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The problem of this study was to determine the difference in 

attitude and anxieties toward the teaching profession of beginning 

teachers entering public education in Texas who have been through a 

semester-long intern program as opposed to those who have gone 

through a traditional eight-week student teaching program. Purposes of 

the study were to provide assessment data for planning and delivering 

preservice training experiences to prospective teachers, to compare 

similarities and differences in the attitudes of prospective teachers who 

have been through the intern program with those who have been in 

traditional student teaching, and to provide useful information to 

colleges and universities concerning the effectiveness of their teacher 

education programs. 

The targeted study groups were 22 fall semester interns and a 

comparison group of 27 fall semester traditional student teachers. All 

participants were seeking secondary certification. The study was 

conducted in the fall of 1994. The groups were matched according to 

gender, chronological age, race designation, grade-point-average, and 

level of family income. 



In summary, the findings of this study indicate that only two of the 

six research questions proved to be statistically significant. It is 

interesting to note, however, that individually a significant percentage of 

both of the groups showed a reduction in anxiety and a significant 

percentage of both groups showed a reduced positive attitude toward 

teaching as a profession. It is only for the student teachers, however, 

that the results were statistically significant for both tests. 
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CHAPTER 1 

INTRODUCTION 

Student teaching is the part of teacher education that first 

introduces potential teachers to the rigors and many facets of teaching 

before a live audience. This early field experience is the major method by 

which prospective teachers can develop their teaching skills before 

assuming responsibility for the classroom. J. B. Conant (1963) wrote in 

his book The Education of American Teachers, "the one indisputably 

essential element in professional education is practice teaching" (p. 142). 

It is a time when the theories learned in education and psychology 

classes at the university level merge with on-the-job experience to form a 

definable and effective and efficient teaching style that is compatible 

with the learning needs of children and the instructional goals of the 

school district or educational institution. 

The basis for the use of student teaching as a step in teacher 

preparation is established in both common practice and common sense. 

Every college of education in the state has some form of student teaching 

or internship program included as part of their teacher preparation 

program. In addition, it is assumed that a period of apprenticeship 

where a beginning teacher is watched, mentored, and supervised by an 



experienced teacher is helpful in getting the beginner started in a new 

career on a more solid foundation. 

The problem has been that the plan, as outlined in many cases, has 

not given future educators a true picture of what to expect when they 

enter the profession. Traditionally, student teachers have attended 

university classes for a significant portion of a semester (approximately 

eight weeks) and then reported to a high school, junior high school, or 

elementary school for the remaining part of the college semester 

(approximately eight weeks). The cooperating teachers have already 

established the rules and procedures of the class, made inroads into 

creating a learning climate, and promulgated their expectations for 

acceptable discipline before the student teacher arrives. The student 

teacher enjoys the benefit of the cooperating teacher's methods, 

discipline, and routines. The student teacher does not, however, see how 

these important parts of the learning climate were established. The 

problem then is the rude introduction the teachers face when they report 

to work for the first time and those routines are not already established 

for them. 

Anxiety, disillusionment, frustration, and outright fear result from 

this shock of simply being thrown into the educational fray of public 

schools without the prospective teaching professional being emotionally 

and psychologically equipped to do the job. According to Goodlad 

(1965), student teachers are often more concerned with survival than 



with principles of pedagogy. Those who never satisfy their survival 

instincts opt to exit the teaching profession before they ever begin or 

soon after they enter (Weaver, 1984). 

There is a popular theory that teacher education programs must be 

changed to prepare prospective teachers to enter and succeed as 

professional educators. But what form should these changes take? Is 

there a better way? Prospective teachers who drop out of education as a 

result of their preparatory teaching experience do not see themselves as 

being a factor in the educational equation. These novice teachers' 

attitudes toward the profession have been significantly altered between 

the time of their early college days when they chose teaching as a 

profession and when they completed student teaching and were ready to 

seek jobs in education. 

The recent trend in teacher preparation toward a semester-long 

internship instead of the traditional eight weeks of student teaching 

attempts to rectify this situation. Interns are in the building with the 

cooperating teacher from the start of the school semester. They see how 

discipline is established and how order is maintained. The internship 

program in theory, allows novice teachers time to work through the lack 

of survival skills that often plague the interns' early field experience and 

provides an opportunity for interns to mature and focus on instructional 

performance and teacher competencies as they move through the 

semester-long training. The theory is that after a full semester in the 



classroom with a cooperating teacher, the outlook for the first-year 

teacher will be significantly different from that of the student who only 

participated in traditional student teaching. 

Obviously, this theory presumes a lot. The apprenticeship, in 

itself, has some inherent problems. It assumes that cooperating teachers 

are masters in the field and that they are current on the latest trends and 

techniques in instructional research. It also disregards the reality that 

some student teachers are placed with a particular cooperating teacher 

simply because that teacher is the only one available on that campus or 

in that district in that particular field. Furthermore, this type of 

preparation encourages the novice teachers, oftentimes, to simply imitate 

the style, actions, and behaviors of the cooperating teachers without 

knowing and comprehending the reasons why those experienced teachers 

behave as they do. The idea is that beginning teachers benefit from 

watching and hearing a seasoned professional ply his or her trade. When 

all else fails, the beginner theoretically can simply copy the actions of the 

cooperating teacher and, thus, improve the skills and techniques 

allegedly learned in university classes. One report noted that student 

teachers were taught to conform to the cooperating teacher regardless of 

the goodness or badness of that individual (Neill, 1993). 

The widespread use of competency based approaches to teacher 

education and evaluation can also contribute to this problem by stressing 

rote behaviors rather than the rationale for or alternatives to that 



behavior (Valli, 1992). Also, competencies learned through the teacher 

education program often fly in the face of those learned through personal 

teaching experience. When this is the case, program-developed skills 

always end up a poor second (Dickinson, 1992). Student teachers are 

evaluated to see that they did something or could have done something 

rather than to see if what they did or did not do is appropriate and if it 

worked. 

Later when the novices assume their own positions, their attempts 

to duplicate the cooperating teacher's behaviors and actions (minus their 

experience, style, personality, and expertise) can result in frustration and 

failure. The dropout rate of first-year teachers is alarming and must be 

reversed if at all possible (Briggs & Richardson, 1992). This situation is 

compounded by the increasing problem of attracting under-represented 

groups into the profession (Sandlin, Young, & Karge, 1993). It is 

hypothesized that a stronger basis for success on the part of the novice 

presumably could be constructed by allowing for a longer time to observe 

and cooperate with the master teacher to decipher the "why" of that 

experienced teacher's behavior if, indeed, the experienced teacher is, in 

fact, successful and effective. 

According to a report by the National Commission for Excellence 

in Teacher Education (as cited in Page & Page, 1992), among other 

things, stressful work environments discourage many of the best students 

from ever considering careers in teaching. The same factor causes many 



teachers to exit the profession after only a few years. Nationally, 

approximately 50% of new teachers leave the classroom by their fifth 

year (Sandlin et al., 1993). Unfortunately, this is often when their skills 

are highly developed and their potential contributions are the greatest 

(Page &Page, 1992). 

This response by many to stress, in particular, and the teaching 

environment, in general, along with the apparent unwillingness to deal 

with those pressures indicate the need for an attitude adjustment on the 

part of teachers and potential teachers. It is assumed that college 

training programs and a 1990s approach to preservice experiences could 

have a positive impact on entry into and retention in the field. With the 

anticipated shortage of teachers and the trends toward stricter 

accountability for the schools, the best and brightest must be properly 

equipped with the skills necessary to successfully cope with and flourish 

in the field of education. 

Isolation affects all teachers and student or intern teachers in 

particular. This lack of positive peer contact is one of the conditions of 

teaching which can lead to job dissatisfaction and impede professional 

growth (Little, 1981). The student teaching experience heightens this 

feeling of isolation. Student teachers are often sent out alone to schools 

that they know very little about. The contact that they had with college 

peers and university professors is suspended at best. However, this 
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feeling of isolation might not be perceived on the part of the student 

teacher as negative. 

Yee (1968) found that the relationships between the student 

teacher, the master teacher, and the college supervisors were a major 

source of tension initially marked by a high degree of cohesiveness, but at 

the end of student teaching, the members of the triad were invariably 

reporting a higher frequency of negative feelings about each other. Since 

beginning teachers are characterized by concerns with self (Fuller, 1969), 

the isolation of student teaching in unfamiliar territory could be viewed 

as welcome on the part of the student teacher. Teachers who are on their 

own in foreign territory could be relieved to not have friends and close 

associates nearby when the inevitable mistakes are made. On the 

assigned campus, student teachers have close contact with the 

cooperating teacher but often know few other teachers on the campus 

and are not always incorporated into the social organization of the school 

(Goodlad, 1991). Although substantial numbers of teachers report 

working under strain or tension to the point of discomfort, it remains to 

be determined whether this anxiety is detrimental or beneficial to 

classroom teachers and students (Coates &.Thoresen, 1976). Would 

this problem of feeling isolated be addressed by simply being in the 

building for a longer time period; and, coincidentally, does this 

anxiety-producing isolation affect one's attitude toward teaching? By 

virtue of program design, the intern's exposure to other members of the 
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faculty would be greatly increased. However, the question would remain, 

"Would extended contact and involvement in the campus activities 

produce a first-year teacher with more positive attitudes toward the 

profession and less anxiety about their first assignment?" 

In the early stages, self-survival is a major concern to student 

teachers while instructional performance is of most concern in the later 

stages of the experience (Platz <&. Smith, 1993). Some aspects of 

teaching are difficult to learn unless there is a "need to know" that comes 

from being "confronted with complete responsibility" (Neill, 1993, 

p. 11). The artificial environment of any practice teaching experience 

heightens this problem and the student teachers or interns are often seen 

as "intruders," without real authority in the classroom and cannot do 

what they would do in "real life" (Neill, 1993). It is theorized that the 

lengthened term of the internship should address both of these concerns. 

The longer time would give beginning teachers more time to develop 

their survival skills and also time to hone their instructional plans, 

strategies, and techniques. There is a built-in time for reflection and 

interaction with the cooperating teacher and other members on the 

campus staff. Again the question remains, "Would this extended time 

improve the overall preparation of beginning teachers and their ability to 

cope with the anxieties of assuming control of a classroom on a full-time 

basis?" 



During the student and intern teaching experience, prospective 

teachers seem to change their feelings and perceptions about their roles 

as educators. Many seem to change the view of their roles from that of 

provider of education to one of facilitator of instruction (Davis, 1992). 

This sorting out of one's role definition takes time. Theoretically, the 

internship that is stretched over the course of an entire semester affords 

the time necessary for reflection, self-analysis, and role definition. It has 

not been determined if this reflection, indeed, takes place or if the longer 

time of the internship simply prolongs the development of the teacher 

that could just as easily be addressed in a university classroom setting. 

The final steps in the teacher preparation program should bridge 

the gap between academic preparation in the safe and nurturing 

environment of the university and the actual day-to-day teaching 

profession in our public and private school systems. Positive student 

teaching or internship experiences can only benefit the prospective 

professionals that are being trained and the students with whom they will 

work. 

Statement of the Problem 

The problem of this study was to determine the difference in 

attitude and anxieties toward the teaching profession of students 

who go through an intern program compared with those who go through 

a traditional student teacher program. 
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Purposes of the Study 

This investigation identified attitude toward teaching, as measured 

by the Minnesota Teacher Attitude Inventory (Cook, Leeds, & Callis, 

1951) and anxiety toward teaching, as measured by the Teaching 

Anxiety Scale (Parsons, 1973), in a selected group of preservice 

secondary teachers. There were four purposes for this study. The first 

purpose of the study was to look at changes in anxiety and attitude 

within and between student teacher and intern groups. The second 

purpose was to compare similarities and differences in the attitudes of 

prospective teachers who have been through the intern program with 

those who have been in traditional student teaching. The third purpose 

was to provide assessment data for planning and delivering preservice 

training experiences to prospective teachers. The fourth purpose was to 

provide useful information to colleges and universities concerning the 

effectiveness of their teacher education program. 

Research Questions 

The following questions were addressed descriptively and 

analytically: 

1. What are the attitudes of intern teachers toward the teaching 

profession as they enter the intern program? 

2. What are the attitudes of student teachers toward the teaching 

profession as they enter the student teaching experience? 
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3. What is the difference in anxiety scores between the intern 

group's pre- and posttest assessments on the anxiety instrument? 

4. What is the difference in anxiety scores between the student 

teacher group's pre- and posttest assessments on the anxiety instrument? 

5. What is the difference in attitude scores between the intern 

group's pre- and posttest assessments on the attitude instrument? 

6. What is the difference in attitude scores between the student 

teacher group's pre- and posttest assessments on the attitude instrument? 

7. Is there a difference in student teacher and intern teacher 

groups with regard to measurable attitude? 

8. Is there a difference in the student teacher and intern teacher 

groups with regard to measurable anxiety? 

Significance of the Study 

The quality of the educational offering of public school is 

dependent upon the success rate of the teaching professionals who 

service those students. Certain profiles of teacher education students, 

however, indicate a lowering of quality among applicants to teacher 

preparation programs (Martin, 1983). Furthermore, colleges of 

education are now attempting to address educational mediocrity as 

outlined in A Nation At Risk: The Imperative of Educational Reform 

(National Commission on Excellence in Education, 1983) and more 

recently in America 2000: An Education Strategy Sourcebook (U.S. 

Department of Education, 1991) through varied approaches to preservice 
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education and training. This study is significant because of the need to 

assess the attitudes and anxieties and the changes that these attitudes 

and anxieties undergo as a result of their preservice experiences for 

beginning teachers as they go through the training and preparation of 

becoming professional educators. This study provides focus on whether 

attitude and anxiety about entering the teaching profession is impacted 

by the experience gained as a preservice teacher. 

Assumptions of the Study 

This investigation was based on the following assumptions: 

1. All participating students responded honestly and accurately to 

the selected instruments. 

2. Internship teaching or student teaching is a necessary part of 

the teacher preparation process. 

3. Basic knowledge and understanding about the teaching 

profession are similar among the beginning teachers at the beginning of 

the student teaching or internship experience. 

4. Teacher education programs need improving. 

5. There are no basic differences in aptitude, training, or 

background in those college students who chose the intern program as 

opposed to those who chose the student teaching program. 

6. The Minnesota Teacher Attitude Inventory was a reliable and 

valid instrument for measuring teacher attitudes. 
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7. The Teaching Anxiety Scale was a reliable and valid instrument 

for measuring teaching anxiety. 

Limitations of the Study 

Limitations of this study include: 

1. The population was limited to interns and student teachers in 

secondary education classes from a northeast Texas university. 

2. Results are generalizable only to interns and student teachers 

from similar type programs. 

3. Participants in both the student teacher and intern programs 

chose their respective program. 

Definition of Terms 

Intern is defined as a participant in a 16-week teacher preparation 

program where the participant is on the local school campus from the 

beginning of the semester until the end of the semester. 

Student teacher is a participant in a traditional eight-week teacher 

preparation program where the student has college classes for the first 

eight weeks of the semester and then goes to student teach for the 

remaining eight weeks of the semester. 

Small districts are Texas public school districts with 2,500 or fewer 

students, as reported in the 1994-95 edition of the Texas School 

Directory. 
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Medium districts are Texas public school districts with between 

2,501 and 10,000 students as reported in the 1994-95 edition of the 

Texas School Directory. 

Large districts are Texas public school districts with over 10,000 

students as reported in the 1994-95 edition of the Texas School 

Directory. 

Cooperating teacher is the certified professional teacher who is the 

assigned mentor for the student teacher or the intern teacher. 

Secondary school is a campus that houses grades seven and above 

or that has a campus number between 041 and 099 (for a middle school) 

or between 001 and 040 (for a high school) as listed in the 1994-95 

edition of the Texas School Directory. 

Population 

A university in northeast Texas has developed an intern program 

through its Professional Development Center. It has been in effect for 

approximately two years. Interns are placed in public school settings in 

four districts in the northeast Texas region. There were approximately 

30 interns training for the secondary school level (grades 7 through 12) 

in this teacher training program for the fall semester, 1994. 

This same university also operated a traditional student teacher 

program. There were approximately 56 students training for the 

secondary school level in the regular student teacher program during the 

fall semester, 1994. The population sample for this study were matched 



15 

groups of interns and student teachers with regard to race, gender, grade-

point-average, and socioeconomic background. 

Review of Related Literature 

It has been suggested that achieving expertise in teaching is a 

developmental process (Fuller, 1974). Not until preservice teachers test 

the educational theories they have learned against the realities of 

longer-term, day-to-day teaching do they mature most rapidly in their 

teaching skills (Smith &_ Sanche, 1993). The formal process begins with 

university course work and field-based practice teaching, progressing to 

the first employed teaching experience, and then finally through 

continued years of teaching (Sandlin et al., 1993). Student (or practice) 

teaching has long been a staple of this teacher education continuum. No 

group or authority calls for the deemphasis of student teaching, and its 

continuance and expansion are taken for granted (Yee, 1968). In fact, 

beginning teachers generally claim that student teaching is one of the 

more valuable parts of their preparation and that the cooperating teacher 

was the person from whom they learned the most (Valli, 1992). During 

the later stages of one's teacher preparation program, an upper-level 

student is sent out to some public or private school campus to work for 

several weeks under the tutelage of an experienced professional or master 

teacher. 
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Methodology 

The Subjects 

The targeted study group was 22 fall semester interns and 27 fall 

semester traditional student teachers in secondary education from a 

university in northeast Texas. All of the students had completed the 

requisite number of classroom observation hours to qualify them for 

practice teaching assignments. 

The Procedure 

All participants were pretested to determine the base line 

information for each group. The pretest was administered as early as 

possible during the fall semester. The posttest was administered in 

December, as near the end of the student or intern teaching experience 

as was possible. 

The Instruments 

The assessment instruments used were the Teaching Anxiety Scale 

(Parsons, 1973) and the Minnesota Teacher Attitude Inventory (Cook 

et al., 1951). The Teaching Anxiety Scale has 29 items and was 

developed with the assumption that teaching anxiety will decrease as 

knowledge and skills develop during teacher training. 

The Minnesota Teacher Attitude Inventory was developed by 

Cook et al. in 1951. The 150-item scale was developed to determine the 

attitudes of teachers toward teaching, especially their relationships with 
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their students. In a less direct way the Minnesota Teacher Attitude 

Inventory also predicts how well teaching will satisfy one's professional 

aspirations (Weinstock & Peccolo, 1970). 

Additionally, there were some open-ended questions that the 

student teachers and interns were asked to respond to at the beginning 

and again at the end of their campus-based experience. For example: 

1. In the pretest, "What is your perception of the role of a teacher 

as you begin student teaching?" 

2. In the posttest, "What is your perception of the role of a 

teacher after you student taught?" 

3. In the posttest, "What did you find to be the major 

satisfactions and dissatisfactions of teaching?" 

4. In the posttest, "What suggestions do you have for those who 

will soon follow you in student teaching that will enhance their 

experience?" 

5. In the pretest, "What were your feelings about teaching as you 

began the practice teaching experience?" 

6. In the posttest, "What are your feelings about teaching now 

that you are finished with the practice teaching experience?" 

7. In the posttest, "What role did your cooperating teacher play 

in your preparation to teach?" 
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Data Analysis 

This study required both descriptive and inferential statistics to 

answer the eight research questions developed. Questions 1 and 2 were 

addressed descriptively. Survey questions and interviews were used to 

gather this information. Questions 3 through 6 were analyzed using 

t-test for dependent means. Questions 7 and 8 were analyzed using 

t-tests for independent means. 

The answers to the open-ended questions listed above are reported 

in narrative form. The purpose was to see if there was a change in 

perception of student teachers or interns who have completed their 

chosen programs from the pre- and post-administrations of the questions. 



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

This study is concerned with the changes in attitudes and anxieties 

toward teaching that preservice teachers experience as a result of their 

chosen teacher-education program. The question for consideration was: 

Do traditional student teachers and semester-long intern preservice 

teachers differ in their attitudes about and anxieties toward teaching as a 

profession? The purpose of Chapter 2 is to review selected literature 

pertinent to the relationship between attitude and anxiety in relation to 

preservice teaching. This chapter is divided into three areas of 

discussion: (a) an overview of teacher anxiety, (b) an overview of teacher 

attitudes, and (c) a discussion of the relationship between teacher 

anxieties and teacher attitudes. 

An Overview of Preservice Teacher Anxiety 

Preservice teachers who are considering the imminent challenge of 

entering the teaching profession appear to be beset with a wide range of 

questions, problems, and worries. This is not unusual and in most cases 

is to be anticipated. It would appear helpful for those learning to deal 

with these questions, problems, and worries to seek a better 

understanding of their nature, their source, and their frequency. A 

19 
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discussion of education in its relation to anxiety must have at its 

beginning a working definition of the concept of anxiety. In the 

American Heritage Dictionary (1985), anxiety is defined as a state of 

uneasiness and distress about future uncertainties, apprehension, and 

worry. Similarly, an operational definition of anxiety is: "Anxiety is a 

mixture of fear, apprehension, and hope referred to the future" (Sawrey 

& Telford, 1959, p. 440). 

In the controlled setting of the college or university classroom, the 

formal process of teacher training begins-first with college course work, 

followed by field-based practice teaching, later progressing to the first 

employed teaching experience, and finally through continued years of 

teaching (Sandlin, Young, & Karge, 1993). Not until preservice teachers 

test the educational theories they have learned in class against the 

realities of longer-term, day-to-day teaching do they mature most rapidly 

in their teaching skills (Smith &. Sanche, 1993). The field-based 

experience (i.e., student teaching) is the place where prospective teachers 

attempt to resolve the contradiction between the "ivory tower" 

philosophies and the classroom realities that clash to create potential 

disillusionment between anticipated norms and learned values (Paschal 

&Treloar, 1979). 

Studies of teacher role expectations have shown that both 

professional educators and lay people differ in their beliefs about what 

teachers should be trying to accomplish. These studies also suggest that 
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a difference between two people's beliefs about teacher role may 

sometimes result in anxiety in one or both and perhaps in interpersonal 

conflict, especially if one person is subordinate to the other (Sorenson & 

Halpert, 1968). This is the exact description of the student teaching 

experience. It is this student teaching experience that is similar in nature 

to the type of situation which is known to produce anxiety. It is 

characterized by vagueness and uncertainty concerning both the 

situation and the adequacy of responses that may be made to it (Travers, 

Rabinowitz, &. Nemovicher, 1952). In general, it is agreed that desirable 

learning is not likely to occur when the learner is extremely anxious. 

Therefore, student teachers are handicapped in their introduction to 

teaching if their anxiety is too great. This is a true assumption for two 

reasons. First, anxiety is an extremely unpleasant experience 

characterized by vague feelings of discomfort and tension. Second, 

anxiety often has a paralyzing or disorganizing effect upon the individual 

which interferes with the development of more adequate responses to the 

situation (Travers et al., 1952). 

Numerous studies have been conducted to show the relationship 

between anxiety and the educational setting known as student teaching 

(Dutton, 1962; Hart, 1987; Murwin &Matt, 1990; Payne & Manning, 

1990; Pigge ScMarso, 1987, 1990; Silvernail &.Costello, 1983; 

Sorenson Halpert, 1968; Thompson, 1963; Travers et al., 1952). 

Each study is discussed briefly in chronological order. 
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Travers et al. (1952) designed a study to describe the anxiety 

among student teachers. The anxieties upon which this study focuses are 

those induced by or attached to teaching circumstances. The basic 

procedure for the study consisted of administering a sentence completion 

test to a group of 120 student teachers at the beginning and at the end of 

a semester course in student teaching. The sentence completion test 

consisted of 21 items. The three sentences selected for analysis because 

of their usefulness in studying anxiety were the following: (a) "I hope my 

class never . . . (b) "I shall expect the pupils in my class . . . a n d 

(c) "When I become a teacher I suppose my greatest problem will 

be . . . . " Thus, the data on which the analysis was based consisted of two 

sets of 100-completion tests administered to the same students before 

and after student teaching. The results of the sentence completion test 

(Travers et al., 1952) revealed that the anxieties of this group of student 

teachers tended to be focused on the problem of discipline and on the 

desire to be liked by the pupils. It seemed likely that these two sources 

of anxiety when they do exist may produce a state of conflict in the 

student teacher, since whatever action is likely to relieve one is likely to 

accentuate the other. 

Dutton (1962) conducted a study that dealt with manifest anxiety 

as a variable in attitude change during student teaching. The study 

focused upon three hypotheses. The first hypothesis investigated 

whether student teachers possessing strong anxieties may be expected to 
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change their attitudes in the direction of their supervising teacher's 

attitude. The second hypothesis determined whether highly anxious 

student teachers would perceive their pupils negatively and their 

supervising teacher as negative toward children. The third hypothesis 

was designed to investigate whether student teachers, whose initial 

attitude scores were lower than those of the supervising teacher, would 

change in a more positive direction (Dutton, 1962). In this Dutton 

project, the Minnesota Teacher Attitude Inventory was given to 91 

elementary school student teachers enrolled at the University of 

California, Los Angeles, at the beginning and at the end of a 

semester-long student teaching assignment. The students taught one-half 

day, 5 days each week for 1 semester. 

The Pittsburgh revision of the Taylor Manifest Anxiety Scale and 

the Anxiety Differential, developed in 1959 by Alexander and Husick (as 

cited in Dutton, 1962) were used to secure anxiety scores for these 

student teachers. Student teachers were also asked to fill out the 

Minnesota Teacher Attitude Inventory as they believed their supervising 

teachers would respond. This was an effort to describe the attitudes of 

the individual supervising teacher. Supervising teachers, unaware of the 

student teachers' description of them, also completed the inventory. 

Grades, a detailed characterization, and a checklist of teaching skills was 

prepared by the supervisors for each student teacher (Dutton, 1962). 
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Dutton (1962) concluded that student teachers can be 

differentiated by using existing measures of anxiety. These differences 

were related to their influenceability and to attitudinal changes toward 

youth. There was some support given to the hypothesis that the highly 

anxious student teacher who expresses negative attitudes would tend to 

perceive pupils negatively as he worked with them during student 

teaching. However, the ratings of the supervising teachers did not 

indicate that high anxiety had a detrimental effect upon student teaching 

(Dutton, 1962). 

Furthermore, Dutton (1962) determined that both highly anxious 

and nonanxious student teachers changed their attitudes toward youth in 

a negative direction indicating that the experiences provided by student 

teaching are either very realistic and similar to regular teaching situations 

or perhaps unduly stressful. The student teaching experience may be a 

critical factor in the development of teachers' attitudes toward children. 

A control group of 150 students in methods courses maintained their 

high positive attitudes toward children throughout the semester. 

Thompson (1963) attempted to identify anxieties felt by student 

teachers, both in anticipation of and during an internship. A total of 125 

students served as subjects. The subjects were each given a list of 35 

types of anxieties with the request that the student teachers check those 

which they had experienced either prior to or during the student teaching 

assignment and that any others not printed be added in the space 



25 

provided. Each respondent was then asked to tell whether the items 

checked had been experienced prior to or during the student teaching 

period and to indicate as nearly as possible the source of the anxiety-

whether it was based upon something seen, heard, read, imagined, or 

unknown (Thompson, 1963). 

The data Thompson (1963) collected indicated several interesting 

findings. One emerging fact from these data was that females 

experienced more anxieties than their male counterparts. The data also 

show that more anxieties originate in what has been heard or imagined 

by the student teacher than from any other source. A third conclusion 

indicated that much more anxiety occurs prior to the student teaching 

experience than during the actual teaching experience (Thompson, 

1963). 

Sorenson and Halpert (1968) designed a study to explore the 

proposition that teacher candidates who see themselves as having beliefs 

about teaching which are different from those of their supervising 

teachers are likely to experience discomfort. This difference in role 

expectation was hypothesized to produce stress on the part of the 

student teacher who was in a subordinate relationship to the cooperating 

teacher. Two hundred forty-eight student teachers in southern California 

responded to a 125-item questionnaire that probed the respondents' 

reasons for entering teacher training and information about future plans 

and information about psychological discomfort and relations with 
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supervising teachers. The results of Sorenson and Halpert's study 

indicated that 70% of the subjects reported that they had experienced 

considerable psychological discomfort at the beginning of their 

assignment. Twenty percent of the subjects reported that they still 

experienced a good deal of discomfort at the end of the student teaching 

assignment. The nature of the discomfort appeared in two somewhat 

independent patterns: (a) physical discomfort and irritability, and 

(b) feelings of personal inadequacy and uncertainty about the teacher 

role. The sources of discomfort were generally clustered around 

disagreements with their supervising teachers about what and how to 

teach and in perceived differences in personality between teacher 

candidate and supervising teacher (Sorenson & Halpert, 1968). 

In 1983, Silvernail and Costello conducted a study at the 

University of Southern Maine with a two-fold purpose. The first purpose 

was to assess the impact of a traditional semester-long student teaching 

program on preservice teachers' pupil control perspectives, teaching 

anxiety levels, and teaching concerns. The second purpose was to 

determine if an earlier, more extensive year-long internship type student 

teaching program had a differential effect on these same preservice 

teacher perspectives, anxiety levels, and teaching concerns. The sample 

consisted of 60 elementary education students enrolled in four student 

teaching and internship programs. Thirty-six students were enrolled in a 

senior year semester-long student teaching program. Twenty-four 
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students participated in a 30-week junior year internship program. Each 

participant was administered three instruments: (a) Teaching Situation 

Reaction Scale, (b) Teaching Anxiety Scale, and (c) Teacher Concerns 

Questionnaire. The results of the study were that with respect to 

teaching anxiety, while traditional student teaching programs do not 

have a positive effect on modifying teaching anxiety levels, it appeared 

that more extensive programs were effective in reducing preservice 

teachers' teaching anxiety (Silvernail & Costello, 1983). Furthermore, 

neither the student teaching nor internship programs appeared to have a 

substantial impact on the type of concerns neophyte teachers have about 

teaching, but that generally the type and level of concerns expressed at 

the end of the student teaching experiences were essentially the same 

concerns that student teachers and interns held at the beginning of their 

clinical programs. 

Hart (1987) studied the question of whether teaching practice 

anxiety was comprised of more than one measurable factor. Sixty-four 

student teachers, from a college in the northwest of England, provided 

responses to a survey of teaching practice anxiety. Replies to the survey 

were in the form of free-response information about their anxieties 

during their current teaching practice. The results of the research noted 

the most frequently reported anxiety for these student teachers involved 

concerns over class control and discipline followed by anxiety over coping 

with the ability range within a class, catering to pupils' needs, and 
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providing suitable work for the students (Hart, 1987). Hart developed 

the Student Teacher Anxiety Scale which divides student teacher anxiety 

into four categories: (a) evaluation anxiety, (b) pupil and professional 

concerns anxiety, (c) class control anxiety, and (d) teaching practice 

requirements anxiety. 

Murwin and Matt (1990) studied technology education students 

at the University of Georgia to determine those students' fears and the 

areas that they felt most uncomfortable just prior to their student 

teaching experience. A simple survey method was devised whereby each 

candidate was asked to list ten major concerns about student teaching on 

individual 3" by 5" cards in prioritized order from one to ten, with one 

being the item that they had the most concern. Since no advanced 

notice about this assignment was given and since the survey was given 

during the first week of classes, the problems that they identified were 

probably those that they were most anxious at the time of the survey 

(Murwin & Matt, 1990). The results of the survey produced 39 

completely different categories of responses. The top five items with 

regard to frequency were: (a) discipline, (b) student relations, 

(c) supplies and materials, (d) faculty relations, and (e) lesson plans. 

Other items that were of concern to the student teachers and that were 

indicated most frequently on the survey were as follows: methods and 

motivation, self-image, safety and emergencies, ability to teach specific 

areas (of the curriculum), and testing of students. The participants in 
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Murwin and Matt's study were not troubled about being adequate 

technology education teachers. They were more concerned about the 

mundane aspects of teacher duties and being socialized into the 

mainstream of the environment of the school. 

Payne and Manning (1990) conducted a project on the effect of 

cognitive self-instructions on preservice teachers' anxiety about teaching. 

The program aimed at eliminating or considerably diminishing the 

negative emotions related to the student teaching field experience by 

altering their self-talk. Sixty-seven elementary education preservice 

teachers served as subjects and were randomly assigned to one 

experimental and two control groups. A pretest was administered before 

field experience and a posttest administered one week after completion of 

the field experience. The measure used to assess the relative effectiveness 

of the treatment procedure was the Survey of Feelings About Teaching 

(Payne & Manning, 1990). Results indicated that the training program 

significantly decreased self-reported anxiety about teaching (Payne &. 

Manning, 1990). 

Researchers Pigge and Marso conducted a variety of studies 

involving students in teacher education courses at Bowling Green State 

University. Among their interests have been the relationships between 

student characteristics and changes in attitudes and anxieties (Pigge &. 

Marso, 1987) and the influence of personality type upon changes in 

anxiety, attitude, and teacher confidence (Pigge & Marso, 1990). 
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In the first study, there were 581 subjects enrolled in the teacher 

preparation program at Bowling Green State University during the spring 

of 1985 (Pigge & Marso, 1987). The purpose of the study was to 

investigate changes in students' anxiety, attitude, concerns, and 

confidence about becoming a teacher during teacher training and 

whether these changes were related to selected student characteristics. 

The subjects were divided into three groups and measured at three stages 

of their teacher preparation program: at the beginning of their first 

required education course, jut prior to student teaching, and at the end 

of student teaching. It was assumed that the three groups of students 

were, in essence, random selections from a single population, and the 

only real difference between the groups was the length of time in the 

program and resultant differences in exposure and experiences as a result 

of going through the stages of the program (Pigge & Marso, 1987). 

According to Pigge and Marso (1987), all three groups were 

administered (a) the Teacher Concerns Questionnaire, (b) the Attitude 

Toward Teaching as a Career Scale, and (c) the Teaching Anxiety Scale. 

The subjects also completed a demographic questionnaire. The results of 

the study by Pigge and Marso were that significant changes in anxiety, 

concern, attitude, and confidence about teaching were identified. These 

changes, however, did not follow the consistent or desirable patterns for 

each measure or for all sample subgroups. Changes in anxiety and 

confidence about teaching moved in a consistently positive direction for 
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the total sample but not for all subsamples, attitude toward teaching 

changed dramatically and inconsistently among the subsamples but 

showed no overall change for the total sample, and concerns about 

teaching tended to increase prior to student teaching but to decrease 

following student teaching (Pigge & Marso, 1987). 

In their second study, Pigge and Marso (1990) attempted to 

determine whether or not teacher training had a predictable and 

theoretically desirable impact upon the affective attributes of prospective 

teachers. Measures of anxiety, attitude, concerns, and confidence about 

teaching were administered to a sample of 153 prospective teachers upon 

commencement of training and again upon completion of their student 

teaching experience. The study was longitudinal in nature since the 

subjects consisted of all students who had entered the teacher 

preparation program during the calendar year 1985 and who had 

completed their student teaching experience by the spring semester of 

1988. According to Pigge and Marso, each respondent was given the 

following measures: (a) the Teacher Concerns Questionnaire, (b) the 

Attitude Toward Teaching as a Career Scale, (c) the Teaching Anxiety 

Scale, and (d) a scale measuring confidence about teaching. It was found 

that as these aspiring teachers progressed through teacher training they 

became less concerned about their self-survival as teachers, more 

concerned about the task of teaching, less anxious about teaching, and 
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more assured about their decisions to become teachers (Pigge & Marso, 

1990). 

An Overview of Preservice Teacher Attitudes 

Famed motivational speaker and author Zig Ziglar (1984) wrote in 

his best-selling book, See You At the Top, that your attitude as one 

undertakes a project is the dominant factor in its success. In short, your 

attitude is more important than your aptitude (Ziglar, 1984). Obviously, 

one's attitude is important regardless of the endeavor. The attitude that 

a prospective teacher possesses at the start of a career in education is of 

great interest and extreme importance to the institutions training these 

prospective teachers and to the school districts hiring them. However, 

attitude measurement is not an end in itself. It provides information 

concerning motives of groups or individuals in situations to assist in the 

understanding of behavior (Callahan, 1980). 

Since nearly all experienced teachers indicated that the practice 

teaching experience is the critical influence in shaping the attitudes of 

preservice teachers, the empirical evidence about the nature of that 

influence is of particular importance. Prior to the mid-1950s, most of 

the studies were concerned with effects on attitudes and beliefs about 

teaching. Many of the studies conducted during this time indicated that 

a major effect of field experience was a worsening of attitudes toward 

students, a suspicion toward innovative teaching methods, and a general 

negativism toward educational theory and research (Joyce, 1988). The 
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purpose of this review of the literature on student teacher attitude is to 

investigate attitudes of student teachers and the changes that occur as a 

result of the teacher education process. One of the purposes of teacher 

education is to effect a change in the behavior of students so that they 

can become successful in-service teachers. Since attitudes show an 

inclination or predisposition to act in certain ways in given situations, it 

should be the purpose of a teacher education program to mold attitudes 

that will equip the prospective teacher to deal with the teaching role 

(Jacobs, 1968). There have been numerous studies using a wide range of 

technique and attitude scales to measure attitude with regard to teacher 

education over the years. The following pages report on a selected 

sample. 

Slobetz (1956) studied 157 college freshmen at State Teachers 

College, St. Cloud, Minnesota, to determine significant changes in 

attitudes in students after a period of professional education. Students 

were asked to respond to six open-type questions pertaining to their 

attitudes toward various aspects of the teaching profession prior to and 

at the completion of a training period that included course work and 

student teaching. The findings indicated that the subjects came to 

teacher training institutions (a) wanting to teach because of anticipated 

personal enjoyment, (b) feeling that the chief business of teaching is 

getting content "across" to pupils, (c) believing that the thing they will 

like most is helping children make progress, and (d) believing that the 
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principal anticipated dislike is related to discipline (Slobetz, 1956). 

After more than two years of education training, the results of the 

posttest revealed (a) the focus on teaching changed from an emphasis on 

getting content across toward a concern about the development point of 

view; (b) the things liked about teaching remained about the same except 

the occupational advantages as an item decreased in importance; (c) the 

concern about discipline faded as an item of dislike whereas dislikes 

related to routine, grading, and reporting became stronger; and (d) the 

concern about day-to-day procedures and about the 1st day or 1st week 

of school increased (Slobetz, 1956). 

Sandgren and Schmidt (1956) sought to answer the question: 

"Does practice teaching change attitudes toward teaching?" To develop 

an answer to this question they studied 393 students who were enrolled 

in practice teaching. The attitudes of the student teachers toward school 

work and pupils was measured by the use of the Minnesota Teacher 

Attitude Inventory, and the ratings of the critic teachers were made on 

the Student Teaching Report developed by the supervisors of student 

teaching at Ball State Teachers College. The Minnesota Teacher 

Attitude Inventory was administered to all student teachers at the 

beginning and again at the end of their terms of practice teaching. 

Sandgren and Schmidt concluded that attitudes of student teachers 

improved during the period of time in which practice teaching was taken. 

The data also indicated that Minnesota Teacher Attitude Inventory 
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norms increased with training and decreased with experience. The 

results also showed that women student teachers had higher attitude 

scores than did men student teachers. Finally, their conclusions reported 

that elementary student teachers have more favorable attitudes toward 

schoolwork and children as expressed by their Minnesota Teacher 

Attitude Inventory scores than do student teachers following other 

curricula (Sandgren & Schmidt, 1956). 

Richards (1960) designed a study to determine prospective 

students' attitudes toward teaching. Richards used 530 new students in 

the College of Education at Ohio State University. The instrument was 

an attitude inventory that consisted of 50 declarative statements asking 

for a response of true or false on all but six statements, five statements 

requiring multiple choice answers, and one statement asking for ranking 

by preference. All students responding to the inventory were enrolled in 

the same introductory education course. The survey's results were that 

the majority of students stated that they chose teaching as a profession 

because of the desire to help children and the anticipated personal 

enjoyment in the work. Salary, security, and chance for advancement 

were only secondarily considered in making their choice. The single 

greatest influence on their choice to pursue teaching as a career came 

from teachers under whom they had studied. There was agreement 

among 80% of the students answering the inventoiy that teaching 

appealed to them because the satisfactions outweighed any 
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dissatisfactions. The great majority felt that they would have no 

difficulty in handling children (Richards, 1960). 

Perrodin (1961) wanted to study the effects that training of the 

supervising teacher had on student teacher attitudes. He studied 113 

elementary education majors prior to and following the student teaching 

experience. The supervising teachers involved had all been through one 

or more phases of the Georgia supervising teacher education program 

that consisted of workshops, a year of internship, and finally a follow-up 

workshop on supervisory problems. The supervising teachers had to be 

invited into the program, and numerous criteria were considered in their 

selection. Supervisors also received stipends for each student teacher 

supervised, with those having the most training getting the most money. 

The 113 student teachers were twice administered the Minnesota 

Teacher Attitude Inventory approximately 12 weeks apart during which 

time the students were engaged in full-time student teaching under the 

direction of a supervising teacher. Perrodin concluded that in terms of 

changes on the Minnesota Teacher Attitude Inventory raw scores during 

the student teaching quarter, student teachers tended to make greater 

increases when placed with supervising teachers who had completed the 

supervising teacher preparation program. 

The purpose of a study by Brim (1966) was to investigate the 

effect of an undergraduate teacher education program upon student 

teacher attitudes toward children. The Minnesota Teacher Attitude 
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Inventory was administered to 250 undergraduate teacher education 

students at the University of Denver. The undergraduates were in 

various levels of the professional program. The pretest was given during 

the initial days of the quarter and the posttest some ten weeks later 

during the closing days of the quarter. It was assumed that differences 

between pretest and posttest were caused by change in attitudes during 

the quarter. The 32 students who demonstrated the greatest change in 

score were interviewed in an effort to determine causes of change. 

The conclusions of the Brim (1966) study were enlightening. The 

population of student teachers showed a significant change to a more 

liberal position in attitude toward children. The undergraduate teaching 

faculty appeared to influence student attitudes by attracting them toward 

their own since the differences between teacher and student scores 

decreased between pretest and posttesting. The study also showed that 

Minnesota Teacher Attitude Inventory scores were higher (more liberal) 

with each progression through the undergraduate teacher education 

program and that students completing the program showed a much 

higher mean Minnesota Teacher Attitude Inventory than those entering 

the program. Interestingly, actual laboratory experiences were perceived 

to be the most effective in changing attitudes of the student teachers 

toward children followed closely by methods used by instructors (Brim, 

1966). 
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Jacobs (1968) investigated the role of student teacher attitudes in 

changing prospective teacher behavior. His supposition was that teacher 

education programs should mold attitudes that will equip the prospective 

teacher with the tools to deal with the teaching role in a way that will 

bring about the greatest benefit to the students (Jacobs, 1968). The 

procedure was to pre- and posttest 1,007 students, approximately half of 

which were enrolled in the initial professional education courses and the 

rest in student teaching. The Survey of Teaching Practices, developed by 

Jasper Valenti in the early 1950s (as cited in Jacobs, 1968), was used as 

the instrument of choice. It is an opinion inventory of 102 questions 

designed to evaluate the attitudes with which teachers and prospective 

teachers view certain problem areas pertaining to the social role of the 

teacher. Jacobs found that significant changes in attitude did occur in 

both phases of the teacher education program. Changes of respondents 

in the initial courses of professional education moved away from more 

rigid and formalized attitudes toward more liberal and democratic points 

of view. Student teachers' attitudes changed from the more liberal and 

democratic points of view toward more rigid and formalized attitudes 

(Jacobs, 1968). 

The purpose of a study by Muuss (1969) was to investigate the 

differential effects between being a student enrolled in a sequence of 

education courses and being a beginning teacher as measured by the 

Minnesota Teacher Attitude Inventory. All 52 subjects were enrolled in 



39 

an experimental fifth-year graduate program in elementary education. 

Three test administrations examined the structure of the program as 

follows: (a) before classes began, (b) after completing the academic 

program, and (c) following a 41/2-month internship. The results of the 

study by Muuss showed significant gains in Minnesota Teacher Attitude 

Inventory scores during the academic process. In other words, attitudes 

became more tolerant and more child-centered on the basis of the 

student's exposure to an interrelated sequence of education courses. In 

contrast, attitudes declined during the internship. Evidently, the initial 

demands of school reality such as discipline, identifying new roles, and 

loss of idealism brought about a return to more traditional attitudes and 

less sympathy for children and for their behavior (Muuss, 1969). 

Yee (1969), at the University of Wisconsin, Madison, conducted a 

test to determine if cooperating teachers influence the attitudes of their 

student teachers. The subjects were 124 student teachers and their 124 

cooperating teachers. The Minnesota Teacher Attitude Inventory in 

modified form was used. Data collection was through the pre- and 

posttest method at the beginning and end of the student teaching 

semester. The results of Yee's study indicated that cooperating teachers' 

attitudes toward young people caused similar attitudes of student 

teachers to shift in that same direction. The practical significance of 

these results is that the attitudes of student teachers toward young 
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people generally reflect the predominant influence of their cooperating 

teachers (Yee, 1969). 

Weinstock and Peccolo (1970) attempted to study the consistency 

with which student teachers held to their philosophical beliefs, attitudes, 

and academic characteristics as a result of surviving the student teaching 

experience. The subjects were 97 secondary education majors and 49 

elementary education majors. These 156 students were compared on the 

basis of how consistently they held specific attitudes toward teaching and 

on how well they met professional and educational requirements 

(Weinstock & Peccolo, 1970). The Minnesota Teacher Attitude 

Inventory was used to measure teacher-student rapport. The 

Gowin-Newsome-Chandler Logical Consistency Scale was developed to 

study how consistent perspective teachers were in their ideas about 

education (Weinstock & Peccolo, 1970). Overall, it was determined that 

students preparing to teach in both the elementary and secondary 

categories showed a consistent decrease in mean scores on the Minnesota 

Teacher Attitude Inventory on completion of student teaching in schools 

(Weinstock &. Peccolo, 1970). 

Villeme and Hall (1975) designed a study to determine the effects 

of various types of professional education training on student attitudes 

toward children, principles of education, and conduct in the classroom as 

measured by the Minnesota Teacher Attitude Inventory. Villeme and 

Hall examined attitude changes that occurred during a two-year period of 
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teacher training. Students completed the Minnesota Teacher Attitude 

Inventory at three points during their program: once at the beginning, 

once in the middle, and finally at the end of the internship period. Only 

the data from students who completed all three testings were included in 

the basic analyses of the study. Complete data were obtained from 138 

students who were initially tested. The results of Villeme and Hall's 

study seemed to agree with the findings of other studies that have 

appeared in the literature about attitude development during teacher 

training. An increase in favorable attitude scores during the academic 

part of the teacher education program was found. There was also a 

general decrease in these same attitude scores during internship. The 

results of Villeme and Hall's study strongly suggested that development 

of favorable attitudes in prospective teachers may be facilitated by 

providing teacher trainees with internship experiences throughout their 

enrollment in teacher education. 

Hoy and Rees (1977) designed a study to explore the extent to 

which certain aspects of the prospective teacher's orientation may be 

changed in the process of student teaching. Specifically, of concern were 

the possible influence of student teaching experiences OH dogmatism, 

pupil control orientation, and bureaucratic orientation of student 

teachers. The subjects were 112 secondary college seniors who were 

tested just prior to the beginning of their student teaching. Follow-up 

questionnaires were mailed out immediately after the nine-week student 



42 

teaching experience. Seventy-nine student teachers returned useable 

questionnaires. The instruments used were the Work Environment 

Preference Schedule, the Pupil Control Ideology, and a short form of 

Rokeach's Dogmatism Scale (Hoy &. Rees, 1977). Hoy and Rees 

concluded that although the basic structure of belief systems of student 

teachers seemed not to be modified during student teaching, 

nevertheless, important changes in orientation did occur. Secondary 

school teachers became substantially more bureaucratic in orientation as 

a result of student teaching. Apparently, the school bureaucracy quickly 

began to impress upon student teachers the value of conformity, 

impersonality, tradition, subordination, and bureaucratic loyalty. Much 

of what is learned about teaching is ultimately learned in the context of 

the school organization (Hoy &. Rees, 1977). 

Callahan (1980) attempted to identify the attitudes of teacher 

candidates toward teacher characteristics determined to be important for 

effective teaching and to determine if there was a change in attitudes 

between the outset and conclusion of student teaching. The subjects 

utilized were 120 students from the Elementary and Secondary 

Education Departments at Washington State University. All subjects 

were seeking certification at either the elementary or secondary level. A 

semantic differential was administered prior to their student teaching 

experience and once again at the conclusion of student teaching 

(Callahan, 1980). Callahan concluded that the student teaching 
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experience is a highly influential aspect of a teacher training program 

and, as such, serves a valuable role in crystallizing teacher candidate 

attitudes toward the role and characteristics of the effective teacher, their 

personal effectiveness as a teacher, and the respective worth of the 

training received in their education program. 

Tabachnick and Zeichner (1984) studied the impact of the student 

teaching experience on the development of teacher perspectives toward 

teaching. The subjects of this study were 13 female student teachers 

who were enrolled in the final semester of a four-semester professional 

sequence leading to elementary certification. A 47-item Teacher Belief 

Inventory was developed to assess student teacher beliefs related to six 

specific categories: (a) the teacher's role, (b) teacher-pupil relationships, 

(c) knowledge and curriculum, (d) student diversity, (e) the role of the 

community in school affairs, and (f) the role of the school in society 

(Tabachnick & Zeichner, 1984). All of the 13 subjects were individually 

administered the Teacher Belief Inventory, were interviewed at least five 

times, and were observed teaching at least three times. The research 

findings generally support the position that student teaching plays little 

part in altering the course set by anticipatory socialization and challenges 

those who contend that student teaching exerts a powerful and 

homogenizing influence on relatively malleable student teachers. The 

findings support a view of student teacher socialization as a more 

negotiated and interactive process where what students bring to the 
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experience gives direction to, but does not totally determine the outcome 

of, the socialization process (Tabachnick ScZeichner, 1984). 

Marso and Pigge (1989) and Pigge and Marso (1990) have done 

numerous studies into the attitudes and influences the preservice 

experience has on student teachers. Two of their studies are cited here. 

Marso and Pigge (1989) studied the influence of preservice training and 

teaching experience upon attitude and concerns about teaching through 

their research at Bowling Green State University. The subjects for the 

study were prospective teachers at three stages of training and three 

groups of inservice teachers completing their first, third, and fifth years 

of teaching. The total number of subjects involved was 1,193. Their 

purpose was to study the relationships between selected characteristics of 

these teachers and changes in their attitude and concerns about teaching 

over these six stages of development. Their results were that attitude 

toward teaching as a career was found to be positive and relatively stable 

over the six developmental stages, teaching task-type concerns increased, 

self-type concerns decreased, and impact upon pupil-type concerns 

remained stable and higher than the other two types of concerns. The 

measurement instruments were the Teacher Concerns Questionnaire and 

the situation-specific Attitude Toward Teaching as a Career Srale based 

upon need theory (Marso & Pigge, 1989). 

A final stage by Pigge and Marso (1990) was designed to 

determine whether or not teacher training had a predictable and 
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theoretically desirable impact upon the affective attributes of perspective 

teachers. Measures of anxiety, attitude, concerns, and confidence about 

teaching were administered to a sample of 153 prospective teachers upon 

commencement of training and again upon completion of their student 

teaching experience. Each subject completed the following measures: 

the Teacher Concerns Questionnaire, the Attitude Toward Teaching as a 

Career Scale, the Teaching Anxiety Scale, and a scale measuring 

confidence about teaching. It was found that as these aspiring teachers 

progressed through teacher training, they became less concerned about 

their self-survival as teachers, more concerned about the task of teaching, 

less anxious about teaching, and more assured about their decisions to 

become teachers. In addition, it was found that they maintained high 

and relatively stable self-ratings of their success as future teachers, 

attitude about teaching as a career, and concerns about their impact on 

pupils (Pigge &Marso, 1990). 

Relationship Between Preservice Teacher Anxiety 
and Preservice Teacher Attitudes 

The literature is well established that student teachers experience 

anxiety. These anxieties are natural and to be expected from the myriad 

of new and confusing experiences that preservice teachers anticipate as 

they enter the campus environment for the first time. The first part of 

this chapter attempted to establish the sources of this anxiety. The 

second part of this chapter attempted to focus on teacher attitude and its 
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developmental impact in the student teacher process. The last part of 

this chapter attempts to highlight the relationship between the anxiety 

and attitude. An extensive amount of research has been conducted into 

the relationship between teacher anxiety and teacher attitudes (Dutton, 

1962; Hoover &Sakofs, 1985; Kracht & Casey, 1968; Pigge &Marso, 

1987). These were chosen as a representative sample. 

Dutton's work (1962), cited earlier under the topic of anxiety 

determined that the attitudes of teachers toward children are closely 

associated with pupil-teacher relations found in classrooms. Dutton 

studied 91 elementary student teachers at the University of California, 

Los Angeles. He administered the Minnesota Teacher Attitude 

Inventory upon entry and at the end of a semester of student teaching. 

The students taught one-half day, five days a week for one semester. 

Dutton concluded that even though previous studies have shown that 

the attitudes of teachers are likely to improve during the student 

teaching period, his data revealed that significant changes occurred in a 

negative direction toward children on the Minnesota Teacher Attitude 

Inventory during student teaching. The results also indicated that 

student teachers' attitudes for both the highly anxious and non-anxious 

groups had negative changes in attitudes in the direction of their 

supervising teachers. Thus, the findings of Dutton's study show an 

attitude change of the student teachers in the direction of their 

supervising teachers regardless of initial scores. 
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Dutton (1962) also reported that a sample group of 150 education 

students who were not in student teaching maintained high positive 

scores toward pupils. The scores did not change measurably during the 

semester they were in methods courses (Dutton, 1962). These subjects 

were not exposed to prolonged interactions with students in a classroom 

setting. 

Kracht and Casey (1968) studied student teachers to determine if 

there was a relationship between student teachers' attitudes, anxieties, 

and performance in student teaching. The subjects were 318 college 

seniors at Southern Illinois University in Carbondale, Illinois. The 

instruments used were the Minnesota Teacher Attitude Inventory, the 

Student Teacher Evaluation, and the Institute for Personality and Ability 

Testing Anxiety Scale Questionnaire. The subjects completed the 

measurement tools prior to the beginning of student teaching. At the 

end of the student teaching experience, the cooperating teachers in the 

public schools rated the classroom effectiveness of the student teachers 

on the Student Teacher Evaluation. 

The results indicated that student teachers with good attitudes 

toward teaching tended to get good grades in student teaching. In this 

study, the factors rated high by cooperating teachers seemed to be similar 

to the factors which were rated important and desirable for teachers by 

the authors of the Minnesota Teacher Attitude Inventory. The two 
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seemed to be in general agreement as to the attitudes essential for 

successful classroom performance. It was also found that student 

teachers who had poor attitudes had a high anxiety level and vice versa 

(Kracht & Casey, 1968). 

Hoover and Sakofs (1985) studied the relationship between 

sources of anxiety of elementary student teachers and attitudes toward 

mainstreaming of special education students. The sample population 

used in this study consisted of 61 preservice elementary teachers who 

had completed some 200 hours of field experience during the fall 

semester and followed that with student teaching in the spring semester. 

Thirty-one of the subjects were randomly assigned to work in a special 

education self-contained room designed to serve children who had 

learning disabilities and/or emotional/behavioral disorders as defined by 

state rules and regulations. There were 15 treatment classes within ten 

elementary schools. Each school consisted of its own randomly selected 

experimental and control groups. The control groups did not have 

experience working in a special education classroom for the duration of 

the study. An attitude survey entitled the Mainstreaming Inventory was 

administered to all subjects. In addition, the Student Teacher Anxiety 

and Concerns form was required of each subject. The Student Teacher 

Anxiety and Concerns form was administered to assess the subjects' level 

of concern for selected aspects of the student teaching experience. 
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The results of the study by Hoover and Sakofs (1985) indicated 

that student teachers who considered themselves to be more physically 

and emotionally healthy throughout the student teaching assignment 

held more positive attitudes toward the role of the regular class teacher in 

the special education evaluation and placement process and in their 

confidence in ability to work with the handicapped. Student teachers 

who exhibited less concern in their relationships with their public school 

cooperating teacher also held more positive attitudes toward the role of 

the regular class teacher in the special education process. With reference 

to the other sources of anxiety in student teaching, concern with the 

university supervisor's and cooperating teacher's evaluation, relationship 

with the university supervisor, desire to gain approval from students, and 

classroom discipline did not correlate with attitudes toward education of 

exceptional children (Hoover & Sakofs, 1985). 

Pigge and Marso (1987) designed a study to investigate the 

relationships between student characteristics and changes in attitudes, 

concerns, anxieties, and confidence about teaching during teacher 

preparation. The subjects were 581 students divided into three groups at 

three stages of their teacher preparation: beginning their first required 

education course, just prior to student teaching, and at the end of 

student teaching. The study was conducted at Bowling Green State 

University during the spring semester of 1985. All three groups were 
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administered (a) the Teacher Concerns Questionnaire, (b) the Attitude 

Toward Teaching as a Career Scale, and (c) the Teaching Anxiety Scale. 

The data obtained from the study by Pigge and Marso (1987) 

indicated that elements of attitude, anxiety, concern, and confidence did 

change during teacher training. The changes identified in anxiety about 

teaching and confidence as a teacher moved in a consistently positive 

direction during training. The change in concerns about teaching 

showed a general pattern of increase prior to student teaching but a 

decrease following student teaching. In summary, the overall conclusion 

drawn from their study was that prospective teachers have different 

beliefs and feelings upon entrance to teacher training, that teacher 

training has differing effects upon various classifications of individuals, 

and that those wishing to make meaningful assessments of the impact of 

teacher training must consider characteristics of the prospective teachers 

as well as characteristics of the training experience and setting (Pigge & 

Marso, 1987). 

Summary 

Educators have been interested in and concerned about teaching 

anxiety and teacher attitudes as they have attempted to find ways to 

improve the products that schools of education send to the public 

schools. Since the inception of formal programs for teacher preparation 

in the early part of the 19th century, there has been a great deal of 

controversy and debate surrounding the ways in which teachers should 
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be prepared. Today, it is widely assumed by educators, lay people, and 

students alike that field-based experiences are necessary and useful 

components in preservice teacher preparation programs (Zeichner, 

1980). By studying the related research on anxiety, attitude, and 

preservice experience, educators stand a better chance to predict the 

success and happiness of future professional educators. 

Chapter 2 offers selected summaries of research efforts that have 

investigated preservice teachers and their attitudes and anxieties and the 

relationship between the two. Typically, there is the belief that clinical 

field experience (i.e., student teaching) necessarily contributes to the 

development of better teachers. It is assumed, therefore, that the more 

time spent in student teaching the better. 

Several of the studies cited indicated that measured anxiety is a 

powerful influence for prospective teachers as they progress through their 

preservice training. In the studies cited, anxiety was often focused on 

discipline or student relations (Hart, 1987; Murwin & Matt, 1990; 

Travers et al., 1952). Most of the literature reviewed indicated that 

anxiety was prevalent at all stages of the student teaching process and 

that, in general, high anxiety had a negative impact on student teacher 

attitudes toward children and teaching in general (Dutton, 1962; Payne 

&. Manning, 1990; Silvernail & Costello, 1983; Sorensen & Halpert, 

1968; Thompson, 1963). 
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Attitudes of preservice teachers generally improved during their 

college sequence of courses (Brim, 1966; Jacobs, 1968; Muuss, 1969; 

Sandgren & Schmidt, 1956; Slobetz, 1956; Villeme & Hall, 1975; 

Weinstock & Peccolo, 1970). There was also an indication that the 

cooperating teacher had a major impact on student teacher attitude 

(Perrodin, 1961; Tabachnick & Zeichner, 1984; Yee, 1969). Student 

teacher or intern attitudes also seemed to vary with the age level of the 

children with whom the student teacher or intern was working (Hoy &. 

Rees, 1977; Sandgren & Schmidt, 1956). 

The significance of this study, and the contribution that it makes 

to the considerable body of literature on similar type topics, is that in all 

studies cited, no mention was made comparing attitude and anxiety 

changes for the intern teachers and student teachers within and between 

groups. This study limits itself to the attitude and anxiety aspects of 

preservice teaching and excludes other emotional and sociological factors 

cited in many of the above referenced articles. 



CHAPTER 3 

METHODS AND PROCEDURES 

Overview 

This study was designed to identify, measure, and compare the 

anxieties and attitudes of preservice teachers who have been through two 

completely different types of preservice training (i.e., traditional student 

teaching lasting approximately eight weeks versus a semester-long 

internship that lasts approximately 18 weeks) toward students and the 

teaching profession. The design of this study, a description of the 

sample, and a description of the instruments and procedures used are 

presented in this chapter. The chapter is divided into three sections 

which discuss the following topics: (a) methodology, (b) description of 

the instruments, and (c) characteristics of the sample. 

Design of the Study 

All research was conducted during the fall semester of 1994 on the 

campus of a small four-year college in northeast Texas. The university 

has a prominent teacher education program and was in the process of 

converting their preservice program away from the traditional eight-week 

student teaching format to the model of the Professional Development 

Centers that have been established in many colleges and universities. In 
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these Professional Development Centers, preservice teachers are expected 

to work on the local public or private school campus as "resident" 

teachers for an entire semester to complete their teacher education 

requirements. The school year 1994-95 was expected to be the last year 

that both programs were to be in effect simultaneously on this particular 

college campus. Only students in secondary education were invited to 

participate. There were 22 preservice teachers in the intern program. 

There were a total of 56 preservice teachers in the traditional student 

teacher program. 

The design of the study was to pre- and posttest matched groups of 

interns and student teachers. Because of the relatively small number in 

the intern group (22), it was determined that all of them would be used 

for the study. From the 56 student teachers, 29 were chosen as the 

comparison group based on comparable gender, chronological age, race 

designation, grade-point-average, and level of family income. There were 

two instruments administered as pretests and posttests. The instruments 

selected were the Minnesota Teacher Attitude Inventory developed by 

Cook, Leeds, and Callis in 1951. The Teaching Anxiety Scale was 

designed by Parsons during work with the University of Texas in Austin 

in 1973. A demographic questionnaire was also administered to get 

background data on the subjects at the pretest. 

The pretest was administered on the first day of classes for the 

respective groups. For the intern group, this was August 25, 1994. For 



55 

the student teaching group, this was August 31, 1994. All 56 original 

members of the student teacher group were tested since there was no way 

of anticipating which ones would be chosen to represent the matched 

group to compare against the 22 in the original intern group. 

The posttest was administered to both groups at the same time on 

December 12, 1994. This was a seminar session on the last day that 

they met as preservice teachers. Both interns and student teachers were 

present in the same room, were given the posttest in the morning, and 

were having a job fair on that same afternoon. For the interns (22 in 

total), the testing was exactly the same as for the pretest. All of the 

interns were present. For the student teachers, only those 29 chosen to 

represent the matched group were asked to spend time taking the 

posttest. Three of the student teachers were not present at the 

December seminar. A follow-up mail-out netted a response from one of 

the three. The total number of student teachers who completed both the 

pretest and posttest was 27. These individuals comprised the matched 

group used in the compilation of data and who were used in discussing 

the research questions of this study. 

Description of the Instruments 

This study identified attitudes toward teaching by using the 

Minnesota Teacher Attitude Inventory (Cook et al.. 195Q. The Teacher 

Anxiety Scale (Parsons, 1973) was the instrument used to identify and 

measure preservice teacher anxiety toward teaching. The subjects were 
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all secondary education majors who were in the last year of their 

respective programs in teacher education and who were enrolled in the 

field-based phase of their program. 

The Minnesota Teacher Attitude Inventory 

The attitudes of preservice teachers toward the teaching profession 

were measured and identified by the Minnesota Teacher Attitude 

Inventory. The scale is designed to measure those attitudes of teachers 

which predict how well they will get along with pupils in interpersonal 

relationships, and indirectly how well satisfied they will be with teaching 

as a vocation. The Minnesota Teacher Attitude Inventory is a 150-item 

scale somewhat similar to a Likert scale. For each item, respondents 

mark an answer sheet as follows: strongly agree (SA), agree (A), 

undecided (U), disagree (D), or strongly disagree (SD) (Cook et al., 

1951). Scores may be obtained through machine grading or by hand 

scoring. The possible range of scores on the Minnesota Teacher Attitude 

Inventory is from plus 150 to minus 150. Each response scored correct 

has a value of plus one, and each response scored wrong has a value of 

minus one. 

The Minnesota Teacher Attitude Inventory is practically 

self-administering. The subjects read the directions on the front page of 

the booklet and then proceed to answer each of the 150 items on a 

separate answer sheet. There is no time limit, but the subjects are 

encouraged to work rapidly and to indicate their first impressions rather 
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than to deliberate over any one item very long. It usually takes from 20 

to 30 minutes to complete the inventory (Cook et al., 1951). 

The reliability of the Minnesota Teacher Attitude Inventory scale 

as determined by the Spearman-Brown split-half method was .89 (Cook 

et al., 1951). According to the administration manual, cross validation 

of the Minnesota Teacher Attitude Inventory resulted in concurrent 

validity coefficients between .46 and .60, significant to the 1% level 

(Cooket al., 1951). 

The Teaching Anxiety Scale 

The Teaching Anxiety Scale was designed to provide a tool for 

measuring anxiety specific to the task of teaching. The Teaching Anxiety 

Scale is comprised of 29 questions. It is an easily administered, 

self-report instrument designed to measure situation specific (teaching) 

anxiety. The Teaching Anxiety Scale correlates significantly and 

positively with other measures of anxiety, but a reliability coefficient of 

between .76 and .86 is unique (Parsons, 1973). 

The Teaching Anxiety Scale was developed initially at Stanford 

University for use with preservice intern teachers. The instrument 

contains a variety of self-report statements about teacher reactions to 

teaching. These reactions are of two general kinds: (a) emotional 

responses to teaching-related situations and (b) attitudes toward teaching 

as a profession. All the statements are presented with a 1 to 5 option 

format with never represented by 1, infrequently represented by 2, 
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occasionally represented by 3, frequently represented by 4, and always 

represented by 5. 

The alpha coefficients of internal consistency are high (.87 to .93) 

for the Teaching Anxiety Scale. Reliability of the Minnesota Teacher 

Attitude Inventory was found to be .95 by the split-half technique 

(Parsons, 1973). Cross validation of the Teaching Anxiety Scale resulted 

in concurrent validity coefficients between .24 and .54 significant to the 

less than .05 level using correlations between the Teaching Anxiety Scale, 

the Taylor Manifest Anxiety Scale, and the Test Anxiety Scale (Parsons, 

1973). 

Characteristics of the Sample 

The subjects of this study were male and female undergraduate 

students in the final year of their respective teacher education programs. 

They were all seeking teacher certification in secondary education in 

Texas public schools. 

A total of 22 interns were used. These were preservice teachers 

who had elected to participate in a teacher education program that 

required the field-based phase of their training to stretch over the entire 

fall semester of 1994. These interns began their field-based experience 

when the local junior high schools and high schools where they were 

assigned began the fall semester. After the college semester started in 

September, the interns were in a seminar on Mondays and on the local 

campuses Tuesdays through Fridays. They were in the local campus 
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buildings from the first day of new teacher orientation (typically 

organized by the local school districts prior to the beginning of the year's 

staff development programs) through the first days of fall inservice. 

These interns completed their field-based assignments when the college 

term ended and were not in the local schools for semester reviews and 

final examinations. In other words, these interns started school with the 

public schools' calendar and ended their semester with their university's 

calendar. As it happened, this ending came approximately two weeks 

before the public schools recessed for Christmas break. 

There were 16 female and six male interns in the experimental 

group. Two were African-American and the other 20 were Caucasian. 

Their average age was 31 years with the range being from a low of 20 

years old to a high of 44 years old. Their average grade-point-average in 

their major fields was 3.3. Five were mathematics majors, five were 

social studies majors, six were business education majors, four were 

language arts/English majors, and two were physical education majors. 

Their average reported family-of-origin income was $37,000. 

There were 27 traditional student teachers in the study. These 

were chosen as a matched group to the interns in terms of age, gender, 

race, and grade-point-average. This control group of student teachers 

included 19 females and eight males. Their average age was 27.5 years 

with the range being a low of 22 years and a high of 47 years. Three 

were African-American, 23 were Caucasian, and one was Hispanic. Their 
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average grade-point-average was 3.2. Two were science majors, five were 

mathematics majors, two were social studies majors, one was a business 

education major, three were language arts/English majors, six were fine 

arts majors, and eight were physical education majors. Their average 

reported income of family-of-origin was $39,400. 

Both groups had successfully completed the required course work 

studies in methodology, psychology, and philosophy to allow them to be 

eligible for field experience. Both groups had completed the required 30 

hours of observations in local classrooms. All members of both groups 

were eligible for certification by the Texas Education Agency upon 

completion of their respective field-based experience. 

Data Analysis 

This study required both descriptive and inferential statistics to 

answer the eight research questions developed. Questions 1 and 2 were 

addressed descriptively. Survey questions and interviews were used to 

gather this information. Questions 3 through 6 were analyzed using 

t-test for dependent means. Questions 7 and 8 were analyzed using 

t-tests for independent means. 

The answers to the open-ended questions listed above are reported 

in narrative form. The purpose was to see if there was a change in 

perception of student teachers or interns who have completed their 

chosen programs from the pre- and post-administrations of the questions. 



CHAPTER 4 

PRESENTATION AND ANALYSIS OF THE DATA 

The purpose of this study was to determined if the training process 

of preservice secondary teachers has an impact, either positively or 

negatively, on the attitudes and anxieties toward the teaching profession. 

There was the expectation that the data gleaned from this study would 

be useful in planning and delivering preservice training experiences for 

prospective future educators. The intern group (n = 22) began their 

field experience when the regular public school teachers reported for 

summer inservice meetings. The student teachers' group (n = 27) began 
* 

their field experience in mid-October after eight weeks of classroom 

training on the university campus. 

The data collected during the fall semester of 1994 from the 27 

student teachers and from the 22 student interns is presented in this 

chapter. The subjects were all secondary education students seeking 

certification in teacher education. The groups' characteristics were 

matched as closely as possible to approximate "sameness" of groups 

(Table 1). 

The interns in the subject group were represented by 16 females 

and six males. Two, one male and one female, were African-Americans. 

The other 20, five males and 15 females, were Caucasian. Their average 
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Table 1 

Intern Demographic Profile Cn = 22) 

Gender 
Male 6 
Female 16 

Race 
African-American 2 
Caucasian 20 

Age (in years) 
Average 31 
Range 20-44 

College grade-point-average 3.3 

Family income $37,000 

Family education 
Post high school training 59% 

age was 31 years with the range being from a low of 20 years to a high of 

44 years. The interns' average grade-point-average was 3.3 on a scale of 

4.0. There were 5 mathematics majors, 5 social studies majors, 6 

business education majors, 4 language arts majors, and 2 physical 

education majors. The average reported family-of-origin income was 

$37,000. Thirteen of the members of this group had at least 1 year of 

college training among their parents including four bachelors degrees and 

three masters degrees. Seven reported at least one parent who had not 

finished high school (Table 2). 

The student teachers in this study were represented by 19 females 

and 8 males. These 27 were chosen from a pool of 56 possibilities. 
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Table 2 

Student Teacher Demographic Profile (n = 27) 

Gender 
Male 8 
Female 19 

Race 
African-American 3 
Caucasian 23 
Hispanic 1 

Age (in years) 
Average 27.5 
Range 22-47 

College grade-point-average 3.2 

Family income $39,400 

Family education 
Post high school training 81% 

Three of the student teachers, two males and one female, were 

African-Americans. Twenty-three, six males and 17 females, were 

Caucasian, and one female was Hispanic. The average age of the sample 

was 27.5 years with the range being from a low of 22 years to a high of 

47 years. The student teachers' average grade-point-average was 3.2 on a 

scale of 4.0. There were two science majors, five mathematics majors, 

two social studies majors, one business education major, three language 

arts majors, six fine arts majors, and eight physical education majors. 

The average reported income of family-of-origin was $39,400. 

Twenty-two of the student teachers reported at least one year of college 
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among their parents including eight bachelors degrees, seven masters 

degrees, and one doctorate. Five reported at least one of their parents 

did not graduate from high school. 

The two groups were completing similar courses of preparation. 

Each group chose their particular field service program. As outlined 

earlier, the interns were in the buildings of their preservice assignments 

from the first day of the public school's calendar for the fall semester 

until the end of the college semester in mid-December. The student 

teachers were on campus at the university involved in course work 

preparation for the first eight weeks of the semester and reported to the 

campus of their preservice assignment in mid-October. These student 

teachers then stayed in this field-based situation until the end of the 

college semester. 

Both groups were pretested before they entered into the field-based 

portion of their training. For the respective groups, the interns' first day 

of class was August 25, 1994, while the student teachers' first day of 

class was August 31,1994. Anxiety was measured by the Teacher 

Anxiety Scale (Parsons, 1973), and attitude was measured by the 

Minnesota Teacher Attitude Inventory (Cook, Leeds, StCallis, 1951). 

Both groups were posttested on the same day (December 12, 1994) with 

the exact same instruments as the pretest. The only difference in the 

pretests and posttests was that they were printed on different colored 

paper. 
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The study attempted to identify the combined predictive effects of 

the preservice training and experience on teacher anxiety as measured by 

the Teacher Anxiety Scale and teacher attitude as measured by the 

Minnesota Teacher Attitude Inventory. The data were analyzed 

statistically utilizing the Statistical Package for the Social Sciences (SPSS 

for the Macintosh 4.0). 

Presentation of Data Findings 

This investigation sought to analyze the changes in attitude and 

anxiety between and within the student teacher and student intern 

groups as they completed their field experience. The research questions 

formulated for this study were tested using the process of dependent 

t-tests for research questions 3, 4, 5, and 6. Independent t-tests were 

used to analyze research questions 7 and 8. Research questions 1 and 2 

are addressed descriptively. 

Research question 1--What are the attitudes of intern teachers 

toward the teaching profession as they enter the intern program? 

Research question 2-What are the attitudes of student teachers toward 

the teaching profession as they enter the student teaching experience? 

The attitude expressed in survey instruments, in interviews, and in 

informal conversations with all of the preservice candidates (both intern 

and student teacher) was positive toward the teaching profession. There 

were the expected expressions of uncertainty; varying degrees of 

anticipation and dread; excitement; and anxiety about meeting the 
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expectations of their cooperating teachers, their professors, and 

themselves. However, the general tone of the responses was upbeat from 

both groups. The general feeling was that after many semesters of 

preparation, these preservice teachers were ready to complete the last 

phase of their programs. Part of this information was summarized from 

responses gathered from a survey questionnaire that was handed out at 

the posttest. The rest of the sentiments were gathered before and during 

the semester that candidates worked on the school campuses. Anxiety 

scores for the teacher interns as measured by the Teacher Anxiety Scale 

is summarized in Table 3. 

Table 3 

Anxiety Scores-Interns 

Variable Level n 
TAS Standard 

df Mean Deviation t g > 

Anxiety pretest 22 1 67.182 

Anxiety posttest 22 1 60.682 

Anxiety gain score 22 1 , -6.500 

16.462 

21.820 

24.282 -1.26 .0083 

Note. TAS = Teacher Anxiety Scale. Anxiety gain score = posttest-
pretest, negative value indicates reduced anxiety (t(21) = -1.26, g > 
.0083), not significant. Method used was dependent t-test. 
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Research question 3-What is the difference in anxiety scores 

between the intern group's pre- and posttest assessments on the anxiety 

instrument? The 29-question Teaching Anxiety Scale, developed at 

Stanford University, was used to measure anxiety specific to the task of 

teaching (Parsons, 1973). The Teaching Anxiety Scale was used to 

report raw scores on a self-report format. In this study a dependent t-test 

was used for analysis. The results are not statistically significant 

(t(21) = -1.26, p > .0083). Anxiety scores for the student teachers of 

this study are summarized in Table 4. 

Table 4 

Anxiety Scores-Student Teachers 

TAS Standard 
Variable Level n df Mean Deviation t p < 

Anxiety pretest 27 1 66.222 11.119 

Anxiety posttest 27 1 60.519 10.998 

Anxiety gain score 27 1 -5.704 9.675 -3.06 .0083 

Note. TAS = Teacher Anxiety Scale. Anxiety gain score = posttest-
pretest, negative value indicates reduced anxiety (t(26) = -3.06, p < 
.0083), significant. Method used was dependent t-test. 

Research question 4-What is the difference in anxiety scores 

between the student teacher group's pre- and posttest assessments on the 
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anxiety instrument? Again, the Teaching Anxiety Scale (Parsons, 1973) 

was used to measure anxiety specific to the task of teaching. Again, a 

dependent t-test was used for analysis. Individually, 19 of the 27 

student teachers (70%) showed a decrease in anxiety raw score. As 

interpreted above, these results indicate a slight decrease in anxiety. The 

results for this group are statistically significant (i(26) = -3.06, g < 

.0083). Attitude scores for the teacher interns are summarized in 

Table 5. 

Table 5 

Attitude Scores-Interns 

MTAI Standard 
Variable Level n df Mean Deviation t g > 

Attitude pretest 22 1 3.636 23.597 

Attitude posttest 22 1 -6.500 31.167 

Attitude gain score 22 1 -10.136 26.342 -1.80 .0083 

Note. MTAI = Minnesota Teacher Attitude Inventory. Attitude gain 
score = posttest-pretest, negative value indicates decrease in positive 
attitude (i(21) = -1.80, f> > .0083), not significant. Method used was 
dependent t-test. 

Research question 5-What is the difference in attitude scores 

between the intern group's pre- and posttest assessments on the attitude 
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instrument? The Minnesota Teacher Attitude Inventory (Cook et al., 

1951) was the instrument of choice. The 150-item questionnaire is a 

Likert-type scale that predicts how well prospective teachers will get 

along with pupils and indirectly how well satisfied the preservice teachers 

will be with teaching as a vocation. Dependent i-tests were used. The 

results are not statistically significant (t(21) = -1.80, p > .0083). 

Attitude scores for the student teachers are summarized in Table 6. 

Table 6 

Attitude Scores-Student Teachers 

MTAI Standard 
Variable Level n d£ Mean Deviation 

Attitude pretest 27 1 13.259 38.262 

Attitude posttest 27 1 -7.333 38.855 

Attitude gain score 27 1 -20.593 28.323 -3.78 .0083 

Note. MTAI = Minnesota Teacher Attitude Inventory. Attitude gain 
score = posttest-pretest, negative value indicates decrease in positive 
attitude (t(26) = -3.78, d < .0083), significant. Method used was 
dependent t-test. 

Research question 6~What is the difference in attitude scores 

between the student teacher group's pre- and posttest assessments on the 

attitude instrument? As with the other group, the Minnesota Teacher 
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Attitude Inventory was used (Cook et al., 1951). The analysis procedure 

was a dependent t-test. Twenty of the 27 student teachers (74%) 

reported a decrease in attitude score. Their posttest Minnesota Teacher 

Attitude Inventory was a lower number than their pretest. The results 

are statistically significant to the .05 significance level (t(26) = -3.78, 

j) < .0083). 

The results for the student teacher group indicate that individually 

both anxiety score results (70%) and attitude score results (74%) were 

reduced. The data analysis for this group for both areas of analysis was 

statistically significant. The interpretation of this data is that as a result 

of the time spent in their preparation program, the student teachers 

scored a statistically significant reduction in anxiety toward teaching and 

a statistically significant decrease in positive attitude toward the teaching 

profession. Data on the comparison of attitude scores between the 

intern and student teaching groups are summarized in Table 7. 

Research question 7--Is there a difference in the student teacher 

and intern teacher groups with regard to measurable attitude? The 

method of analysis used was an independent i-test. As with all analyses 

of attitudes in this study, the Cook et al. (1951) Minnesota Teacher 

Attitude Inventory was the instrument selected. For the intern group, 

the attitude scores ranged from a posttest minimum of -67 to a posttest 

maximum of 60. The mean for the interns was -6.50. 
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Table 7 

Attitude Scores-Student Teachers and Interns 

Variable Level n df 
MTAI 
Mean 

Standard 
Deviation t g > |t| 

Intern attitude 22 1 -6.500 31.167 .083 .934 

Student teacher 
attitude 27 1 -7.333 38.855 .081 .935 

Note. MTAI = Minnesota Teacher Attitude Inventory. (i(47) = .08, 

&> .0083), not significant. Method used was independent t-test. 
esults indicate that attitude pretests and posttests were related. 

For the student teacher group, the posttest scores ranged from a 

minimum of -94 to a maximum of 57. The student teacher mean was 

-7.33. The attitude scores of the interns and student teachers did not 

significantly differ (t(47) = .08, {> > .0083). Anxiety score comparisons 

between the intern and student teacher groups are summarized in Table 

8. 

Research question 8—Is there a difference in the student teacher 

and intern teacher groups with regard to measurable anxiety? The 

respondents' anxiety scores were established using the Parsons' (1973) 

Teaching Anxiety Scale and analyzed using independent t-tests. For the 

interns, the anxiety posttests ranged from a minimum of 37 to a 

maximum of 135. For the student teacher group, the range was from a 

minimum of 39 to a maximum of 84. The average mean for the interns 
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Table 8 

Anxiety Scores-Student Teachers and Interns 

Variable Level n df 
TAS 
Mean 

Standard 
Deviation t P > lil 

Intern anxiety 22 1 60.682 21.820 .032 .975 

Student teacher 
anxiety 27 1 60.519 10.998 .034 .973 

Note. TAS = Teacher Anxiety Scale. (t(29.6) = .03, g > .0083), not 
significant. Method used was independent t-test. Results indicate that 
anxiety pretests and posttests were related. 

was 60.68 and the average mean for the student teachers was 60.52. 

These scores indicate that the interns and student teachers did not 

significantly differ on this determination of anxiety (t(29.6) = .03, g > 

.0083). 

General Information Perceptions 
From the Sample 

During the course of the semester in which the interns and student 

teachers were completing their field-based experience, a very simple 

follow-up questionnaire was developed to get general perceptions from 

the complete sample as to their opinions of the adequacy of their 

respective programs. The questionnaire was handed out and completed 

on the day of the exit interview and posttest. For both groups, this was 

the last day that they met (December 12, 1994). 
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The purpose of the questionnaire was to gather potential 

information that could be used in the analysis of data and to gain 

information from the participants about the programs' strengths and 

weaknesses. The questionnaire consisted of the following five questions: 

1. Are you bilingual? 

2. List some of your previous work experience. 

3. What did you perceive as the strengths of your teacher 

preparation program? 

4. What did you perceive as the weakness of your program? 

5. What additional information would you have liked to have had 

before making your decision to enter the program that you did? 

Only two of the 27 student teachers indicated that they were 

bilingual. Their responses were simply yes or no. The degree to which 

they thought themselves able to communicate in multiple languages was 

not explored. None of the interns responded yes to this question. 

The question involving previous work experience netted a variety 

of answers but no discernable pattern. Several had been in the military. 

Many listed retail sales in various department stores, fast food 

establishments, and convenience stores. Others had held construction 

jobs, secretarial positions, substitute teaching assignments, and church 

nursery or Sunday school work. Most listed at least some involvement 

with the public in general and children in particular. In today's 

technological age, it was somewhat surprising that only two mentioned 
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anything about data entry or working with electronics. 

With regard to strengths of the respective programs, the student 

teachers were not nearly so complimentary and positive about their 

program as were the interns. The student teacher responses were along 

the general lines that one would expect. For example, the "sink or swim" 

way in which student teachers are projected into the educational fray was 

seen by one candidate as a strength since it necessitated "creativity" on 

the part of the student teacher in order to survive. Some thought the 

length of time in the student teacher program was better than in the 

intern program. Several expressed that they learned how to manage the 

classroom effectively and that the program provided them with good 

hands-on experience. Typical of the responses from the student teachers 

about the strengths of their program are the following selected quotes: 

The sink or swim quality of the program design forced us to 
become creative in order to be effective. 

We learned how to manage the class effectively (because we 
had to). 

Length of time with the kids was good. 
It was good hands-on experience. 
There was good interaction with other student teachers. 

Eight weeks was better than a whole semester. 

The weaknesses of the program expressed by the student teachers 

were more to the point. One stated that the classroom experience on 

campus before beginning the field-based portion was a "waste of time." 

There was concern about the lack of communication with the receiving 

school to which they were assigned. One thought that they needed more 



75 

time (in the classroom) to work out problems with their instructional 

presentations. A very informative statement by one student teacher was 

that the student teaching experience was "not realistic." Other 

comments were that they needed more practice and that they needed 

more "real life" type activities. These quotes illustrate this point: 

The six weeks of on-campus instruction was a waste of time. 
We needed more discipline training. 
We needed more time to work out problems [with students, 

with instruction, with cooperating teachers]. 
We needed more methods classes. 

We needed more "real life" stuff and more time to practice. 

The interns expressed that the strengths of their program were 

mainly associated with length of time in the classroom and with the 

students. For example, "there was time for bonding with the students." 

Another expressed that the length of classroom time during their 

internship allowed them to see the demands that are placed on the 

teachers, the extra duties for which they are responsible, and the myriad 

of other assignments that become parts of the standard teacher duties. 

Others indicated that they thought that more exposure to students was 

beneficial in forming their own perceptions toward teaching and in 

preparing them to assume control of the classroom. An insightful 

observation was that there was more time to get good feedback from 

their cooperating teacher and university supervisor and that it gave them 

more opportunity to "debrief" after each new experience. One stated 

that the internship gave him or her a "real" classroom experience. 
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Several thought that a strength was the encouragement of the university-

staff for the participants in the program. These comments from the 

questionnaires indicate the favorable impressions that the interns' 

garnished from their particular program: 

The length of classroom occupation allowed us to see the 
demands that are placed on classroom teachers. 

There was time for bonding with the kids. 
There was more exposure to children. 
We had good supervision and excellent feedback. 
More hands-on experience was good. 
It was a "real" classroom experience. 

There was much encouragement from the university staff. 

The interns' perceptions of weaknesses were equally well thought 

out. One thought that the mentor teachers or cooperating teachers 

needed to be better screened, another that the mentors needed to be 

better matched to the personalities of the interns. There was the 

statement that the one-day-a-week (Monday) in the university seminar 

took too much time away from the students back on the secondary 

campus. One expressed that the semester was too long indicating that 

the student teacher program would have been better for him or her (i.e., 

eight weeks instead of 16 weeks). There was one complaint that the 

seminar content would have been more beneficial before beginning the 

field-based experience. Selected intern quotes are as follows: 
The mentors needed to be better screened to match with the 

interns. 
The weekly seminar took valuable time away from the 

students. 
Being out of the public school building one day a week 

caused confusion with regard to schools on A7"B" schedules. 
The college side [of the intern program] was disorganized. 
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There was weak structure. 

The intern program was too long. 

It was interesting to note that the strengths and weaknesses 

expressed by the interns seemed to be more specific and more eloquently-

stated. The interns' answers were of a more positive nature and tone. 

They had compliments about their instructors and noticed and 

commented on the particulars of their program that made it different 

from regular student teaching. On the questionnaire, the intern 

responses were noticeably longer, more in-depth, and to the point. 

The student teachers' responses lacked specificity. The tone of the 

few comments that they did make were critical and of a more negative 

nature than were their intern counterparts. There was less expression of 

enthusiasm and more complaints about the process, the instructors, and 

anything else associated with the program by the student teachers. 

This researcher is puzzled as to the nature of these responses. 

There is no way to determine if the interns' more positive responses were 

a result of their self-selection process, a result of the attention that they 

received because the program was new, or what? There is no way to 

determine if the student teachers' less positive responses were a result of 

the individual students who had enrolled in the program, or if there was 

a lack of energy from the college instructors since they were involved in a 

program that was going to be eliminated. 

Statistically, the results of this study were only marginally 

significant. However, reading the self-report questionnaires generated 
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from the posttest interviews leaves one with the definite impression that 

the intern program would be preferred for introducing preservice teachers 

into the mainstream of public education. 

The last question on the follow-up questionnaire asked what 

additional information the participants would have liked to have had 

before making their decision to enter the programs that they did choose. 

The responses to this inquiry revealed virtually nothing. The few that 

did respond mentioned concerns about the time involved in student 

teaching, the money involved in taking the Examination for Certification 

of Educators in Texas (ExCET), and the money involved in paying 

certificate fees. These were not the responses that the question sought. 

Obviously, the respondents were tired since few took time to determine 

what the question was asking, and even fewer made the effort to respond. 

Most either left the answer space blank or wrote "none." 



CHAPTER 5 

SUMMARY, FINDINGS, CONCLUSIONS, IMPLICATIONS FOR 

PRACTICE, AND RECOMMENDATIONS FOR 

ADDITIONAL STUDY 

This chapter is divided into five sections. The aim of this chapter 

is to provide a summary of the investigation, to discuss the finding from 

that data analysis and the resulting conclusions, to discuss implications 

for future practice, and to offer recommendations for additional study. 

Summary 

The problem investigated in this study was to determine the 

difference in attitude and anxieties toward the teaching profession of 

preservice teachers. Of the two groups compared, one had been through 

a semester-long intern program. The comparison group had gone 

through a traditional eight-week student teaching program. 

The study identified attitude toward teaching, as measured by the 

Minnesota Teacher Attitude Inventory, and anxiety toward teaching, as 

measured by the Teaching Anxiety Scale, of a selected group of 

preservice secondary teachers. The following four purposes formed the 

basis for this study: 

79 
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1. The first purpose was to look at changes in anxiety and attitude 

within and between student teacher and intern groups. 

2. The second purpose was to compare similarities and differences 

in the attitudes and anxieties of prospective teachers who have been 

through the semester-long intern program as opposed to those who have 

been in a traditional student teaching program. 

3. The third purpose was to provide assessment data for planning 

and delivering preservice training experiences to prospective teachers. 

4. The fourth purpose was to provide useful information to 

colleges and universities concerning the effectiveness of their teacher 

education programs. 

The total sample involved 22 student interns and a matched group 

of 27 student teachers. The student teachers were chosen from a pool of 

56 possibilities. The interns were designated as the experimental group 

and the student teachers were the control group. The method of practice 

teaching was the treatment to be analyzed. Each participant volunteered 

to be a member of their respective groups, although the interns did have 

to meet minimum criteria with regard to grade-point-average and courses 

taken to be eligible for intern assignment. The groups were matched as 

closely as possible with regard to chronological age, gender, race, 

grade-point-average, and perceived socioeconomic status of family-of-

origin. 
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The study involved 35 females and 14 males. Forty-three of the 

subjects were Caucasian, five were African-American, and one was 

Hispanic. All members of the study were finishing the final phases of 

their respective teacher education program in the fall semester of 1994. 

All 49 members of the study were seeking certification to teach on the 

secondary level. 

Findings 

Eight research questions were formulated to address the purposes 

of this study. The hypotheses were tested using t-tests for independent 

and dependent means. There was the expectation going into the study 

that teaching anxiety as measured by the Teacher Anxiety Scale and 

teacher attitude as measured by the Minnesota Teacher Attitude 

Inventory would be significantly different for the posttests for each 

group. There was the expectation that the anxiety toward entering the 

teaching profession would be significantly less for the intern group 

because of the experience that they had in getting the school year started. 

In other words, the interns had been in the classroom when grade books 

were set up, when discipline codes and seating arrangements were 

established, when the administrative tasks of passing out and retrieving 

the various forms that most schools require were accomplished, and 

when the many other routines of beginning a school semester were 

outlined for the students. The assumption was that since interns had 

been through this at least one time under the tutelage of a cooperating 
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teacher, they would be less anxious about taking over their own 

classrooms. There was a further assumption that since the interns had 

been in the classroom with children for a longer period of time, their 

attitude might be less positive toward students in particular and teaching 

in general. 

For the student teacher group, there were also assumptions that on 

the surface appeared logical. Since the student teachers were with the 

students a shorter period of time, and since, in theory, the cooperating 

teacher had already established the tone and mood for the class by the 

time the student teachers got there, it seemed logical to assume that the 

attitude of this group would be more positive toward teaching since 

much of the work had already been done for them. Conversely, since 

this group had not had the experience of beginning the school year, it 

could be assumed that their anxiety level would be higher. 

In reality, the findings of this study did not bear out the 

assumptions of the researcher. The findings are as follows: 

The purposes of research questions 1 and 2 were to define baseline 

information on the attitudes of the student teachers and interns as they 

began their programs. Both groups indicated a positive attitude toward 

beginning their respective programs. There were the usual expressions of 

apprehension and uncertainty, but the overwhelming sentiment was one 

of being excited about finally getting to get out on the front lines of 

education. 
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Research question 3 sought to determine the difference in anxiety 

scores between the pretest and the posttest for the intern group. 

Although 82% of the individuals showed a decrease in anxiety raw score, 

the results were not statistically significant. 

Research question 4 sought to determine the difference in anxiety 

scores for the student teacher group. Individually, 70% showed a 

decrease in anxiety raw score. The results for this group were statistically 

significant. 

Research question 5 sought to determine the difference in attitude 

toward teaching for the intern group. The results were not statistically 

significant. 

Research question 6 sought to determine the difference in attitude 

scores for the student teacher group. For this group of 27 student 

teachers, results were statistically significant. 

Research question 7 sought to determine the difference in 

measurable attitude between the two groups from the beginning of the 

preservice experience to the end of student teaching or internship 

training. The attitude scores for the interns and student teachers did not 

differ significantly. 

Research question 8 sought to determine the difference in the 

scores between the two groups with regard to measurable anxiety. Again, 

these scores on anxiety for the interns and student teachers did not differ 

significantly. 
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In summary, the findings of this study indicate that only two of 

the six research questions proved to be statistically significant. It is 

interesting to note, however, that individually a high percentage of both 

of the groups showed a reduction in anxiety and a high percentage of 

both groups showed a reduced attitude toward teaching. For both tests, 

only the student teachers' results were statistically significant. 

Ancillary Findings 

The data produced the following findings that were not a part of 

the original study. Even though the data indicated statistical significance 

for only the student teachers as regards their attitude toward teaching 

and their anxiety toward the teaching profession, there were trends that 

seemed to be worth noting. 

Individually, 18 of the 22 interns (82%) showed a decrease in 

anxiety raw score. This is in addition to the 70% (19 of 27) of the 

student teachers who also scored a decrease in anxiety in raw score. 

These results indicate a slight decrease in anxiety toward assuming 

control of the classroom. The results, though lacking mathematical 

significance for the interns, do indicate an interesting trend. 

Analysis of the data also indicate that 13 of the 22 interns (59%) 

showed a decrease in attitude score on the Minnesota Teacher Attitude 

Inventory between the pretest and the posttest. This indicates a decrease 

in positive attitude as a result of having worked in the classroom with 

children. When combined with the 74% of the student teachers who 
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reported a decreased positive attitude toward teaching between the 

pretest and posttest assessments, the implication is not favorable for 

future generations of public school students. 

The results of this part of the study indicated no statistically 

significant change in anxiety as measured by the Teaching Anxiety Scale 

for the intern group. In spite of the slight decreases in anxiety raw scores 

for some 82% of the interns, the statistics do not bear out significance. 

With regard to attitude for the intern teacher group, 59% of the 

individuals showed a decrease in positive attitude score. This indicates a 

worse attitude toward teaching at the end of the experience as opposed 

to the beginning of the experience. However, again the scores for 

attitude are not statistically significant. 

Another trend emerged from the data that was not a part of the 

original study. Gender seems to have no particular effect on anxiety 

scores for preservice teachers. In this study both males and females 

experienced a similar reduction in anxiety as a result of their preservice 

experience. Five of the six males (83%) and 13 of the 16 females (81%) 

from the intern group had lowered anxiety scores. Five of the eight males 

(63%) and 14 of the 19 females (74%) from the student teacher group 

had lowered anxiety scores. This finding contradicts the data collected 

by Thompson (1963) that indicated that females experience more 

anxiety than their male counterparts. 
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Contrary to the findings of Sandgren and Schmidt (1956), gender 

has little to do with attitude scores regardless of the type of preservice 

training. In the analysis of this data, 74% of the women reported 

reduced positive attitude scores and 50% of the men reported a 

reduction in positive attitude scores. 

Conclusions 

Based upon the findings revealed from the analysis of the data, 

several conclusions were reached. Conclusions are limited to participants 

of a like nature to those in the sample. 

1. Exposure to students, whether through eight weeks of student 

teaching or through 16 weeks of intern teaching, tends to change 

attitudes of the preservice teachers in a negative direction. This 

conclusion supports the findings of Dutton (1962) that determined that 

both highly anxious and non-anxious student teachers changed their 

attitudes toward youth in a negative direction as a result of their 

preservice experience. In this study, the individual scores indicated a 

declining score for attitude between the pretest and posttest. The 

individual scores indicated a lowering of attitude, although 

mathematically the scores were statistically insignificant. This finding is 

also consistent with a Weinstock and Peccolo (1970) study that 

determined that students preparing to teach in both the elementary and 

secondary categories showed a consistent decrease in mean scores on the 
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Minnesota Teacher Attitude Inventory upon completion of student 

teaching in schools. 

2. Length of program has little effect on teacher candidate 

anxiety. Seventy-five percent of the participants of this study (37 of the 

49) reported reduced anxiety as a result of their preservice experience. 

This contradicts the 1983 report by Silvernail and Costello that 

indicated that more extensive programs, such as an intern program, 

appeared more effective in reducing preservice teacher anxiety. 

3. Preservice exposure to students shows a consistent decrease in 

mean scores on the Minnesota Teacher Attitude Inventory (Cook, Leeds, 

& Callis, 1951). This finding is consistent with the Weinstock and 

Peccolo (1970) study that showed the same pattern of consistent 

decrease in attitude scores. Villeme and Hall (1975) lent supportive data 

to this point of view with regard to a general decrease in attitude scores 

during preservice experience. 

Implications for Practice 

Implications are made based on the findings and conclusions of 

this study. 

1. There seems to be little statistically significant impact on 

anxiety toward or attitude about teaching for interns or student teachers 

regardless of the program used in their training. 

2. Colleges of education should acknowledge the potential impact 

that preservice training has on prospective teachers. Frank and open 
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discussions between preservice teachers, college educators, and 

cooperating teachers need to be instigated and encouraged to vent the 

anticipated problems that student teachers or interns are virtually 

assured of experiencing. 

3. Public secondary schools should monitor their first-year 

teachers for anxiety and attitude crisis. Counseling and workshops to 

relieve stress and build a more positive outlook on teaching may be 

helpful. 

Recommendations for Additional Study 

Based on the findings and resultant conclusions of this study, the 

following recommendations for future study are made: 

1. A replication of this investigation should be conducted utilizing 

a larger sample of students. The 22 interns were all that was available for 

the semester that the current investigation was conducted. The 

uniqueness of this study was that this was the last semester at the 

particular university in question where concurrent intern and student 

teacher programs would be conducted. A better statistical analysis would 

be more likely from a larger sample of students even if one group had to 

come from another institution. 

2. A similar study involving elementary majors and comparing the 

scores in attitude and anxiety with the comparative scores of the 

secondary education majors would be most enlightening for the purposes 

of designing teacher education programs. From the review of literature, 
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elementary student teachers generally had a more favorable attitude 

toward schoolwork and children than did secondary student teachers 

(Sandgren & Schmidt, 1956). 

3. A more sophisticated method of analysis other than the t-tests 

used in this study might improve the analysis model. 
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Jon Whittemore 
3036 Choctaw 

Commerce, TX 75428 
903-886-8830 

August, 1994 

Dear Future Teachers: 

I am a doctoral student at the University of North Texas. I am soliciting 
your help in completing my research project on teacher preparation 
programs that are represented on the ETSU campus. My plan is to compare 
the attitudes and anxieties of future teachers who plan on working with 
secondary students in the context of their teacher preparation program 
(ie. semester long interns v. traditional student teachers). 

I request your cooperation in spending a few minutes filling out a short 
demographic sheet and two questionaires, one is an Anxiety Scale and the 
other an Attitude Inventory. The response sheets are coded to permit 
matching of pre- and post-tests to the same respondents. No respondents 
will be identified by name, campus, or district affiliation. 

All results from this study will be shared with the ETSU Education and 
Teacher Preparation Department. Thank you for your help. 

Sincerely, 

4_ 

( ^ d n Whittemore 



92 

PERSONAL DATA SHEET 

COMPLETE ALL OF THE FOLLOWING QUESTIONS AS ACCURATELY AS POSSIBLE. 
(PLEASE PRINT) 

1. 

2. 

3. 

4. 

5. 

6. 

7. 

8. 

Name: 
Middle First 

Gender. Male: 

Age: 

Race: 

Social Security Number: 

Major Area of Study: 

Language Arts 

Fine Arts 

History/Social Sciences 

Business 

Maiden Last 

Female: 

Overall GPA: 

Highest Educational Level of Mother and Father 

H9th.gr Father 

Kinesiology 

Science 

Math 

Other (please specify) 

Major GPA: 

Below High School Graduate 

High School Graduate 

Vocational or Technical Training 

Some College 

Bachelor's Degree 

Master's Degree 

Doctor's Degree 
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9. Perceived Level of Income of Family of Origin: 

Under $10,000 $30,000 to $39,000 

$10,000 to $19,000 $40,000 to $49,000 

$20,000 to $29,000 $50,000 and over 

10. What is your perception of the role of a teacher as you begin student teaching? 

What are you feelings about teaching as you begin the practice teaching experience? 

What role do you see your cooperating teacher play in your preparation to teach? 

I agree to release my official grade point average from the registrar's office for the purpose of 
aiding the researcher in collection of data for completion of his dissertation. 

Signature Date 



94 

Follow-up 
Questionaire 

Please respond to the following prompts: 

1. Are you bilingual? 

2. List some of your previous work experience? 

3. What did you perceive as the strengths of your teacher preparation program? 

4. What did you perceive as the weakness of your program? 

5. What additional information would you have liked to have had before making your 
decision to enter the program that you did? 
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THE TEACHING AKXIE7Y SCALE (TCMS(lh29) 

Fori I 
(Prospective) Teacher Questionnaire Ham _ SSI 

Date 

Your answers will be kept strictly confidential. Your professors and teaching (supervisors will not have access 
to this information. 

Instructions: Please read each question carefully. 
Answer every question, even if i t seeas vague to you or difficult to answer. 
Hark an *x* in only one blank for each question. 8e sure the V falls well within the blank and 

does not extend into another blank. 

Use the following scale for all questions 

Never Infrequently Occasionally Frequent Always 

N I 0 F A 

N I 0 F A 
(1) (2) (3) (4) (5) 

I . I feel call and collected when I think 
about holding parent-teacher conference. 

2. If I have trouble answering a student's 
question I (will find) find i t difficult 
to concentrate on questions that follow. 

3. I feel uncomfortable when I speak before 
a group. 

4. I (would feel) feel cala (if I were) when 
I as preparing lessons. 

5. I*i worried whether 1 can be a good teacher. 

6. I feel sure I will find teaching a satisfying 
profession. 

7. I would feel call and collected if a student's 
parent observed in ly classrooi. 

8. I feel inferior to other preservice teachers 
in ay teacher preparation prograi. 

9. I feel that students will follow «y instructions 

10. I feel secure with regard to ly ability to keep 
a class under control. 

11. T i less happy teaching than I thought I'd be. 

12. I feel nervous when I ai being observed by ly 
college supervisor. 
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13. I feel confident about ay ability to iaprovi9® in 
the classroom. 

14. I feel other teacher <will think) think I 'a wry 
competent. 

15. I (would feel ) feel panicky when a student asks 
>e a question I (couldn't) can't answer. 

16. I feel anxious because I don't know yet whether 
I really want to be a teacher. 

17. I feel better prepared for teaching than other 
preservice teachers in ay teacher preparation 
prograa. 

18. Lack of rapport with ay students (will be) is one 
of ay biggest worries. 

19 I would feel anxious if the principal inforied ae 
he was coning to ay class to observe. 

20. I (would find) find i t easy to speak up in the 
staff root. 

21. I worry about being able to keep the students 
interested in what I (will teach) teach the*. 

22. I (would find) find i t easy to adait to the class 
that I don't know the answer to a question a 
student asks. 

23. Oeciding how to present information in the 
classrooa (would sake) takes ae feel uncertain. 

24. I feel I will have good recall of the things I 
know when 1 aa in front of the class. 

25. I feel I (will be ) a* as competent in the 
classrooa as other preservice teachers in 
ay teacher preparation program. 

26. I ' i concerned about how to use ay testing of 
students as a useful indication of how effectively 
I 'b teaching. 

27. I ' i worried that differences in background between 
•y students and ae (will prevent ae froa teaching 
effectively). 

28. I am certain that ay own personal fhang-ups" 
(will not) do not hinder ay teaching effectiveness 

29. I ' m uncertain whether I (will be able to) can tel l 
the difference between really seriously disturbed 
students and those who are aerely "goofing o f f ' in 
class. 

K I 0 F A 
(U (2) (3) (4) t$) 
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DO NOT OPEN UNTIL TOLD TO DO SO 

MINNESOTA TEACHER ATTITUDE 

INVENTORY 
Form A 

WALTER W. COOK 
University of Minnesota 

CARROLL H. LEEDS 
Furman University 

ROBERT CALLIS 
University of Missouri 

- n C S O ** 2S <= 
X S 3D 
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DIRECTIONS 

This inventory consists of 150 statements designed to sample opinions 

about teacher-pupil relations. There is considerable disagreement as to what 

these relations should be; therefore, there are no right or wrong answers. 

What is wanted is your own individual feeling about the statements. Read 

each statement and decide how YOU feel about it. Then mark your answer 

on the space provided on the answer sheet. Do not make any marks on 

this booklet. 

s 
I f g o u strongly agree, blacken space under "SA" 

If you agree, blacken space under "A" 

If you are undecided or uncertain, blacken space under "U" 

If you disagree, blacken space under "D" 

If you strongly disagree, blacken space under "SD" 

SA A U 0 s o 

1 II 
SA A U 0 5 0 

1 
SA A u 0 s o 

1 
SA A u 0 s o 

1 
SA A u 0 s o 

I! 1 

irinied is U.S.A. 

Think in terms of the general situation rather than specific ones. There 
is no time limit, but work as rapidly as you can. PLEASE RESPOND 
TO EVERY ITEM. 

The inventory contained in this booklet has been designed for use with answer forms 
published or authorized by The Psychological Corporation, If other answer forms are used, 
The Psychological Corporation takes no responsibility for the meaningfulness of scores. 

Copyright 1951 by The Psychological Corporation. 
All rights reserved. No part of this inventory may be reproduced in 
any form of printing or by any other means, electronic or mechanical, 
including, but not limited to, photocopying, audiovisual recording and 
transmission, and portrayal or duplication in any information storage 
and retrieval system, without permission in writing from the publisher. 

Th* ftrchoJocicai Corpotanew. 304 Ewe 4StJ» Street. Nor York, N. Y. 10017 70-19STB 
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SA—Strongly agree 
A—Agree 

U—Undecided 
or uncertain 

D—Disagree 
SD—Strongly disagree 

1. Most children are obedient 

2. Pupils who "act smart" probably have too 
high an opinion of themselves. 

Minor disciplinary situations should sometimes 
be turned into jokes. 

4. Shyness is preferable to boldness. 

5. Teaching never gets monotonous. 

6. Most pupils don't appreciate what a teacher 
does for them. 

If the teacher laughs with the pupils in amus-
ing classroom situations, the class tends to get 
out of control. 

A child's companionships can be too carefully 
supervised. 

A child should be encouraged to keep his likes 
and dislikes to himself. 

10. It sometimes does a child good to be criticized 
in the presence of other pupils. 

11. Unquestioning obedience in a child is not 
desirable. 

12. Pupils should be required to do more studying 
at home. 

13. The first lesson a child needs to learn is to 
obey the teacher without hesitation. 

14. Young people are difficult to understand these 
days. 

16. A pupil's failure is seldom the fault of the 
teacher. 

17. There are times when a teacher cannot be 
blamed for losing patience with a pupiL 

18. A teacher should never discuss sex problems 
with the pupils. 

19. Pupils have it too easy in the modern school 

20. A teacher should not be expected to burden 
himself with a pupil's problems. 

21. Pupils expect too much help from the teacher 
in getting their lessons. 

22. A teacher should not be expected to sacrifice 
an evening of recreation in order to visit a 
child's home. 

23. Most pupils do not make an adequate effort 
to prepare their lessons. 

24. Too many children nowadays are allowed to 
have their own way. 

25. Children's wants are just as important as those 
of an adult. 

26. The teacher is usually to blame when pupils 
fail to follow directions. 

27. A child should be taught to obey an adult 
without question. 

28. The boastful child is usually over-confident of 
his ability. 

29. Children have a natural tendency to be unruly. 

15. There is too great an emphasis upon "keeping 
order'* in the classroom. 

30. A teacher cannot place much faith in the state-
ments of pupils. 
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SA—Strongly agree 
A—Agree 

U—Undecided 
or uncertain 

D—Disagree 
SD—Strongly disagree. 

31. Some children ask too many- questions. 46. More "old-fashioned whippings" are needed 
today. 

32. A pupil should not be required to stand when 
reciting. 47, The child must learn that "teacher knows best." 

33. The teacher should not be expected to man-
age a child if the tatter's parents are unable 
to do so. 

34. A teacher should never acknowledge his ig-
norance of a topic in the presence of his pupils. 

35. Discipline in the modern school is not as strict 
as it should be. 

48. Increased freedom in the classroom creates 
confusion. 

49. A teacher should not be expected to be sym-
pathetic toward truants. 

50. Teachers should exercise more authority over 
their pupils than they do. 

36. Most pupils lack productive imagination. 

37. Standards of work should vary with the pupil. 

38. The majority of children take their responsi-
bilities seriously. 

51. Discipline problems are the teacher's greatest 
worry. 

52. The low achiever probably is not working hard 
enough and applying himself. 

53. There is too much emphasis on grading. 

39. To maintain good discipline in the classroom 
a teacher needs to be "hard-boiled." 

54. Most children lack common courtesy toward 
adults. 

40. Success is more motivating than failure. 55. Aggressive children are the greatest problems. 

41. Imaginative tales demand the same punish-
ment as lying. 

42. Every pupil in the sixth grade should have 
sixth grade reading ability. 

43. A good motivating device is the critical com-
parison of a pupil's work with that of other 
pupils. 

56. At times it is necessary that the whole class 
suffer when the teacher is unable to identify 
the culprit. 

57. Many teachers are not severe enough in their 
dealings with pupils. 

58. Children "should be seen and not heard." 

44. It is better for a child to be bashful than to be 
"boy or girl crazy." 

59. A teacher should always have at least a few 
failures. 

45. Course grades should never be lowered as 
punishment. 

60. It is easier to correct discipline problems than 
it is to prevent them. 
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SA—Strongly agree 
A—Agree 

U-r-Undecided 
or uncertain 

D—Disagree 
SD—Strongly disagree 

61. Children are usually too sociable in the class-
room. 

76. There is too much leniency today in the hand-
ling of children. 

62. Most pupils are resourceful when left on 
their own. 

77. Difficult disciplinary problem#are seldom the 
fault of the teacher. 

Too much nonsense goes on in many class-
rooms these days. 

64. The school is often to blame in cases of truancy. 

78. The whims and impulsive desires of children 
are usually worthy of attention. 

79. Children usually have a hard time following 
instructions. 

65. Children are too carefree. 80. Children nowadays are allowed too much free-
dom in school. 

66. Pupils who fail to prepare their lessons daily 
should be kept after school to make this prep-
aration. 

67. Pupils who are foreigners usually make the 
teacher's task more unpleasant. 

81. All children should start to read by the age 
of seven. 

82. Universal promotion of pupils lowers achieve-
ment standards. 

68. Most children would like to use good English. Children are unable to reason adequately, 

69. Assigning additional school work is often an 
effective means of punishment. 

70. Dishonesty as found! in cheating is probably 
one of the most serious of moral offenses. 

71. Children should be allowed more freedom in 
their execution of learning activities. 

84. A teacher should not tolerate use of slang 
expressions by his pupils. 

85. The child who misbehaves should be made to 
feel guilty and ashamed of himself. 

86, If a child wants to speak or to leave his seat 
during the class period, he should always get 
permission from the teacher. 

72. Pupils must learn to respect teachers if for no 
other reason than that they are teachers. 

87. Pupils should not respect teachers anymore 
than any other adults. 

73. Children need not always understand the rea-
sons for social conduct. 

88. Throwing of chalk and erasers should always 
demand severe punishment. 

74. Pupils usually are not qualified to select their 
own topics for themes and reports. 

75. No child should rebel against authority. 

89. Teachers who are liked best probably have a 
better understanding of their pupils. 

90. Most pupils try to make things easier for the 
teacher. 
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SA—Strongly agree 
A—Agree 

U—Undecided 
or uncertain 

D—Disagree 
SD—Strongly disagree 

01. Most teachers do not give sufficient explana-
tion in their teaching. 

106. A teacher should not be expected to do more 
work than he is paid for. 

82. There are too many activities lacking in acad-
emic respectability that are being introduced 
into the curriculum of the modern school. 

107. There is nothing that can be more irritating 
than some pupils. 

Children should be given more freedom in the 
classroom than they usually get. 

108. "Lack of application" is probably one of the 
most frequent causes for failure. 

94. Most pupils are unnecessarily thoughtless rel-
ative to the teacher's wishes. 

95. Children should not expect talking privileges 
when adults wish to speak. 

90. Pupils are usually slow to "catch on" to new 
material. 

97. Teachers are responsible for knowing the 
home conditions of every one of their pupils. 

93. Pupils can be very boring at times. 

99. Children have no business asking questions 
about sex. 

100. Children must be told exactly what to do and 
how to do it. 

101. Most pupils are considerate of their teachers. 

102. Whispering should not be tolerated. 

109. Young people nowadays are too frivolous. 

110. As a rule teachers are too lenient with their 
pupils. 

111. Slow pupils certainly try one's patience. 

112. Grading is of value because of the competition 
element. 

113. Pupils like to annoy the teacher. 

114. Children usually will not think for themselves. 

115. Classroom rules and regulations must be con-
sidered inviolable. 

116. Most pupils have too easy a time of it and do 
not learn to do real work. 

117. Children are so likeable that their shortcom-
ings can usually be overlooked. 

103. Shy pupils especially should be required to 
stand when reciting. 

118. A pupil found writing obscene notes should 
be severely punished. 

104. Teachers should consider problems of con-
duct more seriously than they do. 

119. A teacher seldom finds children really enjoy-
able. 

,105. A teacher should never leave the class to its 
own management. 

120. There is usually one best way to do school 
work which all pupils should follow. 
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SA—Strongly agree 
A—Agree 

U—Undecided 
or uncertain 

D—Disagree 
SD—Strongly disagree 

121. It isn't practicable to base school work upon 
children's interests. 

136. A pupil should always be fully aware of what 
is expected of him. 

122. It is difficult to understand why some chil-
dren want to come to school so early in the 
morning before opening time. 

123. Children that cannot meet the school stand-
ards should be dropped. 

124. Children are usually too inquisitive. 

137. There is too much intermingling of the sexes 
in extra-curricular activities. 

138. The child who stutters should be given the 
opportunity to recite oftener. 

139. The teacher should disregard the complaints 
of the child who constantly talks about imag-
inary illnesses. 

125. It is sometimes necessary to break promises 
made to children. 

140. Teachers probably over-emphasize the ser-
iousness of such pupil behavior as the writing 
of obscene notes. 

129. Children today are given too much freedom. 141. Teachers should not expect pupils to like 
them. 

127. One should be able to get along with almost 
any child. 

142. Children act more civilized than do many 
adults. 

128. Children are not mature enough to make their 
own decisions. 

143. Aggressive children require the most atten-
tion. 

129. A child who bites his nails needs to be shamed. 144 Teachers can be in the wrong as well as 
pupils. 

130. Children will think for themselves if permit-
ted. 

145. Young people today are just as good as those 
of the past generation. 

131. There is no excuse for the extreme sensitivity 
of some children. 

148. Keeping discipline is not the problem that 
many teachers claim it to be. 

132. Children just cannot be trusted. 147. A pupil has the right to disagree openly with 
his teachers. 

133. Children should be given reasons for the re-
strictions placed upon them. 

14S. Most pupil misbehavior is done to annoy the 
teacher. 

134. Most pupils are not interested in learning. 149. One should not expect pupils to enjoy school. 

135. It is usually the uninteresting and difficult 
subjects that will do the pupil the most good. 

150. In pupil appraisal, effort should not be dis-
tinguished from scholarship. 
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