the biggest thing I learned was both of my cooperating teachers 

were so willing to seek counsel and advice from other teachers from other 

chapters and other areas and that is not necessarily what I grew up around 

during high school. 

 

 

Feelings Toward the Experience 

 All the student teachers expressed they enjoyed the student teaching experience. 

Bailey said: “It was a really good experience. I am really not sure I could have had a 
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better one.”  Gary said: “I think it was excellent. I didn’t really have any problems. As far 

as student teaching, I couldn’t have asked for a better place to go.”  Hazel said: “I just 

enjoyed it overall. I liked being in the classroom I liked working with students. It was all 

pretty good.” 

 Devin said initially he was not sure if he would enjoy it, but he did enjoy the 

ability to work outside a typical classroom setting:  

Well, overall, I guess it was a really good experience. I kinda [sic] went 

into it and I wasn’t really knowing what to expect, if I would like it, if I 

wouldn’t. I didn’t have maybe the best outlook over it, but once I got into 

it, I really had a good time getting to know people, getting to see Texas 

just some of the stuff that ag teachers get to do is really cool. Not only 

working with kids, but doing the traveling and just really getting to meet a 

lot of different people. I really liked that gets you out of the classroom, 

lots of hands-on stuff. I really enjoyed it. 

 

 Codie said she did not have the best experience, “I had a good time, but I wish it 

would have been a better learning experience.” 

 Student teachers said they appreciated being able to learn from their cooperating 

teacher(s) and the student teaching site.  Amelia expressed her appreciation of the amount 

of learning she was able to accomplish:  

It was great. It really good… I learned so much from them. I learned so 

much from their kids. It sealed the deal on me wanting to become a 

teacher, honestly. It was good enough to not scare me away and get even 

more excited than I already was about teaching. 

 

 Edith said:  

I think it was awesome. I am very glad I was placed in [town] because of 

the changes they were undergoing, I could experience all that with them. 

And learn more about, not just teaching ag, but the business side of 

everything and they really helped me through student teaching as far as I 

got to hear from one ag teacher and how he had been teaching for forever 

and the new ag teacher what to think about if I ever wanted to pursue a 
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career in ag. 

 

 Bailey said: “I really, really enjoyed it. I thought my cooperating teacher was 

really good and she helped me out a lot. I had some really good students and as far as 

discipline stuff I really didn’t have too many problems.” 

 Fiona said:  

I really enjoyed it. [Cooperating teacher] was wonderful; he helped me out 

in so many ways.  He took me to a bunch of new things that I had never 

done. I had never been to CDEs before, I never did those in high school. 

He gave me a lot of new experiences which was really great.  

 

 Hazel said: “I loved it. I learned a lot. I was in a place totally different from where 

I came from so I thought it was perfect placement wise. I enjoyed the experience and it 

really turned me onto teaching.” 

 Student teachers shared what they believed would be the ideal relationship 

between a student teacher and cooperating teacher.  

 Several student teachers said communication would be present in an ideal 

relationship. Amelia said, “An ideal relationship is one that has so much 

communication.”  Codie said, “A lot of communication, you know it is really hard to 

figure out exactly what they want without them telling you so it is probably better if that 

happens.”  Bailey said:  

I think they would need to be able to talk to each other about stuff. I think 

it is good for them to give advice definitely about how they can improve. 

Because I want to know how I can improve my teaching, I really think that 

communication is the big thing. Being able to ask questions whenever you 

feel like you need to. Just being comfortable with them. 

 

 Fiona also said feeling comfortable with your cooperating teacher is beneficial, 

“Ideally you would want to feel comfortable to go to them with all your questions and 
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concerns.”  

 Student teachers emphasized the relationship should also consist of trust and 

mutual respect. Fiona said, “For them to trust you and give you the reins on things, to let 

you see what works and what doesn’t work and what you would do differently next 

time.”  Codie said: “Taking [an] interest in what you are doing. Watching you actually 

teach and giving you feedback… afterwards.” 

 Amelia said:  

To feel accepted and liked and treated like an adult.  Trusted, I feel they 

trusted me with anything.  Any way I chose to discipline a student they are 

going to support and they are going to back [my decision]. I really 

appreciate that because I never had to really doubt myself or think, “Oh 

my gosh, are they going to be upset?” because they were always 

supportive of my methods I used and my ways of doing things. 

 

 The student teachers also wanted to be treated as a teacher who had equal say in 

the classroom. Devin said: “I really feel like you should be another teacher in the 

classroom with that teacher. Be an equal, really.”  Edith replied: “I think they should be 

mentors. Sometimes it would be nice to co-teach together to make things easier.” 

 Student teachers said they also wanted to know what their cooperating teacher 

expectations of them were.  Hazel said, “Maybe know just their level or experience in 

agriculture so just you kind of know what to expect from the student.” 

 Amelia said:  

To have guidance as far as what their expectations are.  Yeah there are 

TEKS, but I know every program and they address certain TEKS, if they 

don’t get all of them done. Knowing what they consider a priority. Help 

you reach those priorities if they want….. I don’t want those kids to finish 

this year and not learn something that they were expected to learn for the 

next year and then them be shocked, “Oh you didn’t learn that last year?” I 

want to be able to cover what they expect to be covered. 
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 Hazel also mentioned she would like cooperating teachers to not be too pushy and 

to know their student teacher’s goals:  

I think first thing would be for them not to be… well for me anyway, not 

too pushy because I went into this not really knowing if I was doing the 

right thing. Should I be student teaching? Should I be doing something 

different? If I would have got a teacher that was real pushy or demanding, 

that would have totally turned me off towards teaching in general. Just 

understand the student and their thoughts and where they are, if they want 

to teach or not. Really play off that from the beginning. 

 

 Many of the student teachers felt like they had the ideal relationship with their 

cooperating teacher.  Gary said:  

For me the ideal relationship is, just like [cooperating teacher] did he just 

gave it to me and it is yours to do. In his classes it was mine to run. If I 

had major issues he would step in and help me with them, but as far as he 

was concerned the two freshmen courses were mine to teach. 

 

 Edith said:  

He tried very much to just be a mentor and not necessarily tell me how to 

do everything. He kind of let me learn as I went through but at the same 

time if I had a question or needed help with something he would have 

done that. 

 

 Hazel said, “Mine was great because our personalities matched up perfect that 

made school go great every day, most of the time.” She continued: “We worked really 

well together…We have a lot of fun in the class we had fun with the students and 

everything. We just had a really good relationship.”  

 Fiona said, “My cooperating teacher was wonderful and patient and he really 

helped me out, so it was a really good experience.”  She added, “It was pretty open I felt 

comfortable to go to him about most things.” 
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 Devin said:  

I think we had a good relationship.  He knew a lot more than I did so it 

was kinda [sic] hard to keep up with him at times but we had a typical 

relationship we joked a lot about different things…  If I was ever to teach 

with him we would have a good relationship. We would have worked 

together really well. 

  

 Student teachers offered advice on how the cooperating teacher-student teacher 

relationship could be improved.  Fiona said: “I think spending more time with my 

cooperating teacher. I felt like there were times I didn’t see him very much because I was 

always with the other teacher, which was good.” 

 Amelia said she struggled to get comfortable with her cooperating teachers,  

Really, it wasn’t until the last three weeks of student teaching that I finally 

was able to cut up and really let loose and really be myself and not just try 

to be proper and professional all the time because that is not how they are. 

They do not operate. I mean they are professionals, but they are very laid 

back. They joke with their kids and with other staff and I didn’t feel quite 

welcome to do that until that point where we until finally broke all the ice 

and got to know each. 

 

Gary said:  

I think the best way for student teachers to learn is to get out there and do 

it and if it doesn’t work then try something different and if that doesn’t 

work, try something different and then finally when you run out of 

options, go to the teacher and [ask] “How do I make this work?”  Because 

that helps you develop your own personality and teaching style, I think. 

 

 Amelia said:  

Somebody who is not worried about the student teacher being better than 

they are. I don’t know if that makes sense… Just for a teacher, not be 

worried about being proved wrong by a student teacher or to be seen as 

better. Do you know what I mean? There just doesn’t need to be any 

competition between the two because we are there for the same reason 

which is to better these kids and to teach these kids and if you let personal 

agendas or personal problems come in the way then it is a pointless 

experience for both of you. Or a difficult experience for both of you. 
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Research Objective Eight 

Research objective eight sought to describe student teachers’ intent to teach.  

Three themes emerged from analyzing the interview data in relation to this objective: 

Intent to teach is decided before student teaching, geography can impact intent to teach, 

teaching provides a backup plan. 

Intent to Teach is Decided Before Student Teaching 

 Student teachers expressed varying levels of intent to teach.  Several had decided 

to teach before they went to student teach while others were impacted by that experience.  

Three of student teachers had already accepted a teaching position before the research 

interviews were conducted, but one was not as an agriculture teacher.  

 Edith said, “I am going to teach high school chemistry.”  She elaborated, “I really 

enjoy science and even though I would have been okay teaching ag, there weren’t any job 

opportunities close to where I live.” 

 Fiona said she plans to teach agriculture, but has struggled securing a job, “I have 

applied to probably about 10 places and I haven’t heard back from any of them.” 

 In spite of a less than ideal student teaching experience, Codie still expressed 

desire to teach: “I am planning to find a job, somewhere, anywhere, teaching ag. If not 

ag, math or science.  I plan, once I get my certificate, to take the math test and the science 

one too.” 

 Of this group of student teachers, only one expressed that he was not seeking a 

job as a teacher after graduation.  Devin said:  

When I started school, I was really out to get a degree and that was really 

my main goal was to get a degree. I chose ag because that is how I grew 
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up. As far as my future plans, right now I have a business opportunity that 

I am looking at right now. As far as teaching, that is not really high on my 

list right now I just have other opportunities elsewhere that I am really 

pursuing. 

 

Geography Can Impact Intent to Teach 

 

Those that had not accepted a position were limited due to their geographic 

region.  Amelia said:  

I want to teach agriculture, however I am moving to [state] and there are 

no openings in the city in which my husband and I are moving to. I have 

been in contact with a lot of them, but there has just not been any 

openings. I have made connections with some ag teachers there that are 

going to keep me aware of openings within their school system so it won’t 

be ag if openings do occur. I am going to teach and I would love to teach 

ag, but at this point I know I am not going to be able to unless something 

opens up that is unexpected. 

 

 When asked if she intended to teach, Hazel responded, “If the right opportunity 

came up, yes.”  When asked to elaborate she added: “I don’t want to go to a single 

teacher program. So that is kind of the biggest thing actually. It would have to be around 

Lubbock because that is where we are staying.” 

Teaching Provides a Backup Plan 

The student teachers said teaching is a good career and can serve as a backup plan 

and is attractive due to its flexibility.  Amelia graduated with an agricultural 

communications degree and completed her student teaching as a post-baccalaureate 

degree.  She explained she decided to get her teaching certificate after she began to think 

of her future life as a mother and wife.  She also talked about the impact educators have 

made on her life: 

I had been around great educators at Tech and was able to see that they 

were influencing me and I was just realizing how much my high school 
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teachers influenced me. It made me want to be that kind of person for 

other people.  

 

Edith said she also appreciated the flexibility of obtaining a teaching certificate 

can offer and completed her student teaching while working on her master’s degree in the 

department:  

My undergrad was in Animal Science. I was actually pre-med student, I 

thought I was going to go to med school.  Plans changed a little bit and I 

had always had teaching in the back of my mind anyway. So I really 

enjoyed science, but I still had the ag background so it was actually more 

appropriate for me to student teach through ag education than going back 

and getting a science degree and then student teaching in science. That is 

how I ended up in ag ed and student teaching for ag classes. 

 

Hazel certified to teach, but was an agricultural communications major in the 

department.  She said:  

I always thought I might like teaching but I didn’t want to just major in 

teaching because I didn’t want to be stuck with that. So that is why I went 

ag comm [sic] and I knew my electives could count as ag ed courses and 

everything. But I really don’t have a reason. I knew it wouldn’t …. It 

wouldn’t put me back that far if I went ag ed and I knew I could get 

certified in other things after that. And so….and once I found out [my 

fiancé] and I would be staying in Lubbock I wanted to have every option I 

could to get a job no matter what it was. So I felt like that was kind of a 

safe bet if we were moving too, I would be able to teach. 

 

 Devin wanted to allow himself the option of teaching if he chose that career. 

When asked if he ever planned to teach, he responded: “I always wanted the option to 

[teach]. It was never necessarily set in stone that I was going to teach. If it came down to 

it, it was an option.” 
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CHAPTER 5 

CONCLUSIONS AND RECOMMENDATIONS 

 

The purpose of this mixed method study was to investigate the cooperating 

teacher’s application of the Situational Leadership
® 

II Model on the student teaching 

experience as measured by the student teacher’s level of satisfaction and intent to teach.  

This study sought to quantify the commitment and competence of each student teacher as 

assessed by their cooperating teacher.  Finally, student teachers’ and cooperating 

teachers’ perceptions of the student teaching semester were analyzed using qualitative 

methodologies.  

 This chapter focuses on the conclusions, implications, and recommendations 

based on the results of the following quantitative and qualitative research objectives.  

1. Describe characteristics of the 2012 Spring Semester student teachers and 

cooperating teachers. 

2. Determine student teacher’s level of competence and commitment and level of 

improvement as perceived by the cooperating teacher. 

3. Determine satisfaction level and intent to teach of student teachers following the 

student teaching experience. 

4. Describe how cooperating teachers applied components of the Situational 

Leadership
® 

II model. 

5. Examine how cooperating teachers conceptualize their role when working with 

student teachers. 



Texas Tech University, Gaea Wimmer, August 2012 

142 

 

6. Describe the student teacher experiences from the student teacher’s perspective. 

7. Describe the cooperating teacher-student teacher relationship. 

8. Describe student teachers’ intent to teach. 

Conclusions and Implications 

Research Objective One. 

Research objective one sought to describe the characteristics of the 2012 spring 

semester student teachers and cooperating teachers.  The characteristics of the population 

in this research study reflect the program at Texas Tech University and the cooperating 

teachers who were asked to serve during the Spring 2012 semester. The student teachers 

represented the trend toward more females than males seeking agricultural education 

teaching certificates at Texas Tech University.  The age of the student teachers was also 

representative of college age students.  The student teachers were in small to medium size 

schools with one or two agriculture teachers at the school. 

The cooperating teachers had a wide range of teaching experience and all had 

served as cooperating teachers in the past.  Cooperating teachers ranged in experience 

from nine to 43 years (M = 18.12, SD = 11.82).  The average years teaching was skewed 

due to the one cooperating teacher who has been teaching for 43 years. All of the 

cooperating teachers had worked with student teachers in the past. 
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Research Objective Two. 

Research objective two sought to determine student teacher’s level of competence 

and commitment and level of improvement as perceived by the cooperating teacher.  

Cooperating teachers completed the Competence and Commitment Instrument four times 

over the duration of the semester. 

The first instrument resulted in all the student teachers, except one, estimated to 

be in the D3 category.  The D3 category is reflective of followers who are high in 

competence and variable in commitment.  Followers in the D3 category “feel insecure, 

unready, and dependent on others with expertise” (Blanchard, Zigarmi, & Nelson, 1993, 

p. 28). One student teacher was reported to be in the D2 level of development for the first 

round.  A D2 follower is one who has “developed some competence, but having low 

commitment” (Blanchard et al., 1993, p. 27). 

The first evaluation of the student teacher’s abilities and commitment level would appear 

to be high for the first administration of the instrument.  The rating of the student teachers 

as D3 or D2 may or may not be an accurate reflection of their competence and 

commitment levels.  It may also imply that the student teachers are actually in the D3 

category when they arrive at their student teaching location.  This may imply the student 

teachers are being well-prepared by the teacher education program before they begin their 

student teaching experience and are at the D3 level.  

The second administration of the Competence and Commitment instrument 

resulted in two D1 category student teachers and the remaining six as D3.  The D1 

follower is described as high in commitment, but low in competence.  This is to be 
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expected of someone new to a job (Blanchard, Zigarmi, & Nelson, 1993), such as student 

teachers learning how to teach or performing specific tasks related to teaching.  It may 

also imply the more accurate assessment of competence and commitment by the 

cooperating teacher.  

The third administration of the Competence and Commitment instrument resulted 

in four student teachers moving to the D4 category.  This category of follower is highly 

developed with high competence and commitment.  This is the level in which a leader 

would be comfortable turning over the task to their follower (Blanchard, Zigarmi, & 

Nelson, 1993).  Cooperating teachers who reported their student teacher as a D4 should 

match their development with a delegating style of leadership.  It is unlikely that a 

cooperating teacher would just turn over all aspects of the agricultural education program 

to a student teacher, but they may allow the student teacher to teach in any manner they 

wish. 

The fourth and final administration of the Competence and Commitment 

instrument resulted in four student teachers reaching the D4 category and four reaching 

the D3 category of follower development.  For those reaching the D4 level of 

development this indicates that their cooperating teacher believes they are ready to take 

on full responsibilities and are fully developed.   

Student teachers were reported to increase in their developmental level over the 

course of the semester, with the exception of two student teachers who remained in the 

D3 category at each of the four administrations.  This may indicate the lack of accurate 

assessment by the cooperating teacher or the lack of growth by the student teacher. 
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As a group, student teachers were reported to be in the D3 category for the 

majority of the semester.  This could be due to their actual abilities or to cooperating 

teachers’ responses on the Competence and Commitment instrument not accurately 

gauging those constructs and growth over the semester.  It may also indicate that the 

development of future teachers begins as soon as they enter the teacher education 

process.  Therefore, they begin as D1 their first semester in the program and develop 

across the span of several semesters and experiences before student teaching.   

Research Objective Three. 

The third research objective sought to determine satisfaction level and intent to 

teach of student teachers before and after the student teaching experience.   

Satisfaction was determined using the modified Mentoring Relationship Questionnaire 

(MRQ).  The student teachers reported mean scores above the midpoint for all five 

psychosocial functions.  This indicates the student teachers were overall satisfied with the 

amount of support provided in acceptance (M = 6.34), friendship (M = 6.29), counseling 

(M = 6.17), role model (M = 5.92) and social (M = 4.13).  These findings are similar to 

those found by Kitchel (2005) with the acceptance function being provided more than the 

others.  Cooperating teachers are doing a good job meeting the psychosocial needs of the 

student teacher and is similar to previous research studies using this measurement 

(Kitchel, 2005; Wimmer, Brashears, & Burris, 2012).   

Student teachers reported they did not require their cooperating teacher’s 

assistance on the 28 roles and responsibilities (M = 1.86), but the amount provided by 

their cooperating teacher was much higher (M = 4.45).  The amount of assistance 
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provided by the cooperating teacher was higher than the amount reportedly needed by the 

student teacher on the 28 roles and responsibilities.  This may be an indication that the 

student teachers felt very prepared and able to perform the specific items.  It may also 

imply that the student teachers felt their cooperating teacher did a very good job in 

assisting them with those specific items.   

Student teachers reported above the midpoint mean for similarity (M = 5.50) and 

satisfaction with relationship (M = 6.45).  Student teachers indicated they were similar to 

their cooperating teacher and were extremely satisfied with the relationship.  The 

satisfaction score was higher for this group of students than a previous cohort of students 

from Texas Tech (Wimmer, Brashears, & Burris, 2012).  Kitchel & Torres (2007) 

recommended exploring “other ways of building successful matches such as a 

supervision style of the cooperating teacher” (p. 21).  The student teachers in this study 

may have been satisfied with the relationship based on the type of supervision they were 

given by their cooperating teacher. 

Student teachers were highly satisfied with the relationship they had with their 

cooperating teacher.  Roberts (2006) affirmed the importance of the relationship between 

the two parties and the need for “mentoring of the student teacher.  That is, providing 

clear expectations, anticipating student teacher needs, giving a variety of experiences, 

providing feedback, and providing praise when appropriate” (p. 11).  These are all 

components which were assessed through the administration of the MRQ.  They are also 

aspects of the Situational Leadership
® 

II model (Blanchard, Zigarmi, & Zigarmi, 1985). 
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The intent to teach instrument did not indicate a large increase from before the 

student teaching experience (M = 3.84, SD = .65) to after (M = 4.07, SD = .70).  It 

appears the intent to teach of these student teachers was set before they left campus for 

the student teaching experience.  Roberts et al. (2009) reported similar findings in 

relation to student teachers not changing their intent to teach over the course of the 

student teaching experience. 

Kasperbauer and Roberts (2007a) stated, “Student teaching is often the capstone 

experience of a teacher preparation program and occurs during the time in which the 

decision to enter teaching is made” (p. 9).  The student teachers, in this study, reported 

high intentions to teach agriculture before student teaching and the intent did not change 

much after student teaching.  This may indicate they had made the decision to teach prior 

to the student teaching experience.  

Research Objective Four. 

Research objective four sought to describe how cooperating teachers applied 

components of the Situational Leadership
® 

II model when they worked with their student 

teacher during the spring 2012 semester.   

In analyzing the seven interviews conducted with the cooperating teachers, who 

agreed to be contacted, six main themes emerged: expectations for student teachers, areas 

for development, guidance depends on student teacher, assessment of readiness, 

appreciate feedback from university, and preferred leadership style. 

In the ‘expectations for student teachers’ theme, each cooperating teacher had 

specific expectations for the student teachers.  The expectations focused on 
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professionalism, being open-minded to the student teaching experience, getting involved 

in the program, and open to the development process.  The expectations for the 

experience related to attitudinal factors more than professional competencies.  Student 

teachers should be professional, but also eager to soak up all the experiences and 

knowledge they can from their cooperating teacher.  The expectations are similar to that 

of a full-time agricultural education teacher (Roberts, Dooley, Harlin, & Murphey, 2006), 

but should be examined further for other specific expectations of student teachers.  

 The second main theme for this objective was ‘areas for development.’  

Cooperating teachers each identified specific areas their student teacher needed extra 

assistance in and worked with them to become competent on that specific item.  The 

areas identified ranged from classroom management and lesson planning to livestock 

shows and CDEs. The areas for development were different for each student teacher.  

This implies the need for the cooperating teacher to evaluate the unique needs of their 

student teacher and consciously work with them to develop any weak competencies.   

The third theme was ‘guidance depends on student teacher.’  This theme emerged 

from cooperating teachers sharing their belief that every student teacher is different and 

must be guided accordingly.  They understood that a cooperating teacher cannot work 

with every student teacher the same as their previous student teacher.  The realization that 

every student teacher is different and must be guided differently depending on their 

competence and commitment level was a reassuring theme expressed by the cooperating 

teachers.  Cooperating teachers in Tannehill’s (1989) study also expressed an 

understanding that expectations should be matched to capabilities.  Theobega and Miller 
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(2008) acknowledged that although there is not one best approach to supervision, it is 

important for supervisors to analyze their situations to determine the best supervisory 

approach. 

The fourth theme for this objective was ‘assessment of readiness’ in which the 

cooperating teachers felt the student teacher was well prepared to enter the student 

teaching experience. Cooperating teachers appreciated the efforts made by the university 

faculty at Texas Tech University in the preparation of the student teachers before they 

student taught.   

The fifth theme was ‘appreciated feedback from university’ which is directly 

linked to the Competence and Commitment instrument and follow-up feedback 

information that the cooperating teachers received over the course of the semester.  

Cooperating teachers did not feel the questionnaires were confusing or time-consuming, 

but they did mention their repetitive nature.  Cooperating teachers also mentioned they 

appreciated the feedback, but recognized they were already performing the items stated in 

the feedback email.  The cooperating teachers did not express frustration with taking the 

Competence and Commitment four times during the semester, but the university faculty 

should work to limit the extra work put on the cooperating teachers.  Asking and 

providing information throughout the semester was welcomed by the cooperating 

teachers.  This is similar to Kahn’s (2001) finding in which the cooperating teachers 

wanted more communication from the university in connection to working with student 

teachers.  
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  The final theme for this objective, ‘preferred leadership style,’ communicated the 

lack of knowledge by the cooperating teacher on their preferred leadership style, but the 

majority estimated theirs to be supporting or coaching.  The preferred leadership style 

exhibited by the cooperating teacher was not well-established or known by the 

individuals interviewed.  The majority of cooperating teachers in Wimmer, Brashears, & 

Burris’ (2012) study reported to prefer the supporting leadership style which ties to the 

estimation of these cooperating teachers indicating they may be a supporter when 

working with their student teacher.  The preferred leadership style of the cooperating 

teacher could be an unconscious influencer on how they work with their student teacher.  

More should be done to educate cooperating teachers on making conscious leadership 

decisions when they are working with their student teachers. 

Research Objective Five. 

Research objective five sought to examine how cooperating teachers 

conceptualize their role when working with student teachers.  In analyzing the seven 

interviews conducted with the cooperating teachers, three main themes emerged: expose 

them to the realities, advance the profession, student teacher’s intent to teach can affect 

relationship. 

Cooperating teacher spoke about their role in ‘exposing student teachers to the 

realities’ of teaching.  They want to “get across what teaching is really like” and help the 

student teachers understand that their job will not end at 5p.m.  Learning the variety of 

responsibilities an agricultural education teacher must fulfill is a key component of the 

student teaching semester.  They expressed an understanding of the importance of the 
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student teaching experience in getting future teachers excited and prepared to enter the 

classroom.  The lessons student teachers learn in a real classroom are an essential 

component of the student teaching experience (Harlin, Edwards, & Briers, 2002) 

The second theme for this objective was ‘advance the profession.’  Cooperating 

teachers understand their position is key in promoting and advancing the agricultural 

education profession.  Cooperating teachers also want to advance the profession by 

helping student teachers learn the skills needed to be successful.   

The third theme was ‘student teacher’s intent to teach can affect relationship.’  

Cooperating teachers know if their student teacher wants to teach or not and uses that 

information to structure the experiences.  If a student teacher states they are not planning 

to teach, cooperating teachers shared they would still do their job, but they may alter their 

efforts.  This may imply some student teachers will not receive a complete experience.  

While the cooperating teacher said they would still do their job, the intent to teach of the 

student teacher would affect the relationship.  Many spoke of the desire to find out why 

the student teacher wasn’t planning on teaching and work to convince them that it is a 

good career.   

Research Objective Six. 

Research objective six sought to describe the student teacher experiences from the 

student teacher’s perspective.  In analyzing the eight interviews conducted with student 

teachers three main themes emerged: building familiarity is critical, communication is 

vital, and guidance was wanted and appreciated. 



Texas Tech University, Gaea Wimmer, August 2012 

152 

 

The first time was ‘building familiarity is critical.’  Student teachers expressed 

they were unsure just how ready they were when they first went out to student teach, but 

were able to grow in confidence as the semester progressed.  This may imply a lack of 

self-reflection and assessment ability by the student teacher.  Student teachers 

commented they needed to become familiar with teaching high school students in a real 

classroom.  They worked to build familiarity through conversations with their 

cooperating teachers when they started the student teaching experience.   

The second theme ‘communication is vital’ was sorted into two categories; those 

that communicated effectively with their cooperating teacher and those that craved more 

communication.  Student teachers expressed a need for effective and often 

communication with their cooperating teacher.  Edgar, Roberts & Murphy (2011) 

recommended training student teachers on effective communication skills in an effort to 

request and receive more feedback. 

Student teachers who communicated effectively with their cooperating teacher 

discussed written and oral feedback to help them grow.  Deeds (1993) asked the question, 

“what other kinds of feedback are cooperating teachers providing to the student 

teachers…?” (p. 224).  This question was answered by student teachers who 

communicated effectively with their cooperating teacher.  They shared that the 

communication never ceased – they were constantly in contact with each other through 

text messaging, phone calls, or casual conversations throughout the experience. 

Student teachers who did not have successful communication practices started out 

wanting more feedback and reassurance, and eventually became comfortable enough with 
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their cooperating teacher to ask for it.   A lack of feedback from cooperating teachers was 

an area of frustration for student teachers.  Cooperating teachers should be made aware of 

the need to communicate with and give feedback to their student teachers (Edgar, Roberts 

& Murphy, 2011).   

The third theme for this objective was ‘guidance was wanted and appreciated.’  

Student teachers communicated their need for guidance.  They were aware of their 

growth and development over the course of the semester.  They expressed their 

appreciation toward cooperating teachers who made a concerted effort to help them 

improve and grow.  Those student teachers who did not receive sufficient guidance 

conveyed a yearning to learn more during their experience.   

Student teachers realize the student teaching semester is a learning opportunity 

and want direction and supervision during the process.  Student teachers cannot be shy in 

asking for help and guidance, they need to be proactive in order to receive the amount of 

support required for a successful experience. The student teachers recognized that as the 

semester progressed their cooperating teacher didn’t observe them teach as often.  This 

provides support that “perhaps cooperating teachers utilize a scaffolding approach and 

decrease their support as the abilities of the student teachers develop” (Kasperbauer & 

Roberts, 2007b, p. 40).   

Research Objective Seven. 

Research objective seven sought to describe the cooperating teacher-student 

teacher relationship from the student teacher’s perspective.  In analyzing the interviews 

conducted with student teachers four main themes emerged: cooperating teacher’s role, 
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critical characteristics of a cooperating teacher, expectations, and feelings toward the 

experience. 

The first theme ‘cooperating teacher’s role’ yielded several beliefs from the 

student teachers.  They said the cooperating teacher should be supportive in how they 

work with the student teacher.  They also commented on the need for the cooperating 

teacher to provide opportunities to learn in and out of the classroom environment.  The 

student teachers wanted their cooperating teacher to share what it will be like to be a full-

time teacher. Many of these roles are similar to those identified by the cooperating 

teachers. Roberts and Dyer (2004b) reported “an effective cooperating agriculture teacher 

lets the intern have total control of classes and gives them freedom to try new things.  

However, they are always ready to assist the intern when needed” (p. 11).  According to 

students interviewed in this study, their cooperating teachers were effective in this role. 

 The second theme was ‘critical characteristics of a cooperating teacher.’  This 

theme was different from the cooperating teacher’s role in that the student teachers were 

able to identify specific characteristics they believed benefited someone serving as a 

cooperating teacher.  Specific characteristics included a success program, the desire to 

help the student teacher develop, and knowledgeable about all aspects agricultural 

education.  Roberts (2006) model of cooperating teacher effectiveness included these 

items identified by the student teachers. 

  ‘Expectations’ made up the third theme of this objective.  Student teachers 

expected more clarity on classroom management and discipline related issues.  The 

majority of the student teachers were clear on what classes they would be teaching.  
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Student teachers were not clear on what they expected from their cooperating teacher 

before they arrived at the student teaching location.  They were able to discuss their 

expectations when they reflected back on their experience.   

  The fourth theme was ‘feelings towards the experience’ which reflected the 

overall enjoyment held by the student teachers.  They appreciated the amount of learning 

and number of opportunities provided to them from their cooperating teacher.  Student 

teachers mentioned they would have liked to have known what their cooperating teacher 

expected from them in order to make the relationship better.  Student teachers expressed 

an overall appreciation for the experience and for their particular cooperating teacher, but 

several took longer than others to become comfortable with their cooperating teacher.  

Many shared the ideal relationship between a student teacher and cooperating teacher was 

what they personally experienced.  The importance of the student teacher – cooperating 

teacher relationship is well recognized in agricultural education literature (Harlin, 

Edwards, & Briers, 2002; Young & Edwards, 2005; Young & Edwards, 2006) 

All the student teachers expressed they ended the experience happy and satisfied.  

This is contradictory to Kasperbauer and Roberts (2007b) who reported a decline in 

student teachers’ perception of their relationship with their cooperating teacher during the 

experience. 

Research Objective Eight. 

The eighth research objective sought to describe student teachers’ intent to teach.  

After analyzing the interviews conducted with the student teachers three main themes 
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emerged: intent to teach is decided before student teaching, geography can impact intent 

to teach, and teaching provides a back-up plan. 

The first theme ‘intent to teach is decided before student teaching’ was reflected 

by student teachers when they discussed when they decided to enter the teaching 

profession.  The majority had had made the decision to teach before they entered student 

teaching.  This corresponds to the findings of Roberts et al., 2009. 

The second theme ‘geography can impact intent to teach’ was reflected in 

students who planned to teach, but were limited due to geography.  Several of the student 

teachers discussed husbands and fiancés who already had jobs and in turn limited the 

student teacher’s job locations.  This implies that personal life decisions do impact career 

decisions and may be limiting graduates in agricultural education to certain geographic 

areas.   

The final theme for this research objective was ‘teaching provides a back-up 

plan.’  While teaching is a great first-career, several students spoke about it being a back-

up career because of its flexibility.  Several of the student teachers certified to teach in an 

alternate track (they were not interdisciplinary agriculture undergraduates).  They spoke 

about the flexibility of obtaining a teaching certificate for their future.  The student who 

did not plan to teach also discussed having a teaching degree as a possible career path in 

the future.  This implies students are attracted to the major, but may not be serious about 

teaching as a career.  This theme is contradictory to student in Lawver and Torres’ (2012) 

study who disagreed that teaching agricultural education was a fallback career.   
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Synthesis of Quantitative and Qualitative Results 

The explanatory design of this mixed methods study allows the qualitative data to 

help “explain or build upon initial quantitative results” (Creswell & Plano-Clark, 2006, p. 

71).  The qualitative results provided a clearer picture to the phenomena of the student 

teaching experience from both the cooperating teachers’ and students teachers’ 

viewpoints.  The qualitative interviews allowed the cooperating teachers to share how 

they applied components of the Situational Leadership
® 

II model when working with 

their student teacher.  The interviews also allowed for deeper understanding of student 

teachers’ satisfaction and intent to teach. 

Cooperating teachers were pleased with how prepared their student teachers were 

when they arrived.  This is evident in the high initial rating on the Competence and 

Competence instrument.  They also spoke to the high preparation of the student teachers 

during the interviews.   

Cooperating teachers were able to evaluate their student teacher on the 

competence and commitment items and thought they were appropriate, but several 

mentioned the repetitive nature of the instrument.  The feedback information sent to the 

cooperating teachers was used more as a reminder and to reinforce existing behaviors, 

than as a guide to modify behavior.  Cooperating teachers shared advice on how to make 

the surveys better as to design and the wording of particular questions. 

Cooperating teachers mentioned the need for situational guidance when working 

with student teachers.  They recognize the level of guidance depends on the individual 

student teacher and they must evaluate the student teacher to decide how much guidance 
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to provide.  This is the foundational thought behind situational leadership theory 

(Northouse, 2010) and should continue to be promoted.  

Student teachers indicated they were highly satisfied with the student teaching 

experience on the MRQ instrument, but through qualitative interviews a better picture of 

the student teaching experience emerged.  Several student teachers made comments 

which indicated they did have points of frustration during the semester, but were able to 

end the semester highly satisfied with their cooperating teacher. Kasperbauer and Roberts 

(2007b) recommended more investigation into the change in the relationship between 

student teachers and cooperating teachers over the course of the semester. “Having this 

knowledge would allow teacher educators to prepare cooperating teachers to provide 

differing types of support throughout the student teaching experience” (p.33).   

Student teachers’ intent to teach increased only slightly from before the student 

teaching experience to after the semester.  This is also discussed by student teachers 

during their interviews when asked about when they decided to teach.  Several of the 

student teachers had planned to teach before the student teaching experience and still plan 

to teach after, no matter how good the relationship was with their cooperating teacher. 

Recommendations for Research 

The first recommendation for future research is to improve the quantitative 

instruments. The Competence and Commitment instrument should be future tested on a 

larger group of student teachers to better gauge where to set the development level 

ranges.  A criticism of Situational Leadership
®

 II Model is how the original authors 

(Hersey & Blanchard) conceptualized the development levels in relation to the level of 
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competence and commitment for each level (Northouse, 2010).  This is a challenge to 

researchers who do not have a set frame to analyze the development level of followers 

and how the leader matches their style accordingly (Northouse, 2010).   

The Intent to Teach instrument should also be further developed and tested to 

gauge where in the college preparation process ‘intent to teach’ becomes set.  Is it set 

when they enter the teacher education degree program, after their first semester, after 

completion of early field experience requirements or at another point in the preparation 

process?  

“The role of the cooperating teacher appears to be the most neglected aspect of 

the student teaching experience” (Tannehill, 1989, p. 252).  More research should be 

conducted to better understand the best methods to train and support cooperating teachers 

during the student teaching experience.  The university teacher education program should 

have more knowledge of the unique needs of the cooperating teacher and how best to 

assist them (Tannehill). 

Garton & Cano (1996) stated “Cooperating teachers must understand and 

reinforce the expectations of student teachers…” (p. 53), but those expectations may be 

different from the university and the cooperating teacher.  Research should be conducted 

to investigate the expectations for the three parties involved in the student teaching 

experience: the university teacher education program, the cooperating teacher, and the 

student teacher.  Understanding the differences and similarities between the three parties 

may help improve the student teaching experience.  A quantitative instrument should be 
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designed and tested to gauge the level of satisfaction in relation to the specific 

expectations of each group.  

Student teachers in this study were able to identify specific characteristics of 

positive cooperating teachers. Characteristics of effective cooperating teachers should 

continue to be researched and refined.  Roberts (2006) model of cooperating teacher 

effectiveness could be used for future research studies.  Two research questions to guide 

this inquiry are: 1) Are the characteristics of effective cooperating teachers, identified by 

student teachers, used in the selection of cooperating teachers?  2) Did the student 

teachers use those characteristics to help select their student teaching location?   

Further research into preferred leadership style of the cooperating teacher and 

student teacher’s level of satisfaction with the experience should be conducted.  The type 

of supervision used by the cooperating teacher could be impacted by the type of 

leadership style preferred. Wimmer, Brashears, and Burris (2012) reported the majority 

of cooperating teachers in their study preferred the supporting style of leadership.  Does 

this impact the type of supervisory model implemented when working with student 

teachers?  More research should be conducted to correlate leadership style with 

supervisory style used.   

Studies to investigate cooperating teachers’ ability and needed skills to serve as an 

effective supervisor should be planned and conducted.  Knobloch (2002) suggested that 

the “perception of cooperating teachers’ competence should be investigated in future 

mixed methods studies and other student teaching programs to determine their influence 



Texas Tech University, Gaea Wimmer, August 2012 

161 

 

on student teachers’ sense of efficacy” (p. 45).  What other variables may be impacted by 

an effective cooperating teacher? 

More qualitative studies should be conducted to investigate the student teaching 

experience.  Kasperbauer and Roberts (2007a) support the use of naturalistic inquiry 

(qualitative) methods to gain a more in-depth understanding of the student teacher – 

cooperating teacher relationship.  Also, naturalistic inquiry would allow for observational 

studies “focused on cooperating teacher behaviors during student teacher supervision” 

(Thobega & Miller, 2007, p. 72) to better understand the relationship between the student 

teacher and cooperating teacher.   

Although there is not one best approach to supervision, it is important for 

supervisors to analyze their situations to determine the best supervisory approach 

(Thobega & Miller, 2008). Further research using the contextual supervisory model 

(Ralph, 1994) should be conducted.  The model focuses on matching the supervisory 

style with the readiness level of the student teacher on a particular task (Stephens & 

Waters, 2009) which is connected to the Situational Leadership
® 

II Model. 

Recommendations for Practice 

Several recommendations for practice can be made from this research study.  

Cooperating teachers expressed they were pleased with the level of preparation provided 

by the university in preparing student teachers for the experience.  Teacher educators 

should continue to meet the educational needs of student teachers, but involve 

cooperating teachers in identifying emerging areas to better prepare the future teachers.  
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Student teachers should be encouraged to think about their expectations for the 

experience and for their cooperating teacher before they begin.  Edwards & Briers (2001) 

also encourage teacher educators to make student teachers “aware of the important 

elements of the student teaching experience identified by cooperating teachers” (p. 39).  

Student teachers should be encouraged to visit with their cooperating teacher about those 

expectations.  These expectations need to be communicated beforehand in order to have a 

more successful experience.  Student teachers should also be encouraged to be direct with 

their cooperating teacher on their needs and help in their development. Teacher educators 

need to stress to future cohorts of student teachers the importance of the student teaching 

experience for their professional growth and development. 

  In an effort to help student teachers build familiarity with the program and 

cooperating teacher(s) more opportunities for them to meet and visit with their 

cooperating teacher and future students should be implemented.  Student teachers should 

also be encouraged and given the opportunity to experience programs and locations that 

are different from what they are familiar with.  Allowing student teachers to have these 

diverse experiences may help build confidence in accepting a teaching position in an area 

or state different from their home.  

Another recommendation would be to encourage student teachers to assess their 

level of competence and commitment.  This may help student teachers identify their own 

weaknesses and request their cooperating teacher’s assistance in certain competency 

areas.  This assessment could be done before they begin their student teaching experience 

and given to the cooperating teacher to provide a better analysis of their student teacher. 
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Teacher educators should communicate the role of the cooperating teacher from 

the perspective of the student teacher.  This would allow the cooperating teacher a better 

understanding of what the student teacher expects during the experience.  Also, teacher 

educators need to work with cooperating teachers to make sure they do not overwhelm 

their student teacher with all the realities of the job.  A balance should be achieved to 

prepare the student teacher to enter the profession without overwhelming them. 

Student teachers, in this study, articulated they had decided if they were going to 

teach or pursue another career before they student taught.  Therefore, interventions to 

promote teaching as a career should take place before they reach the student teaching 

experience.  Future recruitment efforts should be made to identify and encourage students 

to major in agricultural education and enter the teaching profession after graduation 

(Lawver & Torres, 2012). Also, students who are unsure should be encouraged to enter 

the profession and be given opportunities to become acquainted with the job before they 

graduate (Lawver & Torres, 2012)..  

“Given the importance of the student teaching experience, it is critical that interns 

be placed with cooperating teachers that will provide them with the best experience 

available” (Roberts & Dyer, 2004b, p. 11).  Teacher educators need to seek out 

cooperating teachers who will promote the profession and work to convince an undecided 

student teacher to choose to teach after graduation.  The attitudes and behaviors of 

cooperating teachers can be affected and influenced by feedback and coaching from the 

university teacher education faculty (Bojarsky, 1985).  Building and maintaining a strong 

connection between the university faculty and the cooperating teacher will help student 
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teachers have the best experience possible.  Teacher educators should inform their 

cooperating teachers of any areas they know are weak for specific student teachers and 

equip the cooperating teacher with the skills necessary to work with their student teacher.  

An open dialog should exist between the university and cooperating teachers in an effort 

to identify and improve areas of the teacher education program.  

Training efforts should be made by teacher educators in an effort to better equip 

cooperating teachers with the knowledge and skills needed to more effectively work with 

student teachers.  Previous researchers have also recommended training cooperating 

teachers in supervision through special workshops or courses (Deeds, 1993; Deeds & 

Barrick, 1986; Norris, Larke, & Briers, 1990; Young & Edwards, 2006).   

Cooperating teachers understood the importance of changing their supervision 

and guidance based on the student teacher’s abilities.  Teacher educators should continue 

to nurture this understanding and appreciation for situational guidance.  Cooperating 

teachers are already applying components of the model, but they should be trained how to 

consciously apply the Situational Leadership
® 

II Model when working with their student 

teacher.  “Situational analysis should be made an integral part of training for supervisors” 

(Thobega & Miller, 2008, p. 74).   

Roberts (2006) recommended using the model of cooperating teacher 

effectiveness (Figure 7) “with cooperating teachers to enhance understanding of the 

dimensions that student teachers find important in cooperating teachers” (p.11).  The 

model includes several characteristics which are of particular interest in the Student 

Teacher/Cooperating Teacher Relationship category: anticipates needs of student teacher, 
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provides clear expectations, provides constructive feedback/evaluation, assists student 

teacher when needed, praises student teacher when appropriate, gives student teacher 

control.  These are related to the dynamics of the Situational Leadership
® 

II Model and 

should be emphasized in training workshops.  
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Figure 7. Model of cooperating teacher effectiveness (Roberts, 2006) 
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In an effort to make the Situational Leadership
® 

II Model clearer for training 

purposes a slight modification is proposed.  Figure 8 is a modified version of the 

Situational Leadership
® 

II Model in which it now reads left to right. 

 

Figure 8.  Proposed Modification of the Situational Leadership Model. 

 

The student teaching experience is critical in the development of future teachers.  

Kasperbauer & Roberts (2007b) stated, “It is during student teaching that preservice 

teachers obtain hands on, real world experience” (p. 31).  The student teaching 

experience should be improved in an effort to encourage more student teachers to enter 

the profession after graduation.  Kasperbauer and Roberts (2007a) recommended 

“addressing the concerns related to the quality of the student teaching experience and the 

effectiveness of the cooperating teacher” (p. 8). 

 



Texas Tech University, Gaea Wimmer, August 2012 

168 

 

Summary 

 The student teaching experience is an essential component of the teacher 

education program (Deeds, Flowers, & Arrington, 1991).  This study investigated the use 

of the Situational Leadership
®
 II Model by cooperating teachers when they work with 

their student teacher.  Cooperating teachers are applying concepts of the model already, 

but inservice training should be implemented to educate them on best practices for 

implementation.  The student teachers were overall satisfied with their cooperating 

teacher, but qualitative interviews provided areas of improvement.  Student teachers also 

indicated they had made the decision to teach prior to student teaching and there was only 

a slight increase in intent after the experience. 
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APPENDIX A 

VISUAL DIAGRAM OF A SEQUENTIAL EXPLANATORY MIXED METHODS DESIGN 
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APPENDIX B 

LETTER INVITING COOPERATING TEACHERS TO PARTICIPATE  

 

February 1, 2012 

 

Dear (cooperating teacher), 

 

I am sending you this letter on behalf of Dr. Todd Brashears and Gaea Wimmer at Texas 

Tech University, Department of Agricultural Education and Communications who would 

like to request your participation.   

 

This study is important in learning how student teachers develop in terms of their 

commitment and competence. This information will help us determine the appropriate 

leadership style the cooperating teacher should exhibit. Your participation in this study is 

completely voluntary and all responses provided will remain confidential.  

 

The research will be conducted during the 12 weeks that you serve as a cooperating 

teacher this semester. The survey consists of 24 items and should only take you 15 

minutes to complete. You will receive the online survey four (4) times during the course 

of the semester. Data will be collected at the end of the first week that the student 

teachers are on site, at the end of week 5, week 9, and week 12. You will receive 

reminders each time the instrument is asked to be completed. 

You will receive feedback after completing each of the surveys. This information will 

help you adjust your leadership style to meet the developmental needs of your student 

teacher. You can decide how to use the information, but additional resources and advice 

will be sent with each of the results.  

If you are willing to participate please contact Dr. Brashears (todd.brashears@ttu.edu) or 

Gaea Wimmer (gaea.wimmer@ttu.edu).  

 

Thank you for your time and consideration.  

 

 

Sincerely, 

 

 

Scott Burris  

Associate Professor 

Agricultural Education 

Texas Tech University 
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APPENDIX C 

LETTER SENT TO COOPERATING TEACHERS 

Dear (participant by name), 

 

Thank you for agreeing to participate in an important research project being conducted by 

Dr. Todd Brashears and Gaea Wimmer at Texas Tech University, Department of 

Agricultural Education and Communications.  A few days from now you will receive a 

web link to an online survey through Qualtrics, a web-based survey site inviting you to 

participate in a questionnaire. 

 

This research project strives to determine the competence and commitment of student 

teachers and how if they develop over the course of the semester. The research will be 

conducted during the 12 weeks that you serve as a cooperating teacher this semester. You 

will receive the online survey four (4) times during the course of the semester. Data will 

be collected at the end of the first week that the student teachers are on site, at the end of 

week 5, week 9, and week 12. You will receive reminders each time the instrument is 

asked to be completed. 

You will receive feedback after completing each of the surveys. This information will 

help you adjust your leadership style to meet the developmental needs of your student 

teacher.  

This study is important in learning how student teachers develop in terms of their 

commitment and competence. This information will help us determine the appropriate 

leadership style the cooperating teacher should exhibit. Your participation in this study is 

completely voluntary and all responses provided will remain confidential.  

 

Thank you for your time and consideration. Your participation in this study will not only 

benefit me as I complete my Doctoral degree in agricultural education, but will be of 

great value to agricultural education in Texas. It’s only with generous support from 

teachers like you that our research can be successful. 

 

Sincerely, 

 

 

Gaea Wimmer      Dr. Todd Brashears 

Graduate Teaching Assistant    Associate Professor 

Ag Education & Communications   Ag & Communications 

Texas Tech University    Texas Tech University 

Box 42131       Box 42131 

Lubbock, Texas 79409     Lubbock, Texas 79409 

gaea.wimmer@ttu.edu     todd.brashears@ttu.edu 
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APPENDIX D 

INTRODUCTORY PAGE FOR 1
ST

, 2
ND

, AND 3
RD

 ADMINISTRATION OF THE 

COMPETENCE AND COMMIMENT INSTRUMENT 

 

The questionnaire that you are about to complete involves research conducted by:  

Dr. Todd Brashears and Gaea Wimmer  

Texas Tech University 

Department of Agricultural Education and Communications 

(806) 742-2816 

Box 42131 

Lubbock, Texas 79409 

 

This survey will take approximately 15 minutes. Please evaluate your student teachers 

level of commitment and competence to perform the tasks necessary of an agriculture 

teacher. Questions can be skipped. Please submit the survey when you are finished. This 

is the first of four surveys that you will be asked to complete this semester.  

After completing the survey the results will be analyzed and you will receive a short 

email with tips to better meet the developmental level of your student teacher.  

There are no foreseeable risks associated with this questionnaire, and there are no 

benefits associated with participation.  Your responses to this questionnaire will be 

considered confidential.  Participation is this study is voluntary and subjects participating, 

or who refuse to participate, will receive no penalty or benefits. Participants may 

discontinue participation at any time without penalty.  Results of this study will be 

available at the conclusion by contacting Dr. Todd Brashears or Gaea Wimmer. 

Dr. Brashears will answer any questions you have about the study. For questions about 

your rights as a subject, contact the Texas Tech University Institutional Review Board for 

the Protection of Human Subjects, Office of the Vice President for Research, Texas Tech 

University, Lubbock, Texas 79409. Or you can call (806) 742-2064. 
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APPENDIX E 

INTRODUCTORY PAGE FOR 4
TH

 ADMINISTRATION OF THE COMPETENCE 

AND COMMITMENT INSTRUMENT 

The questionnaire that you are about to complete involves research conducted by:  

Dr. Todd Brashears and Gaea Wimmer  

Texas Tech University 

Department of Agricultural Education and Communications 

(806) 742-2816 

Box 42131 

Lubbock, Texas 79409 

 

This survey will take approximately 15 minutes. Please evaluate your student teachers 

level of commitment and competence to perform the tasks necessary of an agriculture 

teacher. Questions can be skipped. Please submit the survey when you are finished. This 

is the fourth and final of the surveys that you will be asked to complete this semester. 

After completing the survey the results will be analyzed and you will receive a short 

email with tips to better meet the developmental level of your student teacher.  

Additionally, I would like to invite you to participate in an interview to learn more about 

working with your student teacher this semester and your role as a cooperating teacher. If 

you agree to be interviewed, please mark the question in the Qualtrics questionnaire and 

provide your contact information. 

There are no foreseeable risks associated with this questionnaire, and there are no 

benefits associated with participation.  Your responses to this questionnaire will be 

considered confidential.  Participation is this study is voluntary and subjects participating, 

or who refuse to participate, will receive no penalty or benefits. Participants may 

discontinue participation at any time without penalty.  Results of this study will be 

available at the conclusion by contacting Dr. Todd Brashears or Gaea Wimmer. 

Dr. Brashears will answer any questions you have about the study. For questions about 

your rights as a subject, contact the Texas Tech University Institutional Review Board for 

the Protection of Human Subjects, Office of the Vice President for Research, Texas Tech 

University, Lubbock, Texas 79409. Or you can call (806) 742-2064. 
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APPENDIX F 

STUDENT TEACHER COMPETENCE AND COMMITMENT INSTRUMENT 

What is your program name (FFA Chapter)? 

 

Listed below are competencies that have been identified as essential for agriculture 

teachers.  In terms of your student teacher, please indicate the degree of competence that 

your student teacher exhibits for each competency category by checking one of the five 

alternatives next to each statement. The Student Teacher is able to... 

 

 Not 

Competent 

Initial 

Signs 
are 

Present 

Working 

toward 
mastery 

Satisfactory Proficient No 

opportunity 
to observe 

yet 

Conduct Program Planning 

and Management/Marketing 

Activities.  

      

Behave in a Professional 

Manner.  

      

Demonstrate Instructional 

Methodologies.  

      

Advise the FFA Chapter.        

Supervise SAEs.        

Work with School Personnel 

and Community Members.  

      

Demonstrate Positive 

Personal Traits related to 

teaching.  

      

Work with diverse groups.        
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Q2 Listed below is a series of statements that represent possible feelings that individuals 

might have about the profession for which they work. In terms of your student teacher, 

please indicate the degree of your agreement or disagreement with each statement by 

checking one of the five alternatives next to each statement. The Student Teacher ... 

 

 
 Strongly 

Disagree 

Disagree Neither 

Agree 
nor 

Disagree 

Agree Strongly 

Agree 

Not Yet 

Observed 

1. is willing to put in a great deal of effort 

beyond what is normally expected in 

order to help this profession be successful  

      

2. talks up this organization to their 

friends as a great profession 

      

3. feels very little loyalty to this 

profession 

      

4. accepts almost any type of job 

assignment in order to keep working for 

this profession 

      

5. shares values with  profession’s values       

6. is proud to be a part of this profession 

and communicates that to  others 

      

7.  could just as well be working for a 

different profession as long as the type of 

work was similar  

      

8. is inspired by the job to perform the 

very best possible 

      

9. admits that they are considering leaving 

the profession 

      

10. appears extremely glad that they chose 

this profession to work for over others that 

they had previously 

      

11. expresses an attitude of believing that 

there is not much to be gained by sticking 

with this profession indefinitely 

      

12. disagrees with this profession’s 

policies on important matters 

      

13. really cares about the fate of this 

profession 

      

14. expresses that this is the best of all 

possible professions for which to work 

      

15. conveys that they believe that deciding 

to work for this profession was a definite 

mistake on their part 
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APPENDIX G 

REMINDER EMAIL SENT TO COOPERATING TEACHERS 

 

 

Dear (participant), 

 

Thank you so much for taking the time out of your teaching schedule to help me with 

my research by completing my web-based questionnaire. The information you provide 

is very valuable when we look at the relationship between cooperating and student 

teachers. 

 

If you have not yet responded, it is not too late. Please take a few minutes to complete 

the questionnaire by clicking the link below. 

 

{Survey Link Here} 

 

Again, thank you for your participation. 

 

 

Sincerely, 

 

 

 
Gaea Wimmer      Dr. Todd Brashears 

Graduate Teaching Assistant    Associate Professor 

Ag Education & Communications   Ag Education & Communications 

Texas Tech University     Texas Tech University 

Box 42131       Box 42131 

Lubbock, Texas 79409      Lubbock, Texas 79409 

806.742.2816      806.742.2816 

gaea.wimmer@ttu.edu      todd.brashears@ttu.edu 
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APPENDIX H 

PERMISSION TO CONTACT COOPERATING TEACHER 

 

Additional question asked on the 4
th

 administration of the Competence and Commitment 

instrument: 

Are you willing to be contacted to participate in an interview to learn more about the 

student teaching experience from the perspective of the cooperating teacher? 

___Yes ____No 

If Yes, please provide a phone number and best time of day to contact you.  
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APPENDIX I 

FEEDBACK FORMS SENT TO COOPERATING TEACHERS 

 

Feedback Form (D1) 

 

Thank you completing the Competence & Commitment instrument to evaluate 

your student teacher’s level of development. After analyzing your responses we 

are estimating that your student teacher is a D1.   
  

Tips for working with a D1 follower: 

 

- Tell them exactly how you want them to perform 

- Be specific when giving instructions 

- You make decisions and tell them what to do 

- Closely supervise their performance and provide feedback 

 

Thank you again for completing the survey. Please let us know if you have any 

questions or concerns.  

 

Sincerely, 

 

 
 

 

Gaea Wimmer      Dr. Todd Brashears 

Graduate Teaching Assistant    Associate Professor 

Ag Education & Communications   Ag Education & Communications 

Texas Tech University    Texas Tech University 

Box 42131       Box 42131 

Lubbock, Texas 79409     Lubbock, Texas 79409 

806.742.2816      806.742.2816 

gaea.wimmer@ttu.edu     todd.brashears@ttu.edu 
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Feedback Form (D2) 

 

Thank you completing the Competence & Commitment instrument to evaluate 

your student teacher’s level of development. After analyzing your responses we 

are estimating that your student teacher is a D2.   
  

Tips for working with a D2 follower: 

 

- You make decisions, but explain them & allow opportunity for 

clarification 

- Allow two-way dialogue 

- Explain their role 

- Ask them questions to better understand their competence 

- Reinforce small improvements 

 

 

Thank you again for completing the survey. Please let us know if you have any 

questions or concerns.  

 

Sincerely, 

 

 
 

 

Gaea Wimmer      Dr. Todd Brashears 

Graduate Teaching Assistant    Associate Professor 

Ag Education & Communications   Ag Education & Communications 

Texas Tech University    Texas Tech University 

Box 42131       Box 42131 

Lubbock, Texas 79409     Lubbock, Texas 79409 

806.742.2816      806.742.2816 

gaea.wimmer@ttu.edu     todd.brashears@ttu.edu 
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Feedback Form (D3) 
 

Thank you completing the Competence & Commitment instrument to evaluate 

your student teacher’s level of development. After analyzing your responses we 

are estimating that your student teacher is a D3.   
  

Tips for working with a D3 follower: 

 

- Encourage input from the student teacher 

- Actively listen  

- Allow the student teacher to make the decisions 

- Encourage two-way communications and involvement 

- Support risk-taking 

- Compliment their work 

- Praise and build confidence 

 

 

Thank you again for completing the survey. Please let us know if you have any 

questions or concerns.  

 

Sincerely, 

 

 
 

 

Gaea Wimmer      Dr. Todd Brashears 

Graduate Teaching Assistant    Associate Professor 

Ag Education & Communications   Ag Education & Communications 

Texas Tech University    Texas Tech University 

Box 42131       Box 42131 

Lubbock, Texas 79409     Lubbock, Texas 79409 

806.742.2816      806.742.2816 

gaea.wimmer@ttu.edu     todd.brashears@ttu.edu 
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Feedback Form (D4) 

 

Thank you completing the Competence & Commitment instrument to evaluate 

your student teacher’s level of development. After analyzing your responses we 

are estimating that your student teacher is a D4.   
  

Tips for working with a D4 follower: 

 

- Delegate tasks  

- Allow them to make the decisions 

- Employ relatively light supervision 

- Monitor their performance 

- Reinforce results 

- Remain accessible 

 

Thank you again for completing the survey. Please let us know if you have any 

questions or concerns.  

 

Sincerely, 

 

 
 

 

Gaea Wimmer      Dr. Todd Brashears 

Graduate Teaching Assistant    Associate Professor 

Ag Education & Communications   Ag Education & Communications 

Texas Tech University    Texas Tech University 

Box 42131       Box 42131 

Lubbock, Texas 79409     Lubbock, Texas 79409 

806.742.2816      806.742.2816 

gaea.wimmer@ttu.edu     todd.brashears@ttu.edu 
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APPENDIX J 

INTENT TO TEACH INSTRUMENTS 

Your Decision to Become a Teacher- Before Student Teaching 

Directions: For each statement below, please rate your level of agreement (definitely disagree to 
definitely agree, or not sure) regarding your decision to become high school agriculture teacher. 
Please bubble in the circle that best reflects your belief. 
 

 
13. On a scale from 1 to 10 with 1 = I do not plan on teaching agriculture to 10 = I am definitely 
planning on teaching agriculture please indicate your level of agreement (circle the number).  
 

1  2  3  4  5  6  7  8  9  10 
 Do not plan to teach       Definitely teaching 
 
14. Name _________________________________ 
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A
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1. I have carefully considered my decision to become an agriculture 
teacher. 

○ ○ ○ ○ ○ 

2. I have no desire to become a high school agriculture teacher. ○ ○ ○ ○ ○ 

3. I believe that teaching agriculture is a good career. ○ ○ ○ ○ ○ 

4. I am satisfied with the choice to become an agriculture teacher. ○ ○ ○ ○ ○ 

5. I am happy with my decision to become an agriculture teacher. ○ ○ ○ ○ ○ 

6. I am excited to begin my career as an agriculture teacher. ○ ○ ○ ○ ○ 

7. I plan to pursue a career other than teaching high school 
agriculture.  

○ ○ ○ ○ ○ 

8. I believe teaching agriculture is not a good career.  ○ ○ ○ ○ ○ 

9. I am planning on teaching high school agriculture within the next 
year.  

○ ○ ○ ○ ○ 

10. I will teach agriculture regardless of where the school is located.  ○ ○ ○ ○ ○ 

11. I have decided that teaching agriculture is not the career I plan to 
pursue. 

○ ○ ○ ○ ○ 

12. I will teach agriculture only if I find my ideal situation. (for 
example: geographical location, program size, salary, etc)    

○ ○ ○ ○ ○ 
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Your Decision to Become a Teacher- After Student Teaching 

Directions: For each statement below, please rate your level of agreement (definitely disagree to 
definitely agree, or not sure) regarding your decision to become high school agriculture teacher. 
Please bubble in the circle that best reflects your belief.  
 

 
17. On a scale from 1 to 10 with 1 = I do not plan on teaching agriculture to 10 = I am definitely planning on teaching 
agriculture please indicate your level of agreement (circle the number).  
 

1  2  3  4  5  6  7  8  9  10 
Do not plan to teach        Definitely teaching 
 
 
18. Name _________________________________ 
 

Are you willing to be contacted to participate in an interview to learn more about the student teaching experience from the 
perspective of the student teacher? 
____Yes _____No 
 
(if Yes: ) Please provide a phone number and best time of day to contact you. 
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1. I have carefully considered my decision to become an 
agriculture teacher. 

○ ○ ○ ○ ○ 

2. I have no desire to become a high school agriculture teacher. ○ ○ ○ ○ ○ 

3. I believe that teaching agriculture is a good career. ○ ○ ○ ○ ○ 

4. I am satisfied with the choice to become an agriculture 
teacher. 

○ ○ ○ ○ ○ 

5. I am happy with my decision to become an agriculture teacher. ○ ○ ○ ○ ○ 

6. I am excited to begin my career as an agriculture teacher. ○ ○ ○ ○ ○ 

7. I plan to pursue a career other than teaching high school 
agriculture.  

○ ○ ○ ○ ○ 

8. I believe teaching agriculture is not a good career.  ○ ○ ○ ○ ○ 

9. I am planning on teaching high school agriculture within the 
next year.  

○ ○ ○ ○ ○ 

10. I will teach agriculture regardless of where the school is 
located.  

○ ○ ○ ○ ○ 

11. I have decided that teaching agriculture is not the career I 
plan to pursue. 

○ ○ ○ ○ ○ 

12. I will teach agriculture only if I find my ideal situation. (for 
example: geographical location, program size, salary, etc)    

○ ○ ○ ○ ○ 

13. My cooperating teacher influenced me to become an 
agriculture teacher. 

○ ○ ○ ○ ○ 

14. My interaction with my cooperating teacher has discouraged 
me to pursue teaching agriculture. 

○ ○ ○ ○ ○ 

15. My decision to teach agriculture was impacted by my 
relationship with my cooperating teacher. 

○ ○ ○ ○ ○ 

16. The relationship I had with my cooperating teacher supported 
my decision to teach. 

○ ○ ○ ○ ○ 
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APPENDIX K 

MENTORING RELATIONSHIP QUESTIONNAIRE (MRQ) 
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APPENDIX L 

INTERVIEWER’S GUIDE- COOPERATING TEACHERS 

Interviewer reads: Hello and welcome to our interview session today. Thank you for taking the time to 

discuss your unique experiences as a cooperating teacher for an agricultural education student from Texas 

Tech University. My name is Gaea Wimmer, and I am a graduate student in Agricultural Education. You 

were selected for this interview because you expressed interest in helping us investigate the experiences of 

cooperating teachers.  

Before we begin, let me share some things that will make our discussions easier. My role here is to ask 

questions and listen. I’ll be asking around 10 questions. I am tape recording the session because I don’t 

want to miss any of your comments. We’ll be on a first-name basis, and in our later reports there will not be 

any names attached to comments. All of your responses will remain confidential.  

Our interview will last about one hour. Let’s start with telling us your name, school name, number of years 

who have taught agriculture, and the number of student teachers you have worked with. 

 

I will now ask a series of questions regarding your experiences and opinions.  

 

1. Why did you choose to serve as a cooperating teacher this semester? 

2. What expectations do you have for your student teachers? 

3. What level of guidance do you feel is appropriate when working with student teachers? 

4. How was the cooperating teacher experience with this student teacher? 

5. Do you think the student teacher was well prepared for the student teaching experience? 

a. If yes, how did you measure their level of readiness? 

b. If no, how did you measure their inadequacy? 

6. Was there a skill or competency in which the student teacher was particularly weak in at the 

beginning of the student teaching experience? 

a. Were you able to help them develop that competency to the point in which they 

could do it on their own? 

b. Any other weaknesses? 

7. Did you find the feedback information provided to you, after completing the surveys, useful? 

a. Were the surveys themselves confusing, helpful, or other? 

8. Were you able to adjust your leadership style to better meet the developmental level of the 

student teacher? 

a. Which leadership style do you believe you were in most of the time? 

(Provide a write up with the different leadership styles in boxes for them to examine) 

9. What role do you feel the cooperating teacher should serve in preparing future teachers? 

10. What advice can you offer to improve the student teaching experience? 

a. What can the university do to better the experience? 

11. Why do you think not all of the college students who major agricultural education and 

complete student teaching choose to pursue a career in the classroom? 

12. Did your student teacher this semester plan on teaching? 

a. Would it impact your relationship with the student if they were not planning to 

teach? 

  

Thank you for your feedback. Is there anything else you would like to add? 

 

Thank you again for taking time to visit with me today. 
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APPENDIX M 

INTERVIEWER’S GUIDE- STUDENT TEACHERS 

Interviewer reads: Hello and welcome to our interview session today. Thank you for taking the time to 

discuss your unique experiences as an agricultural education student teacher from Texas Tech University. 

My name is Gaea Wimmer, and I am a graduate student in Agricultural Education. You were selected for 

this interview because you expressed interest in helping us investigate the experiences of student teachers.  

Before we begin, let me share some things that will make our discussions easier. My role here is to ask 

questions and listen. I’ll be asking around 15 questions. I am tape recording the session because I don’t 

want to miss any of your comments. We’ll be on a first-name basis, and in our later reports there will not be 

any names attached to comments. All of your responses will remain confidential.  

Our interview will last about one hour. Let’s start with telling us your name, where you student taught, size 

of the school and program, and the number of cooperating teachers you worked with. 

 

I will now ask a series of questions regarding your experiences and opinions.  

1. How was your student teaching experience? 

2. What are some key events that stand out in your mind about student teaching? 

3. In what ways was student teaching a positive experience. 

4. What could have made the student teaching experience better? 

5. Describe the ideal relationship between a student teacher and cooperating teacher. 

6. What was the relationship like with your cooperating teacher? 

a. Did you have a relationship established before student teaching? 

b. Did you meet about the expectations and courses you would be teaching? 

7. How did they supervise your experience? 

8. Did your cooperating teacher identify your strengths? 

a. Did he/she encourage you to use them? 

9. Was there a skill or competency in which you were weak on at the beginning of the student 

teaching experience? 

a. Was your cooperating teacher able to help you develop that competency to the point 

in which you could do it on your own? 

b. Any other weaknesses? 

10. Did you notice any differences from the beginning of the semester compared to the end? 

11. Do you think you were well prepared for the student teaching experience? 

a. If yes, how did you measure your level of readiness? 

b. If no, how did you measure your inadequacy? 

12. What expectations did you have for your cooperating teacher(s)? 

13. Did your cooperating teacher provide you with adequate feedback?  

a. If yes, what did that look like? 

b. If no, what level of feedback did you wish you had received?  

14. What leadership style do you believe your cooperating teacher fell into most of the time? 

a. Did you notice them falling into more than one category? 

15. What role do you feel the cooperating teacher should serve in preparing future teachers? 

16. What advice can you offer to improve the student teaching experience? 

a. What can the university do to better the experience? 

17. Are you planning to teach agriculture? Why/Why not? 

18. Why do you think not all of the college students, who major in agricultural education and 

complete student teaching, choose to pursue a career in the classroom? 

Thank you for your feedback. Is there anything else you would like to add? 
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APPENDIX N 

IRB APPROVAL LETTER- COOPERATING TEACHERS 
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APPENDIX O 

IRB APPROVAL LETTER- STUDENT TEACHERS 
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APPENDIX P 

TEXAS UIL SCHOOL CLASSIFICATIONS 

 

 

 

Class Number of Students 

1A 2,065 and above 

2A 990 to 2,064 

3A 430 to 989 

4A 200 to 429 students 

5A 199 and below 

Note.  Numbers include grades K – 12. From “UIL realignment changes school classifications” 

 


