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The problem of this study was to determine the relation-

ship between the effectiveness of student teachers as measured 

by student ratings and situation-specific anxiety toward the 

act of teaching. Data for the study were obtained by the use 

of the Teacher Anxiety Scale and the Student Evaluation of 

Teaching Scale. 

The statistical treatment of the data included a 2x2x2 

three-way analysis of variance. The categories in the three-

way analysis of variance were as follows: Sex (Male or 

Female), Level (Elementary or Secondary), and Anxiety (High 

or Low). 

The study involved a sample of forty student teachers 

drawn from those who were involved in the eight or sixteen 

week student teaching experience at North Texas State Uni-

versity during the Fall and Spring semesters 1978-1979. The 

student teachers were divided into two groups: one group of 

twenty Elementary student teachers and one group of twenty 

Secondary student teachers. The pupils who evaluated the 

student teachers were those who attended public schools in 

three districts in North Central Texas at this same time. 

The results of the three-way analysis of variance were 

not statistically significant. Therefore, the hypothesis 



was rejected that there was a significant difference in 

teaching effectiveness as measured by the Student Evaluation 

of Teaching Scale between student teachers rated high in 

anxiety and student teachers rated low in anxiety as measured 

by the Teacher Anxiety Scale. 

The statistical evidence does not justify a conclusion 

that there is a relationship between the effectiveness of 

student teachers as measured by student ratings and situation-

specific anxiety of student teachers toward the act of 

teaching. The statistical evidence does not support the 

conclusion that pupil ratings of student teachers are 

significantly affected by the student teacher's level of 

anxiety, sex, or teaching level. Furthermore, there is no 

statistical evidence given by the study that there is a 

significant difference in situation-specific anxiety among 

student teacher groups (Elementary or Secondary) according 

to sex or level of student teaching. 

Recommendations include the need for further study of 

those variables which approached significance using a larger 

sample of student teachers, that more than one measure of 

teaching effectiveness needs to be used in conjunction with 

the Student Evaluation of Teaching, and that mediating 

process paradigms and classroom ecology paradigms be the 

basis for further studies in the area of teacher effectiveness. 
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CHAPTER I 

INTRODUCTION 

The literature of psychology suggests that one of the 

effects of anxiety upon an individual is to restrict his 

perceptual field; this in turn reduces his behavioral options, 

thus limiting his flexibility to deal with the exigencies 

of a given stressful situation (8/ 9, 30). Some of the 

behavioral manifestations of such restrictions are rigidity, 

overreaction, anger, irritability, and repetitious and com-

pulsive behavior (9, 25, 26). Furthermore, it has been pre-

dicted by Seiber and others that anxiety level is related to 

skill acquisition (3, 4, 7, 41, 43, 44, 45, 46). Research 

also indicates that anxiety has a debilitating effect on 

the task performance of certain perceptual and communication 

skills considered important components of effective teaching 

(2, 6, 8, 17, 18, 20, 23, 33, 38, 42, 49). 

Some authors who have written in the field of anxiety 

distinguish conceptually and operationally between anxiety as 

a transitory state arising as a result of a specific situation 

or place in which an individual finds himself—situation-

specific anxiety—and anxiety which exists as a relatively 

stable personality trait independent of a certain situation 

or place (45). They see a dynamic relationship between 

1 
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situation-specific anxiety and this stable-trait anxiety with 

the expectation that those who are high in stable—trait 

anxiety will manifest a higher situation-specific anxiety 

more frequently than low-trait anxiety individuals because of 

their greater anxiety proneness (14). In addition, several 

studies indicate that situation-specific measures of anxiety 

may be better predictors of specific behaviors than are gen-

eral anxiety measures (1, 30, 33, 34, 39, 47). 

Travers suspects that the evidence that anxiety can impair 

performance extends to impairment of teaching performance as 

well. He states that it is evident that the student teaching 

experience contains for the young pre-service teacher many 

elements generally considered to evoke anxiety: role con-

flicts, uncertainty about the expectations of people in 

evaluative positions, role confusion, and fears of inadequacy 

(50, 20). Although some authors theorize that anxiety is a 

drive which motivates learning, other writers hold that when 

the student teacher's anxiety is too great, it tends to have a 

paralyzing effect on his learning behavior (19, 29, 50, 51). 

This view is an application of the Yerkes-Dodson Law that 

postulates an optimum level of anxiety, with a curvelinear 

relationship between anxiety and performance: as anxiety 

increases beyond an optimum point, performance declines. 

Purpose of the Study 

The study was designed to investigate the possible 

effects of situation-specific anxiety on teaching 
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effectiveness. Specifically the study was designed to deter-

mine if pupil ratings of student teacher effectiveness are 

significantly related to the student teacher's level of 

anxiety. In addition, student teacher sex and teaching level 

(Secondary or Elementary) were assessed to test their signif-

icance in relation to teaching effectiveness. 

Hypothesis 

The following major hypothesis is based on a majority of 

research indicating that anxiety has a debilitating effect on 

the performance of complex tasks. Therefore, it is hypothe-

sized that high-anxious self-rated student teachers will be 

rated by their pupils as less effective than student teachers 

who rated themselves as low-anxious on the Teacher Anxiety 

Scale. 

Background and Significance of the Study 

Individual behavior in many situations is a function 

of the personality dimensions of the individual involved and 

the environmental influences of the situation. One of the 

dimensions of personality consistently measured is anxiety. 

For example, Cattell and Scheirer (7) found that individual 

personality assessment of a patient could often be made by 

determining either the level of neurosis or the level of 

anxiety of that patient. 
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Sullivan (48), too, viewed anxiety as an important factor 

in personality assessment. This author defined anxiety as one 

of the most frequently mentioned nonadjustive processes. 

Sullivan further classified anxiety as either major or mild. 

Major anxiety is experienced by individuals who undergo intense 

fear with such symptoms as tremor, blanching, irregularities 

in breathing rhythm, etc. Minor anxiety, on the other hand, 

can be expressed so frequently by some individuals that 

behaviors associated with such a state, e.g. tics, palm 

sweating, rapid heart beat, etc., are accepted as peculiar-

ities of the physiology and as such are endured as part of 

the personality. However, these peculiarities of personality 

frequently tend to cause difficult interpersonal situations 

(48). 

Horney (21) also points to anxiety as an important per-

sonality determinant which develops as a result of threat to 

an individual's coping defenses and strategies. While these 

strategies may be the only measures an individual can possibly 

take at the moment and under the circumstances to protect him-

self against a sensed danger, they may become so strongly 

entrenched that they function like acquired personality 

traits. According to Horney's concept this is a kind of basic 

anxiety e3<perienced by an individual whose strategies are 

threatened. 

Interestingly, each cultural group seems to have a mean 

anxiety score which is susceptible to changes in the conflicts 
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and problems centering around the life styles, the occu-

pations, and the degrees of affluence unique to the group 

(10). Further, not only do anxiety scores of different groups 

reflect the groups' intrinsic differences, but also these 

scores tend to be stable in their unique means and mean dis-

tributions. However, for every group there are also anxiety 

scores which are polarized, high and low, and it is the high 

scores, particularly, which cause concern. Cattell (7) notes 

that neurotics score significantly higher than normals on 

anxiety scales. Extremely high anxiety tends to have varying 

effects on behavior. Some say these effects are physiological 

in nature and some are motor-sensory in nature. Lazarus (28) 

lists the physiological observable effects of anxiety such as 

hunger, food intake, changes in body temperature, various 

degrees of sleeplessness to being wide awake or excited, 

muscular movement and exertion, and diuranal variation. 

Motor-sensory changes noted by Lazarus include speech dis-

turbances and rapid eye movements. He also states that the 

effects of anxiety on performance are complicated and depend 

both on the difficulty and the degree of mastery of the task. 

Apparently anxiety serves to make the utilization of stimulus 

cues in performance ineffective by narrowing the range of 

attention (28). 

Therefore, it would appear useful to explore a possible 

relationship between anxiety and teaching performance. 
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Kopper (27) states that research is needed to identify and 

understand correlates of teaching effectiveness. If more 

useful approaches in conceptualizing teaching effectiveness 

are to be found, cooperative efforts, using a variety of 

techniques, must be employed in this difficult and complex 

task. 

Education, like many other professions, has difficulty 

defining, measuring, and evaluating the criteria of effective 

teaching performance. Although a vast body of research has 

identified teacher characteristics and behaviors and developed 

instruments to record objectively much of what goes on in the 

classroom, no overall definition of what constitutes good 

teaching has as yet been agreed upon by the researchers of 

teaching. Biddle (3) among others confirms this lack of 

agreement. 

Many recent attempts to summarize and define the concept 

of teaching effectiveness (24, 35, 40) have been made. 

Rosenshine and Frust (40) equate effectiveness with "per-

formance criteria"; that is, specific teacher behaviors such 

as "asking questions" or "providing reinforcement for student 

answers." They also state that teaching effectiveness has a 

wider range of meaning than observable teacher's behavior. 

Teaching effectiveness has been used to refer to criterion 

performance as indicated on an examination or by the com-

pletion of a project. Rosenshine and Frust state that the 
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usual connotation of the term is the specification of a 

teacher's behavior while he interacts with children in a 

classroom. 

Mitzel (35) has identified four areas which have yielded 

variables useful in classroom experiments. They are as fol-

lows: laboratory studies, subject matter research, experi-

mental classroom studies, and "process-product studies" 

(investigations which attempt to relate observed teacher 

behaviors to student outcome measures). 

In an attempt to establish a criterion, Morsh and Wilder 

(36) have summarized and synthesized 360 selected quantitative 

studies, dating from 1900 to 1952, that used administrative, 

peer and student ratings, systematic observations, and stu-

dent gains as some of the criteria to determine teacher 

effectiveness. They also analyzed data on teacher traits 

presumed to be reliable predictors of teacher competence and 

concluded that, while evidence of student change appeared to 

be the most direct and reliable criterion, problems of relating 

specific influences of various teachers to student achievement, 

be they behavior or traits, are largely unresolved. 

In addition to MOrsh and Wilder, Fattu (15) and Ornstein 

(37) have reviewed research through 1970 and have concluded 

that the lack of agreement on the multiplicity and measure-

ment of behaviors constituting "good" teaching makes it 

impossible to make general assertions about teacher 
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effectiveness. Further support is supplied by Flancers (16) 

who has stated that all research on teacher effectiveness 

should be concerned with the relationship between the char-

acteristics of teachers, teaching acts, and their effects on 

the educational outcomes of classroom teaching. 

More recently, Doyle (11, 12, 13) and others (5, 32, 41) 

have established two more paradigms for research on teacher 

effectiveness. They are a mediating process paradigm,derived 

mainly from prose learning research, and a classroom ecology 

paradigm,constructed from naturalistic studies of school life. 

These paradigms, according to Doyle (11) , 

. . . make explicit certain processes that presumably 
intervene in relationships between teacher variables and 
student learning outcomes. As mediational paradigms, 
these frameworks provide useful alternatives for con-
ceptualizing how teaching works, alternatives especially 
suited to present directions in effectiveness (p. 4). 

Comparably, the problems of evaluation of effectiveness 

are just as evident in the area of pre-service teacher prepara-

tion as they are for the in-service certified teacher. In 

either case, the effectiveness of a teacher in a classroom is 

a multidimensional construct. Evaluation of such a complex 

construct, while difficult, is necessary, and if programs to 

certify teachers are to be successful and improved, resources 

such as time and personnel—teacher trainers and adminis-

trators—must be committed to the task of defining criteria 

for methods of assessing this effectiveness. 



CHAPTER BIBLIOGRAPHY 

1. Alpert, R., & Haber, R. Anxiety in academic achievement 
situations. Journal of Abnormal and Social Psychology, 
I960, 61(2), 207-215. 

2. Beier, E. G. , The effect of induced anxiety on some 
aspects of intellectual functioning: A review of the 
relationship between anxiety and rigidity. American 
Psychologist, 1949, 4, 273-274. 

3. Biddle, Bruce J., & Ellena, W. J. (Eds.), Contemporarv 
research on teacher effectiveness. New York: Holt, 
Rinehart and Winston, 1964. 

4. Blumberg, J. G., & Schmidt, H. E., The relationship of 
academic performance to manifest anxiety in first-year 
student teachers. Journal of Behavioral Science, 1970, 
1(2), 45-48. 

5. Brophy, J. E., & Evertson, C. M., Learning from teaching; 
A developmental perspective. Boston: Allyn and Bacon. 
1976. 

6. Canadian Teachers' Federation, Evaluation of student 
teachers. Bibliographies in Education No. 59, Ottawa, 
Canada, 1977. 

7. Cattell, Raymond B., & Scheier, I. H., The meaning and 
measurement of neuroticism and anxiety. New York: 
Ronald Press Company, 1961. 

8. Combs, A. w., & Taylor, C. The effect of the perception 
of mild degrees of threat on performance. Journal of 
Abnormal and Social Psychology, 1952, 47, 420-424. 

9. Combs, A. W., & Snygg, D., Individual behavior. New 
York: Harper and Row, 1959. 

10. Dodge, David L., & Martin, W. T. Social stress and 
chronic illness. Notre Dame and London: University 
of Notre Dame Press, 1970. 

11. Doyle, W., & Ponder, G. A., Classroom ecology: Some 
concerns about a neglected dimension of research on 
teaching. Contemporary Education. 1975, 46, 183-188. 

12. Doyle, W., Learning the classroom environment: An 
ecological analysis of induction into teaching. Paper 
presented at the annual meeting of the American 
Educational Research Association, New York, 1977. 



10 

13. Doyle, W., The uses of nonverbal behaviors: Toward an 
ecological model of classrooms. .Merri 11-Palmer 
Quarterly, 1977, 23. 

14. Eder, S. C., The effect of group counseling upon the 
classroom behavior and on the manifest anxiety of 
elementary school student teachers. Final report. 

15. Fattu, N. A., Research on teacher evaluation. National 
Elementary Principal, 1963, 43, 19-23. 

16. Flanders, N. A., Teacher effectiveness. Encyclopedia 
of Educational Research, 1969, 4th ed., p. 1414. 

17. Gage, N. L. (Ed.), Handbook of research on teaching. 
Chicago: Rand McNally, 1963. 

18. Geer, J. H., Effect of fear arousal upon task performance 
and verbal behavior. Journal of Abnormal and Social 
Psychology, 1966, 71, 119-123. 

19. Gilroy, J. J., & Moody, F. E., Lessening anxiety 
associated with student teaching. Teacher Educator, 
1976, 12, 11-15. 

20. Gynther, R. A., The effects of anxiety and of the 
situational stress of communicative efficiency. 
Journal of Abnormal and Social Psychology, 1957, 54. 
274-276. 

21. Horney, Karen, Neurosis and human growth. New York: 
W. W. Norton and Company, 1950. 

22. Iannaccone, L., & Button, H. W., Functions of student 
teaching. Cooperative Research Project No. 1026, 
Washington University, 1964. 

23. Janis, I. L., & Feshbach, S., Personality differences 
associated with responsiveness to fear arousing 
communications. Journal of Personality, 1954, 23. 
154-166. 

24. Jenkins, J. R., & Deno, S. L., Influence of student 
behavior on teacher's self-evaluation. Journal of 
Educational Psychology. 1969, 60, 4 3 9 - 4 4 2 . 

25. Jersild, A. T., When teachers face themselves. New 
York: Teachers College Press, 1955. 



11 

26. Jersild, A. T., & Lazar, E. A., The meaning of 
psychotherapy in the teacher's life and work. New 
York: Teachers College Press, 1962. 

27. Kopper, E. J., Personality factors, dogmatism, and pupil 
evaluation of teacher and student teacher effectiveness. 
Unpublished doctoral dissertation, University of 
Kansas, 1973. 

28. Lazarus, R. S., Psychological stress and the coping 
process. New York: McGraw-Hill Book Company, 1966. 

29. Lumpkin, J. H., Jr., Group counseling and the learning 
of teacher roles. Unpublished doctoral dissertation, 
University of Texas, 1954. 

30. Mandler, G., & Cowe, J., Test anxiety questionnaires. 
Journal of Consulting Psychology, 1958, 22, 228-229. 

31. May, R., The meaning of anxiety. New York: Ronald 
Press, 1950. 

32. McDonald, F. J., Beginning teacher evaluation study: 
Phase II Summary. Washington, D.C.: National 
Institute of Education, 1976. 

33. McReynolds, P., The assessment of anxiety: A survey of 
available techniques, m P. McReynolds (Ed.), Advances 
in psychological assessment. Palo Alto: Science and 
Behavior Books, Inc., 1968. 

34. Miller, T. v . , & Jurs, Stephen, Situational anxiety in 
student teaching. Journal of the Student Personal 
Association for Teacher Education, 1974, 33, 33-38. 

35. Mitzel, H. E., Teacher effectiveness. Encyclopedia of 
Educational Research, 1960, 3rd ed. 

36. Morris, J. E., & Chissom, B. S., Student teaching 
concerns before and after student teaching. Paper 
presented at the Annual Meeting of the Mid-South 
Educational Research Association, New Orleans, 
Louisiana, 1978. 

37. Morsh, J. E., & Wilder, E., Identifying the effective 
instructor: A review of the guantitative studies, 
1900-1952. Chanute Air Force Base, Illinois: Air 
Force Personnel and Training Research Center, 1954. 



12 

38. Ornstein, A. C., Selected teacher behavior attributes 
rated as desirable by ninth grade disadvantaged students 
and ninth grade teachers of the disadvantaged. Unpub-
lished doctoral dissertation, University of New York, 
1970. 

39. Pally, S., Cognitive rigidity as a function of threat. 
Journal of Personality, 1955, 23, 346-355. 

40. Rosenshine, B., & Furst, N., Research on teacher 
performance criteria. In B. 0. Smith (Ed.), Research 
in teacher education; A symposium. Englewood Cliffs, 
N.J.: Prentice-Hall, 1971. 

41. Rosenshine, B., Recent research on teaching behaviors 
and student achievement. Journal of Teacher Education, 
1976, 27, 61-64. 

42. Runkel, P. J., & Aamrin, D. E., Effects of training and 
anxiety upon teachers' performances for information 
about students. Journal of Educational Psychology, 
1961, 52, 254-260. 

43. Sarason, I., Test anxiety, general anxiety, and intel-
lectual performance. Journal of Consulting Psychology, 
1957, 221, 485-490. 

44. Sieber, J. E., A paradigm for experimental modification 
of the effects of test anxiety on cognitive processes. 
American Educational Research Journal, 1969, 6(1), 
45-61. 

45. Sieber, J. E., Kameya, L. I., & Paulson, F. L., Effect 
of memory support on the problem-solving ability of 
test-anxious children, Journal of Educational 
Psychology, 1970, 61.(2), 159-168. 

46. Spence, J. T., & sipence, K., The motivational components 
of manifest anxiety: Drive and drive stimulus. In 
C. C. Spielberger (Ed.), Anxiety and behavior. New 
York: Academic Press, 1966. 

47. Spielberger, C. C., Theory and research on anxiety. 
In Anxiety and behavior. New York: Academic Press, 
1966. 

48. Sullivan, Harry S., Personal psychopathology. New York: 
W. W. Norton and Company, 1972. 



13 

49. Thomas, G. P., & Ralston, N. C., Fears of freshmen and 
senior education majors. Student Personnel 
Association for Teacher Education, 1973, 11̂ , 109-113. 

50. Travers, R. W. M., et al., The anxieties of a group of 
student teachers. Educational Administration and 
Supervision, 1952, 38, 368-375. 

51. Wilhelms, P. T., Realignment for teacher education. In 
Margaret Lindsey (Ed.), Teacher education; Future 
directions. Washington, D.C.: Association of Teacher 
Educators, 1970. 



CHAPTER II 

SURVEY OP THE LITERATURE 

The survey of the literature is presented under three 

headings: (1) Psychological Aspects of Anxiety, (2) Teacher 

Anxiety, and (3) Pupil Evaluations of Teaching. 

Psychological Aspects of Anxiety 

In view of the numerous authors who have included the 

study of anxiety in the study of personality and behavior, the 

search of the literature in this chapter is limited to those 

authors and their studies which have special significance 

relating anxiety to mental, emotional, and physiological 

behaviors particularly applicable to the subjects of this 

study. 

It is recognized that difficulty arises when anxiety is 

treated as a separate dimension of personality study, because 

it is such an integral part of personality functioning, and 

yet, anxiety must be treated separately to understand ade-

quately the total personality impact. Cattell and Scheirer 

clarify this by stating that "the entire personality tends 

to be involved in the determination and expression of a given 

patient's neurosis or anxiety" (3, p. 18). 

Further evidence of the role anxiety has in personality 

development is expressed by Lazarus. After reviewing a 

14 
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portion of the literature pertaining to anxiety, Lazarus 

writes, 

This extensive research activity on anxiety scales and 
signs of anxiety reflects the need for reliable and 
valid behavioral indicators of affective states such 
as anxiety. The search continues because so many pro-
fessional persons, whether research-minded or application-
oriented, consider threat or anxiety as a key variable 
in the study of personality and adaptation (20, p. 330). 

This idea is given more emphasis by Lazarus when he notes 

that "anxiety disorganized the utilization of stimulus cues in 

learning and performance by narrowing the range of attention 

and limiting perceptual-cue utilization" (20, p. 355). The 

Moffitt-Stagner study of perception and anxiety also indicates 

that "some inefficiency of functioning, consequently, may be 

anticipated in persons with high anxiety levels, frequent 

changes of moods, depressions and daydreams" (36, p. 290). 

Lazarus goes on to explain further the effects of anxiety 

on performance. "Anxiety, as measured by the Taylor scale, is 

best regarded as the disposition to be anxious in situations 

of threat. Its effects on performance are complicated, 

depending on the difficulty of the task and degree of mastery 

of the task" (20, p. 327). 

The emotional impact of anxiety is described by Jersild 

in the following terms: 

Anxiety can be described as a state of distress, uneasi-
ness, disorder, or disturbance arising from some kind of 
stress within the personality. The essential feature of 
this stress is that it is due, at least in part, to inner 
or subjective conditions as distinguished from external 
or objective threats and dangers (18, p. 27). 
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This same idea appears again when Lundin writes that the 

anxious person reports a "feeling of dread/ impending doom, 

or disaster. He is apprehensive about the future" (21, 

p. 288). Gibson expands this concept of the emotional impact 

of anxiety by stating that "anxiety is an internal anticipa-

tory fear response generalized to many stimuli and which does 

not lead to a particular goal object . . (14, p. 286). 

According to the literature, there is a difference 

between persons considered "normal" or "pathological" in this 

aspect. Janet Taylor writes that research in the development 

of the Janet Taylor Manifest Anxiety Scale pointed to the 

conclusion that the "distributions of scores for the patient 

and the normal group are markedly different" (39, p. 290). 

Pathological anxiety is identified by three behavioral pat-

terns: chronic anxiety, panic, and phobia. 

The physiological conditions resulting from anxiety are 

described by various authors. Stagner writes that, 

The modern view of psychosomatic disease suggests 
gastric ulcers, asthma, chronic hypertension, and 
other disorders may be due to persistent emotional 
stress (36, p. 130). 

Lundin, too, notes evidence of physiological conditions 

resulting from anxiety "which exists for a long time in the 

chronically anxious person can readily render him susceptible 

to the formation of such an ulcer" (21, p. 190). He also 

notes that anxiety can result in heart disease, disorders of 

the skin, high blood pressure, and respiratory disorders such 
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as hay fever and asthma. It is explained by Lundin that 

"these afflictions have frequently been interpreted as the 

consequences of the bodily changes that participated in a 

number of anxiety responses" (20, p. 291). Lazarus lists 

some of the physiological observable effects of anxiety as 

"changes in body temperature, muscular movement and exertion, 

diurnal variation, hunger and food intake, and various degrees 

of sleepiness to being wide awake or excited" (20, p. 400). 

According to Milling (25) the literature is replete with 

accounts of research and theory concerning anxiety. She states 

that studies have consisted of almost every possible design. 

It is noted that factor analyses such as Cattell's have 

examined the problem extensively and he believes anxiety to 

consist of some unitary factor, cattell writes that there 

are "at least five important and distinct first-order factors 

in anxiety . . . and analysis of the correlations between these 

first-orders shows that they group in a single second-order 

dimension. . . . Thus, at present, the best conclusion seems 

to be that anxiety is a unitary concept . . ." (3, p. 55). 

These reports were chosen to describe the psychological 

aspects of anxiety as they relate to this study. Some of 

these reports have described the mental aspects of anxiety, 

some the emotional aspects, and some the physiological 

behaviors of anxiety which seemed most applicable to the 

subjects in this study. 
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Teacher Anxiety 

There are studies related directly to teacher anxiety 

and there is some literature that simply notes the presence 

of teacher anxiety with an author-suggested solution to the 

attendant situation. Those which have a particular bearing 

on the present study will be reviewed. 

Jakobivits (17), a psycholinguist, states that language 

teachers often suffer from neurotic systems of confusion, 

anxiety, and uncertainty in connection with their work. He 

suggests that teachers should redirect their educational 

philosophy and teach toward a heightening and expansion of 

their own personal consciousness. Another author, Schnuck 

(32), discusses a similar problem. He tells of the confusion 

and anxiety some teachers experience when their observed actual 

classroom behavior does not coincide with their ideal class-

room behavior. To remedy these feelings the author suggests 

that the teachers examine their own educational philosophies. 

The next step is to restructure this philosophy, if need be, 

to include an ever-increasing self-awareness. 

Another researcher, Sheviakon (33), writes of troubled, 

angry children and the resulting teacher anxiety in the class-

room. He urges a nonjudgmental, patient, and humanitarian 

approach to be used by the teacher working with such children. 

Davidson and Sarason (6) also studied children's anxiety level 

in relation to observed teacher behavior reflecting teacher 
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values and beliefs. These authors concluded that teachers' 

values and beliefs do affect their own and children's anxiety. 

jersild (18) reports in his book, When Teachers Face 

Themselves, that the main concern of teachers as they relate 

their needs is to find more productive ways to handle their 

own anxiety, tforris and Chissom (26) also studied concerns 

of student teachers. They report that the concerns are 

situational in that different types of preparation, student 

teaching programs, and student teaching settings differ 

significantly. They say therefore it is not possible to 

speak of concerns of student teachers in a generic sense. 

Travers (40) suggests that the evidence that anxiety can 

impair performance extends to impairment of teaching per-

formance as well. He states that the student teaching experi-

ence contains many elements which can evoke anxiety for the 

pre—service teacher. Among these elements are role conflicts, 

uncertainty about the expectations of people in evaluative 

positions, role confusion, and fears of inadequacy. 

There are also a limited number of studies which reported 

research concerning teacher and student teacher anxiety. For 

example, Parsons (27) reports research using the Teaching 

Anxiety Scale. This scale is described as an easily admin-

istered, self-report instrument designed to measure situation 

specific anxiety. Parsons administered this test to student 

teachers and reported that the TCHAS scores decreased 
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significantly over two to four months of pre-service edu-

cation. In a similar study Eder (11), using a repeated 

measures design, administered the State-Trait Anxiety Inven-

tory to students. The experimental variable was group 

counseling. Results showed no significant differences between 

the experimental group and control group in percentage of 

decrement of anxiety. 

McNeil (22) conducted a study involving ninety-seven 

elementary teachers. Forty-three of these teachers were 

assigned to poverty schools and the remaining forty-four were 

assigned to affluent schools. At the end of ten weeks a 

fourteen-item inventory was administered to measure stress. 

It was found that there was no significant difference in the 

mean scores in stress level between the two groups. 

In another study, conducted by Ruhkel and Damrin (29), 

twenty—eight secondary teachers were given an anxiety measure 

to assess the relationship between anxiety and dimensions for 

judgments of pupils. They found there was no relationship 

between the constructs for females but there was for males 

who were teachers. Miller and Jurs (24) in another study of 

anxiety assessed pre-service teachers' anxiety before, during, 

and after their student teaching experience. They report that 

the level of anxiety decreased as the term of student teaching 

lengthened. They also state that the level of anxiety was 

lower at the end of the experience than at the beginning, with 

the greatest anxiety occurring at about one third of the 
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way into the student teaching semester. A further finding of 

the study was that female student teachers scored higher on 

anxiety than male student teachers at all levels. 

Pupil Evaluations of Teaching 

Teacher effects have been judged by investigators, by 

pupils, by administrators and parents, by master teachers and 

student teachers, and by teachers themselves using a variety 

of techniques. Wick and Beggs (43), in their discussion 

of evaluation of teacher effectiveness, have reported advan-

tages and disadvantages of esqpert observation, rating scales, 

methods of observation, and students as raters. They main-

tain that using students as raters would seem to be one of 

the most reasonable techniques in that pupils probably know 

more about the individual teacher than experts who observe 

him for only a short period of time. However, they did 

not hesitate to present methodological drawbacks such as 

the tendency of students to rate on factors other than 

effectiveness, inadequate knowledge on the students' part 

of the teacher1s ultimate goals, and the inability to know 

how much they had been helped. Denton (7) has said that the 

practice of collecting and using pupil ratings for evaluating 

teacher effectiveness has empirical and logical support 

dating back nearly fifty years. He states that research on 

measurement issues of students as evaluators indicates that 

pupil assessment ratings: (a) are as reliable and valid as 
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adult judges and (b) do not appear to be influenced by the 

sex of student or teacher, the difficulty of the course, or 

the course grade awarded. 

various methods of assessing student evaluation of 

teaching effectiveness have been reported. Smalzreid and 

Remmers (34), Creager (5), and Bendig (1) have used the Purdue 

Rating Scales with each finding two major factors. One con-

tained items such as Sympathetic Attitude toward Students and 

Fairness in Grading. The other contained items like Self-

reliance and Confidence and Presentation of Subject Matter. 

Isaacson and others (16) at the University of Michigan reported 

similar findings in the dimensions of pupil evaluation of 

teaching effectiveness in which scales had been devised for 

rating characteristics of teaching (30). The Isaacson study 

attempted to replicate and extend the work of Gibb (13) by 

including Gibb's items with other items in ratings of new 

samples of college teachers. The reported results generally 

confirmed the factors identified in previous studies. 

Stemnock (37, 38) surveyed current practices of 

evaluating teachers, non-certified personnel, and adminis-

trators in over two hundred school systems and has reported 

that check lists and rating scales combined with nonstructured 

comments are the most prevalent methods used. Metzner (23) 

has noted the limitations of these current practices and has 

cited research that shows that principals' ratings may induce 
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unnatural conformity in teacher behavior and tend to assess 

teachers without reference to student change. 

Feynman and Mehl (12) describe their research with 

students in high school nonacademic English classes. The 

researchers conducted a personal survey of the pupils1 reactions 

to the period of apprentice teaching in an effort to "discover 

what they think and feel" instead of the usual questionnaire-

check list technique. At the termination of the apprentice 

teacher1s assignment, the students were asked to write com-

positions in which they presented their honest reactions to 

the experience. Pupils were encouraged to convey their 

insights, ideas, and feelings to teachers as an honest effort 

to help the student teachers improve their techniques. 

These subjective responses were reported by the 

researchers to be an appeal for kindness on the part of all 

teachers. The adjective "nice" was used repeatedly to describe 

the teacher's manner toward students. The personality 

attributes of the ideal teacher emerged as pupils described 

the apprentice as being patient, fair, nice in appearance, 

and since all were women, "ladylike." Some of the students 

complained that the apprentice was not firm enough. Several 

indicated they would have liked more teachers like her, but 

a few expressed dislike for repetition and boredom some times 

present in the classroom. Feynman and Mehl have further 

indicated that "even limited, poorly motivated, semiliterate 



24 

adolescents do comprehend the ingredients of good teaching" 

(p. 349) while voicing a plea for the human touch in addition 

to good teaching. 

In contrast to the views of Metzner and others, Kopper 

(19) suggests pupils represent the largest body of observers 

who are in a position to see what the student teacher does 

daily in the classroom setting. The assertion might be made 

that the average of an entire class of pupils is more likely 

to approximate an accurate description of a student teacher's 

behavior than is the perception of any single judge observing 

the teacher once or twice. The accuracy of pupil perceptions 

is best checked by comparing pupils' perceptions with per-

ceptions of other observers. 

Hayes (15) has indicated that while the value of ratings 

is subject to the effects of bias, set, and nonrelevant 

factors that intrude in the rating process, there seems to 

be some agreement that students are the best and most reliable 

raters of teacher behavior. Some other major generalizations 

from numerous research studies in which students rated 

teachers were reported by Remmers in the Handbook of Research 

on Teaching (28). 

Veldman (41) and Veldman and Peck (42) among others 

have used pupils in the classrooms at various levels to rate 

their student teachers in an attempt to generate a more com-

prehensive picture of student teacher behavior. This con-

trasts with Ryans' use of trained observers. 
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In an extension of this kind of work Chissom and Morris 

(4) have incorporated a student response scale in an auto-

mated system for evaluating student teacher effectiveness. 

In this system, pupil evaluations of a teaching candidate are 

processed mechanically and placed in the decision structure 

for assessing the teaching candidate's competence. 

From the literature presented thus far, it is reasonable 

to conclude that anxiety is an integral part of personality 

and that the presence of anxiety is often indicated by cer-

tain behaviors. Since very little research was noted con-

cerning teacher anxiety per se, it was concluded that there 

is need for such research. In addition, the use of pupils to 

evaluate teaching has been reported in the literature as a 

satisfactory method for assessing teaching competence. Thus, 

researchers have used this method to evaluate both in-service 

and pre-service teachers in order to provide for more under-

standing of what it takes to be a competent teacher. 
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CHAPTER I I I 

PROCEDURES 

The present chapter is organized as follows: (1) 

selection of the sample of student teachers and pupils, 

(2) methods used to prepare and analyze the data, (3) a 

description of the instruments used to measure anxiety and 

the effectiveness of student teaching, and (4) procedures 

for the collection of the data. 

Selection of the Sample 

The sample of student teachers was drawn from the thirty-

six elementary student teachers and the thirty-three secondary 

student teachers who were involved in the eight- or sixteen-

week student teaching experience at North Texas State Uni-

versity during the fall and spring semesters, 1978-1979. 

Forty student teachers were selected for the sample in the 

following manner, in order to complete the cells of a 2 

anxiety (high or low) x 2 level (Elementary or Secondary) 

x 2 sex (male or female) research design. Twenty elementary 

student teachers were assigned to the research design con-

ditions as follows: five males who scored the highest on the 

Teacher Anxiety Scale and five males who scored the lowest 

on the Teacher Anxiety Scale; five females -who scored the 

highest on the Teacher Anxiety Scale and the five females 

30 
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who scored the lowest on the Teacher Anxiety Scale. Twenty-

secondary student teachers were classified similarly, namely: 

five males who scored the highest on the Teacher Anxiety Scale 

and the five males who scored the lowest on the Teacher Anxiety 

Scale; five females who scored the highest on the Teacher 

Anxiety Scale and the five females who scored the lowest on 

the Teacher Anxiety Scale. The high-anxiety group of student 

teachers had a significantly higher Teacher Anxiety Scale mean 

score (73.6; SD= 12.1) than did the low-anxiety group of stu-

dent teachers (55.3; SD = 11.6). 

The pupils who evaluated the student teachers were those 

particular student teacher's pupils who attended public schools 

in three districts in North Central Texas during the fall and 

spring semesters of 1978-1979. For the secondary student 

teachers, one of the five classes taught by him or her was 

selected at random to evaluate the student teacher on the Stu-

dent Evaluation of Teaching Scale. However, the elementary 

student teacher taught only one regularly scheduled class; thus 

the evaluations were obtained from that one class. Only those 

secondary and elementary student teachers who were teaching the 

traditional academic subjects (i.e. English, History, Social 

Studies, Math, etc.) were utilized in the study. 

Procedures for Analysis of the Data 

After the data were collected, the answer sheets for each 

pupil's and student teacher's responses on the two instruments 

were handscored and the results transcribed onto data sheets. 
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A 2x2x2 three-way factorial analysis of variance was used to 

test the tenability of the hypothesis of this study. The 

design provided the basis for making several kinds of state-

ments concerning the results: (1) the main effect of anxiety 

independent of variations in the conditions of sex of the stu-

dent teacher and level of the student teacher (Secondary or 

Elementary); (2) the main effect of the sex of the student 

teacher independent of variations in the conditions of anxiety 

of the student teacher and level of student teacher (Secondary 

or Elementary); (3) the main effects of the level of the stu-

dent teacher (Secondary or Elementary) independent of variations 

in the conditions of anxiety of the student teacher and sex of 

the student teacher; and (4) the joint effects or interaction 

of the variables anxiety, sex, and level of the student teacher. 

An equal cell size of five student teachers selected 

for the two anxiety levels was utilized (see Figure 1). The 

p > 0.05 level of confidence was used to test for significance. 

A 2x2x2 three-way factorial analysis of variance was chosen 

to test the hypothesis statistically because 

. . . it provides the researcher with a technique for 
simultaneously testing whether means of two or more 
groups are significantly different. This statistical 
model capitalizes on the integral relationship between 
the mean and the variance so that by analyzing variances 
of several groups, conclusions can be drawn regarding 
the similarity of the means of many groups in a single 
statistical test (7, p. 176). 

Popham explains further that "in cases where the null 

hypothesis is tenable, relatively little difference between 
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means will exist. . . . In cases where the null hypothesis 

is untenable, differences between the means of the separate 

groups will be of greater magnitude" (7, p. 170). 

The Instruments 

Teacher Anxiety Scale (TCHAS) 

The TCHAS was developed initially at Stanford Univer-

sity in two equivalent forms for use with pre-service, 

intern teachers. More recently, several slightly altered 

versions of the TCHAS were made available for use with in-

service teachers. One of these is the TCHAS Form (l)-29. 

Parsons (6) states that it was developed in order to increase 

the appropriateness of the scale's content for the study of 

pre-service teachers. 

The TCHAS contains a variety of self-report statements 

about teacher reactions to teaching. These reactions are 

of two general kinds: first, emotional responses to a 

variety of different situations related to teaching, and 

second, attitudes toward teaching as a profession. All the 

statements are presented with a 1-5 choice option format, 

from low agreement with the item (1 = "never") to high 

agreement with the item (5 = "always"). Other middle-range 

options are "infrequently" = 2, "occasionally" = 3, and 

"frequently" = 4. 
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Approximately half of the items are phrased negatively 

in terms of admission of anxiety: for example: "I am 

worried whether I can be a good teacher." A high degree of 

agreement with positively phrased items is scored "low-

anxious" (6). 

Parsons (6) reports correlations among four scorings of 

the TCHAS for preservice teachers as ranging from .99 to .98 

for one group of thirty student teachers and from .98 to .99 

for a second group of thirty-six preservice teachers. These 

correlations indicate that, for the study of preservice 

teachers, it makes little difference which form of the TCHAS 

is used. Therefore, in the present study the TCHAS Form 

(l)-29 was used. 

Perhaps the most obvious expectation about the validity 

of teaching anxiety as measured by the TCHAS should be related 

to other kinds of anxiety, i.e., both to situation specific 

anxiety and to general anxiety. To test this hypothesis, the 

TCHAS was correlated with two other paper-and-pencil self-

report measures of anxiety by Parsons (6). These measures 

were the Taylor Manifest Anxiety Scale (10) and the Test 

Anxiety Scale (8). She reports that the TCHAS and the MAS 

(administered concurrently) were correlated between .30 and 

.45 (p > .05). The TCHAS and the TAS, administered one month 

apart, were also moderately correlated. Parsons states: 

These consistently positive and predominantly signifi-
cant correlations indicate that the TCHAS shares common 
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variance with both the MAS and the TAS. . . . [But] 
it has been shown that the TCHAS measures reliably 
some quality distinct from what either the MAS or the 
TAS measures, [and] the validity of the TCHAS is not 
merely an artifact of similarities in method of 
measurement . . . (6, pp. 13, 21). 

It was also hypothesized by Parsons that anxiety about 

teaching can be detected by an outside human observer (6). 

To test this hypothesis she had twenty-five doctoral candidate 

teaching supervisors complete nineteen TCHAS items about each 

of their graduate student preservice intern teachers. Anal-

ogously, each preservice intern teacher completed these items 

about himself. Eleven of the nineteen resulting validity 

coefficients, which ranged from .24 to .54, were significant 

(p > .05). This evidence suggests that, to at least some 

degree, the teaching anxiety reported on the TCHAS by these 

preservice teachers corresponds to what the teaching super-

visors perceived to be teaching anxiety in their preservice 

intern teachers. 

Cronbach (1) suggests a procedure for determining the 

size of the component of a measured construct which is unique 

from other measured constructs. The size of the unique com-

ponent (which includes both method and trait similarities 

between a set of two measures) must be high enough to support 

the existence of a separate trait. in Parsons' (6) original 

research, she reports that 76 percent and 86 percent of what 

the TCHAS measures is reliable (error—free) and independent 

of what is measured by the MAS and the TAS, respectively. 
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She states, "It is within this unique component that the con-

struct teaching anxiety appears to reside" (6, p. 15). 

In an earlier study by Parsons (5), "most anxious and 

least anxious" groups of graduate student, preservice, intern 

teachers were selected on the basis of teaching supervisor 

opinions. Each of the twenty-five supervisors was asked to 

list the five or fewer preservice teaching interns in the 

entire program (N = 120) who appeared to be "most anxious about 

teaching" and those five or fewer who appeared to be "least 

anxious about teaching." As hypothesized, the "most anxious" 

group had a significantly higher TCHAS mean score (77.1; 

SD = 17.8) than did the "least anxious" group (62.1; SD = 17.0). 

A copy of the TCHAS instrument can be found in Appendix A. 

As stated in Chapter I, there are two general classi-

fications of anxiety: trait and situation-specific. While 

anxiety in either classification has an effect on behavior, 

trait-anxiety was considered to be more of an indicator of 

behavior in overall personality assessment than situation-

specific anxiety. 

Since the background literature substantiates that 

global personality effects are either enhanced or blocked by 

the measure of anxiety present, the instrument used in this 

study to measure anxiety was chosen because it was designed 

to reflect situational-specific anxiety singly instead of 

as one of the many variables included in a multifactored 
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personality inventory. This choice was based on the 

assumption that a situation-specific anxiety measure could 

detect anxiety identified as a part of overall personality, 

and thus be more constant as an indicator of behavior than 

anxiety measured as a result of participation in a lab-

oratory experiment. 

Student Evaluation of Teaching (SET) 

This measure of teaching effectiveness was developed 

from research with an instrument called the Pupil Observation 

Survey Report (POSR), which was an outgrowth of research with 

an experimental instrument developed by McClain (4). According 

to Kopper (3), the SET was developed to measure economically 

five major aspects of classroom behavior previously identified 

by McClain in his research with student teachers. Also Fox 

and Peck (2) speak of the SET as being " . . . designed to 

elicit students' attitudes towards their teachers on a broad 

evaluative dimension which includes both learning and inter-

personal aspects" (p. 5). 

The ten selected POSR items used in the SET were factor-

analyzed by Kopper (3) using a sample of 562 student teachers. 

Five factors were extracted and rotated by the varimax method. 

Table I summarizes the items and resulting structure. These 

loadings are appropriately high and closely approximate the 

loadings of the original thirty-eight items (3). 
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TABLE I 

VARIMAX STRUCTURE OF TEN SELECTED POSR ITEMS 

Factor Items Varimax* 

My Student Teacher . . . 

I. 1. 
6. 

is always friendly toward students, 
is usually cheerful and optimistic. 

.89 

.89 

II. 2. 
7. 

knows a lot about the subject, 
is not confused by unexpected 
questions. 

.89 

.84 

III. 3. 
8. 

is never dull or boring, 
makes learning more like fun 

than work. 

.71 

.70 

IV. 4. 
9. 

expects a lot from students, 
does not let students get away 
with anything. 

.86 

.83 

V. 5. 

10. 

asks students' opinions before 
making decisions. 

often gives students a choice 
in assignments. 

.91 

.81 

* Expected primary loadings 

In anticipation of the possibility that the simple sums 

of two or three items might be useful as the regression-

weighted scores, the three items loading on each of the five 

factors most strongly were selected and their means computed. 

Table II summarizes the correlations between the regression-

weighted factor scores and the simple sum scores. 

Veldman (11) indicates that use of three items rather 

than two affords no better estimation of the factor scores. 
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TABLE II 

CORRELATIONS OF SIMPLE SUM SCORES WITH FACTOR SCORES 

2 Items 3 Items 
POSR Factor Loadings Loadings 

I. Friendly and Cheerful .91 .93 
II. Knowledgeable and Poised .87 .87 

III. Lively and Interesting .77 .79 
IV. Firm Control .91 .92 
V. Non-direct ive .78 .74 

N = 562 student teachers 

Schwieker (9) makes a convincing case for the simpler measures, 

noting that they are easier to compute, are more directly 

interpretable, and are less subject to distortion when applied 

to data not included in the original analysis. In at least 

one study (12), regression-weighted factor scores have been 

shown to yield lower concurrent validity than comparable 

Likert-scale scores. 

The SET was modified as indicated above for this study in 

order that it might be administered using self-scoring answer 

sheets for better efficiency and accuracy. Students indicated 

their own sex, grade, and a code number for their student 

teachers in the biographical information section of the 

scales. The ten items were completed by the pupils to get 

their ratings of the student teacher. The "true-false" four 

choice format of the POSR was retained. The choices were as 
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follows: (1) very much false; (2) more false than true; 

(3) more true than false; (4) very much true. The categories 

on the four-point scale were scored 1, 2, 3, 4 respectively 

to yield both individual factor and total scores. A copy of 

the instrument can be found in Appendix B. 

The SET was chosen because it measured economically five 

major aspects of classroom behavior previously identified by 

research with student teachers (4, 11) as being factors of 

effective teaching. Also, the ease with which it is admin-

istered and scored were factors in its choice as the measure 

of teacher effectiveness. 

Procedures for Collection of Data 

The necessary permission was obtained from the public 

school personnel as well as the student teaching coordinator 

at North Texas State University to use both pupils and stu-

dent teachers for the study. The Director of Research of 

each of the three school districts involved was contacted 

for approval to complete the research in each district. 

After this approval was granted, the principal in each school 

was contacted and permission to work in a particular building 

in specified classrooms was solicited. With this permission 

granted, each individual teacher was contacted and asked to 

participate. Following this, arrangements were made with the 

teacher to conduct the pupil survey of student teachers. 
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The data were collected through personal contact by the 

researcher from all student teachers utilizing the TCHAS and 

from all of the pupils in the forty participating classrooms 

utilizing the SET. This method encouraged better under-

standing, participation, and a higher return of all instru-

ments. 

For those student teachers involved in the sixteen-week 

program, collection of data from the sample began at the end 

of the twelfth week of student teaching experience and was 

completed by the end of the fifteenth week. For thost student 

teachers involved in the eight-week program, collection of 

data began at the sixth week and was completed by the end of 

the eighth week. The pupils completed the SET scale during 

a seven-to-eight-minute survey session in their respective 

classrooms during school hours. The student teacher was not 

present in the classroom during the survey session but the 

cooperating teacher usually was. The student teachers com-

pleted the TCHAS during a twenty-to—thirty-minute group 

survey session within the first two weeks of the semester 

during the seminar classes accompanying the student teaching 

esqperiences at North Texas State University. 
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CHAPTER IV 

FINDINGS, DISCUSSION, AND CONCLUSIONS 

The assumption that there is a negative relationship 

between the effectiveness of student teachers, as measured by 

student ratings, and situation-specific anxiety toward the act 

of teaching underlies the present study. More specifically, 

it was hypothesized that high-anxious student teachers would 

be less effectively rated by their pupils than low-anxious 

student teachers. The ultimate objective was to make recom-

mendations concerning the effects of this situation-specific 

anxiety on student-teacher effectiveness. Chapter IV is an 

exposition of the findings which resulted from the procedures 

previously described. In summary, the three-way analysis of 

variance of the data revealed non-significant anxiety-level 

differences with respect to teaching effectiveness. There-

fore, the research hypothesis was rejected. 

Data Related to the Hypothesis 

The findings are presented with respect to the major 

hypothesis as well as those pertaining to possible differences 

in teaching effectiveness of elementary versus secondary stu-

dent teachers and male versus female student teachers. There 

was no logical reason to expect elementary and secondary 

student teachers to be rated by their pupils differently on 
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teaching effectiveness, and similarly for student teacher sex 

differences. However, the study did produce data relevant to 

those two variables. The F-values for all main effects and 

interactions using the total score criterion were not signif-

icant at the 0.05 level. Therefore, the major research 

hypothesis was rejected. The means and standard deviations 

of the total teacher effectiveness score upon which its non-

significant F-tests were based are presented in Tables III 

through IX. The summary tables of the three-way analysis of 

variance of the total teacher effectiveness score is contained 

in Appendix C, Table X. In the interest of completeness, the 

three-way analysis of variance was also computed for each of 

the remaining four factors of the teaching effectiveness scale. 

In each case, all F-tests of main effects and interactions were 

non-significant. Summary tables of the four analysis of 

variances are presented in Appendix C, Tables XI through XV. 

Table III shows the means and standard deviations of the 

student ratings of teaching effectiveness for both high and 

low anxiety groups of student teachers. It was obvious from 

inspection of the two means that no significant differences 

would occur. This judgment was confirmed by the non-

significant F-value. 

From Table IV it can be seen that the means and standard 

deviations of teaching effectiveness for both Elementary and 

Secondary student teachers are relatively close in value. 
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The F-value was not large enough to be statistically signif-

icant at the 0.05 level. 

TABLE III 

MEANS AND STANDARD DEVIATIONS OF TEACHING EFFECTIVENESS 
FOR THE LOW AND HIGH ANXIETY GROUPS 

Group Mean 
Standard 
Deviation F P 

High 29.600 2.506 
.020 .89 

Low 29.705 2.364 

TABLE IV 

MEANS AND STANDARD DEVIATIONS OF TEACHING 
EFFECTIVENESS AT THE ELEMENTARY 

AND SECONDARY LEVELS 

Group Mean 
Standard 
Deviation F P 

Elementary 29.755 2.185 
.075 .79 

Secondary 29.550 2.660 

Table V shows the means and standard deviations for both 

male and female student teachers. The F-value was not large 

enough to be statistically significant at the 0.05 level. 

Table VI contains four means and corresponding standard 

deviations at each of the two anxiety levels disregarding the 

sex of the student teacher. The interaction F-value was not 

large enough to be statistically significant at the 0.05 level. 



TABLE V 

MEANS AND STANDARD DEVIATIONS OF TEACHING 
EFFECTIVENESS FOR MALE AND 

AND FEMALE TEACHERS 
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Group Mean 
Standard 
Deviation F P 

Males 29.855 2.980 
.293 .59 

Females 29.450 1.710 

TABLE VI 

MEANS AND STANDARD DEVIATIONS OF TEACHING 
EFFECTIVENESS FOR THE STUDENT TEACHERS 

ON THE VARIABLE LEVEL x ANXIETY 

Group Mean 
Standard 
Deviation F P 

Elementary— 
Low anxiety 30.280 1.974 

Elementary— 
High anxiety 29.223 2.360 

2.384 .13 

Secondary— 
Low anxiety 28.920 2.886 

Secondary— 
High anxiety 30.180 2.393 
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Presented in Table VII are the means and standard 

deviations for sex of the student teacher (male or female) x 

anxiety of the student teacher. The interaction F-value was 

not large enough to be statistically significant at the 0.05 

level. 

TABLE VII 

MEANS AND STANDARD DEVIATIONS OF TEACHING 
EFFECTIVENESS FOR THE STUDENT TEACHERS 

ON THE VARIABLE SEX X ANXIETY 

Group Mean 
Standard 
Deviation F P 

Male— 
Low anxiety 29.960 3.186 

Male— 
High anxiety 29.740 2.921 

.177 .68 

Female— 
Low anxiety 29.240 1.678 

Female— 
High anxiety 29.660 1.806 

Table VIII shows the means and standard deviations for 

sex of student teacher (male or female) x level of the stu-

dent teacher (Elementary or Secondary). Again the inter-

action F-value was not large enough to be statistically 

significant at the 0.05 level. 



TABLE VIII 

MEANS AND STANDARD DEVIATIONS OF TEACHING 
EFFECTIVENESS FOR THE STUDENT TEACHERS 

ON THE VARIABLE SEX x LEVEL 
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Group Mean 
Standard 
Deviation F P 

Male— 
Elementary 29.430 2.570 

Male— 
Secondary 30.280 3.414 

1.989 .17 

Female— 
Elementary 30.080 1.786 

Female— 
Secondary 28.820 1.450 

Contained in Table IX are the means and standard 

deviations for sex of the student teacher (male or female) x 

level of the student teacher (Elementary or Secondary) x 

anxiety of the student teacher. The triple interaction 

F-value was not large enough to be statistically significant 

at the 0.05 level. 

Discussion and Conclusions 

The results of this study are generally inconclusive in 

that it cannot be conclusively demonstrated that there is a 

statistically significant difference between high- and low-

anxious student teachers when they are rated for effective-

ness by their pupils. More specifically, it was predicted 



TABLE IX 

MEANS AND STANDARD DEVIATIONS OF TEACHING 
EFFECTIVENESS FOR THE STUDENT TEACHERS 

ON THE VARIABLE SEX X LEVEL 
x ANXIETY 
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Group Mean 
Standard 
Deviation F P 

Male— 
Elementary— 
Low anxiety 30.800 2.127 

Male— 
Elementary— 
High anxiety 28.060 2.400 

Male— 
Secondary— 
Low anxiety 29.120 4.068 

Male— 
Secondary— 
High anxiety 31.440 2.512 

3.378 .08 

Female— 
Elementary— 
Low anxiety 29.760 1.889 

Female— 
Elementary— 
High anxiety 30.400 1.832 

Female— 
Secondary— 
Low anxiety 28.720 1.446 

Female— 
Secondary— 
High anxiety 28.920 1.616 
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that high-anxious student teachers would be rated less 

effective than low-anxious student teachers; the statistical 

evidence does not support this prediction. However, in one 

sense, rejection of the major hypothesis of this study is 

valuable since it contradicts those researchers (9, 5, 4, 

6, 10) who say that anxiety is debilitating. While the 

present study does not disprove these research findings, it 

certainly lends them no support. However, the present study's 

findings do tend to support the research mentioned earlier 

by Ryans (8) and McNiel (7) who found no significant dif-

ferences between the anxiety levels of secondary and ele-

mentary teachers in stressful situations. 

The statistical evidence concerning the secondary ques-

tions of level of student teacher and sex of student teacher 

as they relate to teaching effectiveness did lend support to 

one body of research but was opposed to another. Changes in 

design and number of subjects may or may not change the 

statistical significance of these variables as they relate 

to teaching effectiveness. There is no way to accurately 

predict how these changes would affect these variables at 

this time. 

Recommendations for Further Study 

There has been very little research done directly 

relating anxiety to teaching performance, and before any 
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teaching technique can be judged effective or ineffective, 

there must be a sufficient body of evidence available from 

which intelligent judgments can be made. Although the 

results of this study are in general inconclusive in deter-

mining the relationship between situation-specific anxiety 

and teaching effectiveness, they do address the relation-

ship directly. Therefore, in order to contribute to the 

body of evidence relative to the relationship between 

situation-specific anxiety and teacher effectiveness and 

in order to provide evidence to either support or contra-

dict the results of the present study, further research is 

needed. 

The following recommendations are made as a result of 

this study: 

1. Those variables which approached significance need 

to be studied further using a larger sample of student 

teachers. 

2. More than one measure of teaching effectiveness 

needs to be used in conjunction with the Student Evaluation 

of Teaching. 

3. Both mediating process paradigms and classroom 

ecology paradigms should be the bases for further studies 

in the area of teacher effectiveness. This would include 

those paradigms established by Doyle (1, 2, 3) and others 
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as mentioned earlier in the study; that is, mediating 

processes paradigms and classroom ecology paradigms. 
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TEACHER ASSESSMENT SCALE 

Instructions: Please read each question carefully. 
Answer every question, even if it seems vague 

to you or difficult to answer. 
Circle the number which most closely approxi-
mates your feelings concerning the following 
statements. 

Use the following scale for the questions in 
this questionnaire. 

Never Infrequently Occasionally Frequently Always 
1 2 3 4 5 

1. I feel calm and collected when I think 
about holding parent-teacher conferences. 1 2 3 4 5 

2. If I have trouble answering a student's 
question I will find it difficult to 
concentrate on questions that follow. 1 2 3 4 5 

3. I feel uncomfortable when I speak 
before a group. 1 2 3 4 5 

4. I would feel calm if I were 
preparing lessons. 1 2 3 4 5 

5. I'm worried whether I can be a good 
teacher. 1 2 3 4 5 

6. I feel sure I will find teaching a 
satisfying profession. 1 2 3 4 5 

7. I would feel calm and collected if a 
student's parent observed in my class. 1 2 3 4 5 

8. I feel inferior to other preservice 
teachers in my teacher preparation 
program. 1 2 3 4 5 

9. I feel that students will follow my 
instructions. 1 2 3 4 5 

10. I feel secure with regard to my ability 
to keep a class under control. 1 2 3 4 5 

11. I'm less happy about teaching than I 
thought I'd be. 1 2 3 4 5 
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12. I feel nervous when I am being observed 
by my college supervisor. 1 2 3 4 5 

13. I feel confident about my ability to 
improvise in the classroom. 1 2 3 4 5 

14. I feel other teachers will think 
I'm very competent. 1 2 3 4 5 

15. I would feel panicky when a student 
asks me a question I couldn't answer. 1 2 3 4 5 

16. I feel anxious because I don't know 
yet whether I really want to be a 
teacher. 1 2 3 4 5 

17. I feel better prepared for teaching 
than other preservice teachers in my 
teacher preparation program. 1 2 3 4 5 

18. Lack of rapport with my students 
will be one of my biggest worries. 1 2 3 4 5 

19. I would feel anxious if the principal 
informed me he was coming to my class 
to observe. 1 2 3 4 5 

20. I would find it easy to speak up in 
the staff room. 1 2 3 4 5 

21. I worry about being able to keep the 
students interested in what I will 
teach them. 1 2 3 4 5 

22. I would find it easy to admit to the 
class that I don't know the answer to 
a question a student asks. 1 2 3 4 5 

23. Deciding how to present information 
in the classroom would make me feel 
uncertain. 1 2 3 4 5 

24. I feel I will have good recall of the 
things I know when I am in front of the 
class. 1 2 3 4 5 

25. I feel I will be as competent in the 
classroom as other preservice teachers 
in my teacher preparation program. 1 2 3 4 5 
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26. I'm concerned about how to use my 
testing of students as a useful 
indication of how effectively I'm 
teaching them. 1 2 3 4 5 

27. I'm worried that differences in 
background between my students and 
me will prevent me from teaching 
effectively. 1 2 3 4 5 

28. I am certain that my own personal 
"hang-ups" will not hinder my 
teaching effectively. 1 2 3 4 5 

29. I'm uncertain whether I will be 
able to tell the difference between 
really seriously disturbed students 
and those who are merely "goofing 
off" in class. 1 2 3 4 5 
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STUDENT EVALUATION OF TEACHING 

Student Teacher1 s Number My sex M or F My grade 

Mark one of the four choices to show how you feel about your 
student teacher. 

The four choices are: 1. Very Much False 

2. More False than True 

3. More True than False 

4. Very Much True 

Place your choice in the blank space before each of the 
statements below. 

1. My student teacher is always friendly toward students, 

2. My student teacher knows a lot about the subject. 

_3. My student teacher is never dull or boring. 

_4. My student teacher asks students' opinions before 
making decisions. 

5. My student teacher expects a lot from students. 

6. My student teacher is usually cheerful and optimistic, 

7. My student teacher is not confused by unexpected 
questions. 

8. My student teacher makes learning more like fun 
than work. 

9. My student teacher does not let students get away 
with anything. 

_10. My student teacher often gives students a choice 
in assignments. 
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TABLE X 

SUMMARY OF DATA FOR MEASURES OF STUDENT EVALUATION 
OF TEACHING SCALE—TOTAL SCORE 

(N = 40) 

Source of variation SS DF MS F P 

Sex 1.6402 7 1.6402 .2931 .592 
Level .4202 1 .4202 .0751 .786 
Anxiety .1102 1 .1102 .0197 .889 
Sex x Level 11.1303 1 11.1303 1.9889 .168 
Sex x Anxiety .9923 1 .9923 .1773 .677 
Level x Anxiety 13.3403 1 13.3403 2.3838 .132 
Sex x Level x Anxiety 18.9063 1 18.9063 3.3785 .075 

Within 
Total 

179.0760 32 5.5961 • • • • • m Within 
Total 225.6158 39 • • • • • • m m m 

TABLE XI 

SUMMARY OF DATA FOR MEASURES OF STUDENT EVALUATION OF 
TEACHING SCALE—VARIABLE 1—FRIENDLY AND CHEERFUL 

(N = 40) 

Source of variation SS DF MS F P 

Sex 1.5210 1 1.5210 1.9072 .177 
Level .1000 1 .1000 .1253 .726 
Anxiety 2.9160 1 2.9160 3.6564 .065 
Sex x Level 2.6010 1 2.6010 3.2615 .080 
Sex x Anxiety .8410 1 .8410 1.0546 .312 
Level x Anxiety .4840 1 .4840 .6069 .441 
Sex x Level x Anxiety 1.6810 1 1.6810 2.1079 .156 
Within 
Total 

25.5197 32 .7975 • • • • • • Within 
Total 35.6637 39 • • • • • • • • • 
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TABLE XII 

SUMMARY OF DATA FOR MEASURES OF STUDENT EVALUATION OF 
TEACHING SCALE—VARIABLE 2—KNOWLEDGEABLE AND POISED 

(N = 40) 

Source of Variation SS DF MS F P 

Sex .0000 1 .0000 .0000 1.000 
Level .2890 1 .2890 .7131 .405 
Anxiety 1.0890 1 1.0890 2.6873 .111 
Sex x Level 1.0890 1 1.0890 2.6873 .111 
Sex x Anxiety .2890 1 .2890 .7131 .405 
Level x Anxiety .5760 1 .5760 1.4213 .242 
Sex x Level x Anxiety .0640 1 .0640 .1579 .693 

Within 
Total 

12.9677 32 .4052 • • • • • • 
Within 
Total 16.3637 39 • • • • • • • • • 

TABLE XIII 

SUMMARY OF DATA FOR MEASURES OF STUDENT EVALUATION OF 
TEACHING SCALE—VARIABLE 3—LIVELY AND INTERESTING 

(N = 40) 

Source of Variation SS DF MS F P 

Sex 
Level 
Anxiety 
Sex x Level 
Sex x Anxiety 
Level x Anxiety 
Sex x Level x Anxiety 

Within 
Total 

.3802 
1.7222 
1.0563 
1.5603 
.3062 

1.8922 
1.1903 

1 
1 
1 
1 
1 
1 
1 

.3802 
1.7222 
1.0563 
1.5603 
.3062 

1.8922 
1.1903 

.3894 
1.7635 
1.0815 
1.5976 
.3136 

1.9376 
1.1288 

.537 

.194 

.306 

.215 

.579 

.174 

.278 

Sex 
Level 
Anxiety 
Sex x Level 
Sex x Anxiety 
Level x Anxiety 
Sex x Level x Anxiety 

Within 
Total 

32.2517 32 .9766 • • • 

Sex 
Level 
Anxiety 
Sex x Level 
Sex x Anxiety 
Level x Anxiety 
Sex x Level x Anxiety 

Within 
Total 39.3595 39 • • • • • • • • • 
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TABLE XIV 

SUMMARY OP DATA FOR MEASURES OF STUDENT EVALUATION OF 
TEACHING SCALE—VARIABLE 4—FIRM CONTROL 

(N = 40) 

Source of Variation SS DF MS F P 

Sex 2.6010 1 2.6010 3.3480 .077 
Level .0250 1 .0250 .0321 .859 
Anxiety .0250 1 .0250 .0321 .859 
Sex x Level .2560 1 .2560 .3295 .570 
Sex x Anxiety .0640 1 .0640 .0823 .776 
JUevel x Anxiety .7840 1 .7840 1.0092 .323 
Sex x Level x Anxiety .0090 1 .0090 .0115 .915 

Within 
Total 

24.8597 32 .7769 • • • • • • Within 
Total 28.6237 39 • • • • • • • • • 

TABLE XV 

SUMMARY OF DATA FOR MEASURES OF STUDENT EVALUATION OF 
TEACHING SCALE—VARIABLE 5—NON-DIRECTIVE 

(N = 40) 

Source of variation SS DF MS F P 

Sex .0010 1 .0010 .001 .972 
Level .1960 1 .1960 .252 .619 
Anxiety .6250 1 .6250 .804 .377 
Sex x Level 1.1560 1 1.1560 1.487 .232 
Sex x Anxiety 2.6010 1 2.6010 3.345 .077 
Level x Anxiety .1000 1 .1000 .129 .722 
Sex x Level x Anxiety .4000 1 .4000 .515 .478 

Within 
Total 

24.8797 32 .7775 • • • • • • Within 
Total 29.9587 39 • • • • • • • • • 



BIBLIOGRAPHY 

Books 

Biddle, Bruce J., & Ellena, W. J. (Eds.). Contemporary 
research on teacher effectiveness. New York: Holt, 
Rinehart and Winston, 1964. 

Brophy, J. E., & Evertson, C. M. Learning from teaching: 
A developmental perspective. Boston: Allyn and Bacon, 
1976. 

Cattell, Raymond B., & Scheier, I. H. The meaning and 
measurement of neuroticism and anxiety. New York: 
Ronald Press company, 1961. 

Combs, A. W., & Snygg, D. Individual behavior. New York: 
Harper and Row, 1959. 

Cronbach, L. J. Essentials of psychological testing (2nd ed.) 
New York: Harper and Row, i960. 

Davidson, Kenneth S., & Asrason, Seymour B. A study of 
teacher behavior in relation to children differing 
in anxiety level. Detroit, Mich.: Wayne State 
University, 1952. 

Dodge, David L., & Martin, W. T. Social stress and chronic 
illness. Notre Dame and London: university of Notre 
Dame Press, 1970. 

Doyle, W. Paradigms for research on teacher effectiveness. 
In L. S. Shulman (Ed.), Review of research in education 
(Vol. 5). Itasca, 111.: F. E. Peacock, 1977. 

Flanders, N. A. Teacher effectiveness. In Encyclopedia of 
educational research (4th ed.). 1969. 

Gage, N. L. (Ed.). Handbook of research on teaching. 
Chicago: Rand McNally, 1963. 

Gibson, J. T. Educational psychology (2nd ed.). New York: 
Appleton-Century-Crofts, 197 2. 

Hayes, R. B. A way to evaluate and to improve classroom 
teaching effectiveness. In Research in Education. 
Washington, D.C.: American Education Research 
Association, 1968. 

65 



66 

Horney, Karen. Neurosis and human growth. New York: W. W. 
Norton and Company, 1950. 

Jersild, Arthur T. When teachers face themselves. Columbia: 
Teachers College Press, 1973. 

Jersild, A. T., & Lazar, E. A. The meaning of psychotherapy 
in the teacher's life and work. New York: Teachers 
College Press, 1962. 

Lazarus, R. S. Psychological stress and the coping process. 
New York: McGraw-Hill Book Company, 1966. 

Lundin, R. W. Personality—A behavioral analysis. London: 
Macmillan Company, 1969. 

May, R. The meaning of anxiety. New York: Ronald Press, 
1950. 

McNeil, J. D. Initial teaching in poverty versus affluent 
schools, effect upon teacher stress, attitudes and 
career choices. Los Angeles: California Utiiversity, 
1968. 

McReynolds, P. The assessment of anxiety: A survey of avail-
able techniques. In P. McReynolds (Ed.), Advances in 
psychological assessment. Palo Alto: Science and 
Behavior Books, Inc., 1968. 

Metzner, Seymour. The teacher as viewed by his principal. 
Changing Education, 1969-1970, 4. 

Mitzel, H. E. Teacher effectiveness. In Encyclopedia of 
Educational Research (3rd ed.). 1960. 

Popham, W. James. Educational statistics: Use and inter-
pretation. New York: Harper and Row Publishers, 1967. 

Remmers, H. H. m N. L. Gage (Ed.), Handbook of Research 
on teaching. Chicago: Rand McNally, 1963. 

Rosenshine, B., & Purst, N. Research on teacher performance 
criteria. In B. 0. Smith (Ed.), Research in teacher 
education: A symposium. Englewood Cliffs, N.J.: 
Prentice-Hall, 1971. 

Ryans, David G. Characteristics of teachers. Washington, 
D.C.: American Council on Education, i960. 



67 

Spence, J. T. & K. Spence. The motivational components of 
manifest anxiety: Drive and drive stimulus. In C. C. 
Spielberger (Ed.), Anxiety and behavior. New York: 
Academic Press, 1966. 

Spielberger, C. C. Theory and research on anxiety. In 
C. C. Spielberger (Ed.), Anxiety and behavior. New 
York: Academic Press, 1966. 

Sullivan, Harry S. Personal psychopathology. New York: 
W. W. Norton and Company, 1972. 

Stagner, Ross. Psychology of personality. New York: 
McGraw-Hill Book Company, Inc., 1961. 

Wick, J. w. & Beggs, D. L. Evaluation for decision-making in 
the schools. New York: Houghton Mifflin, 1971. 

Wilhelms, F. T. Realignment for teacher education. In 
Margaret Lindsey (Ed.), Teacher education: Future 
directions. Washington, D.C.: Association of Teacher 
Educators, 1970. 

Articles 

Alpert, R. & Haber, R. Anxiety in academic achievement 
situations. Journal of Abnormal and Social Psychology, 
3.960, 61(2), 207-215. 

Beier, E. G. The effect of induced anxiety of some aspects 
of intellectual functioning: A review of the relation-
ship between anxiety and rigidity. American Psychologist, 
1949, 4, 273-274. 

Bendig, A. W. A factor analysis of student ratings of 
psychology instructors on the Purdue Scale. Journal of 
Educational Psychology, 1954, 45, 385-393. 

Blumberg, J. G., & Schmidt, H. E. The relationship of 
academic performance to manifest anxiety in first-year 
student teachers. Journal of Behavioral Science, 1970, 
1(2), 45-48. 

Combs, A. W., & Taylor, C. The effect of the perception of 
mild degrees of threat on performance. Journal of 
Abnormal and Social Psychology, 1952, 47, 420-424. 



68 

Doyle/ W. The uses of nonverbal behaviors: Toward an 
ecological model of classrooms. Merri11-Palmer Quarterly, 
1977, 23(2). 

Doyle, W., & Ponder, G. A. Classroom ecology: Some concerns 
about a neglected dimension of research on teaching. 
Contemporary Education, 1975, 46, 183-188. 

Fattu, N. A. Research on teacher evaluation. National 
Elementary Principal, 1963, 43, 19-23. 

Feynman, A. E., & Mehl, R. F., Jr. Practice teaching: A 
student view. Peabody Journal, 1969, 46, 346-349. 

Geer, J. H. Effect of fear arousal upon task performance 
and verbal behavior. Journal of Abnormal and social 
Psychology, 1966, 71, 119-123. 

Gibb, C. A. Classroom behavior of the college teacher. 
Educational and Psychological Measurement, 1955, 15, 
254-263. 

Gilroy, J. J., & Moody, F. E. Lessening anxiety associated 
with student teaching. Teacher Educator, 1976, 12, 11-15. 

Gynther, R. A. The effects of anxiety and of the situational 
stress of communicative efficiency. Journal of Abnormal 
and Social Psychology, 1957, 54, 274-276. 

Isaacson, R. L.; McKeachie, W. J.; Milholland, J. E.; Lin, 
Y. S.; Hofeller, M.; Baerwaldt, J. W.; and Zinn, K. L. 
Dimensions of student evaluations of teaching. Journal 
of Educational Psychology, 1964, 55, 344-351. 

Janis, I. L., & Feshbach, S. Personality differences 
associated with responsiveness to fear arousing com-
munications. Journal of Personality, 1954, 23, 154-166. 

Jenkins, J. R., & Deno, S. L. Influence of student behavior 
on teacher's self-evaluation. Journal of Educational 
Psychology, 1969, 60, 439-442. 

Mandler, G., & Cowen, J. Test anxiety questionnaires. 
Journal of Consulting Psychology, 1958, 22, 228-229. 

Miller, T. v., & Jurs, Stephen. Situational anxiety in 
student teaching. Journal of the Student Persrwmel 
Association for Teacher Education, 1974, 13, 33-38. 

Pally, S. Cognitive rigidity as a function of threat. 
Journal of Personality, 1955, 23, 346-355. 



69 

Rosenshine, B. Recent research on teaching behaviors and 
student achievement. Journal of Teacher Education, 1976, 
22, 61—64. 

Runkel, P. J., & Damrin, D. E. Effects of training and 
anxiety upon teachers' performances for information 
about students. Journal of Educational Psychology, 
1961, 52, 254-60. 

Ryans, David G. Assessment of teacher behavior and instruction. 
Review of Educational Research, 1963, 33, 415-441. 

Sarason, I. Test anxiety, general anxiety, and intellectual 
performance. Journal of Consulting Psychology, 1957, 
221, 485-490. 

Schwieker, R. F. Factor scores aren't sacred: Comments on 
"Abuses of Factor Scores." American Educational Research 
Journal, 1967, 4, 168-170. 

Sieber, J. E. A paradigm for experimental modification of 
the effects of test anxiety on cognitive processes. 
American Educational Research Journal, 1969, 6(1),45-61. 

Sieber, J. E.; Kameya, L. I.; & Paulson, F. L. Effect of 
memory support on the problem^solving ability of test-
anxious children. Journal of Educational Psycholoqy, 
1970, 61(2), 159-168. 

Smalzreid, N. T., & Remmers, H. H. A factor analysis of the 
Purdue Rating Scale for Instructors. Journal of 
Educational Psychology, 1948, pp. 263-367. 

Taylor, Janet A. Anxiety as a personality variable. 
Psychological Bulletin, 1956, p. 53. 

Thomas, G. P., & Ralston, N. c. Fears of freshmen and senior 
education majors. Student Personnel Association for 
Teacher Education, 1973, 11̂ , 109-113. 

Travers, R. W. M., et al. The anxieties of a group of student 
teachers. Educational Administration and Supervision, 
1952, 38, 368-375. 

Veldman, D. J. Pupil evaluation of student teachers and their 
supervisors. Journal of Teacher Education, 1970, 21, 
165-167. 

Veldman, D. J., & Peck, R. F. Influences on pupil evaluations 
of student teachers. Journal of Educational Psychology, 
1969, 60, 103-108. 



70 

Reports 

Canadian Teachers Federation. Evaluation of student teachers. 
Bibliographies in Education No. 59, Ottawa, Canada, 1977. 

Chissom, B. S., & Morris, J. E. Development of an automated 
system for evaluation of student teacher effectiveness. 
U.S. Department of Health, Education and Welfare, 
National Institute of Education Final Report, Project 
Number 2-D-078, Statesboro, Georgia Southern College, 
1973. 

Denton, Jon J. Pupil perceptions of a student teacher's 
competence. Paper presented at the annual meeting of 
the Association of Teacher Educators, New Orleans, 
Louisiana, 1976. 

Eder, S. C. The effect of group counseling upon the classroom 
behavior and on the manifest anxiety of elementary school 
student teachers. Final report. Tempe, Arizona, Arizona 
State University, 1971. 

Fox, R. B., & Peck, R. F. Personal characteristics of 
teachers that affect student learning. Paper presented 
at the annual meeting of the American Educational 
Research Association, New Orleans, Louisiana, 1978. 

Iannaccone, L., & Button, H. W. Functions of student 
teaching. Cooperative Research Project No. 1026, 
Vfeshington University, 1964. 

Jakobovits, L. A. On becoming a language teacher. Paper 
presented at the Sixth Annual TESOL Convention, 
Washington, D.C., 1972. 

McDonald, F. J. Beginning teacher evaluation study: Phase 
II summary. Washington, D.C.: National Institute of 
Education, 1976. 

Morsh, J. E., & Wilder, L. Identifying the effective 
instructor; A review of the guantitative studies, 
1900-1952. Chanute Air Force Base, Illinois, Air Force 
Personnel and Training Research Center, 1954. 

Parsons, J. S. Assessment of anxiety about teaching using 
the Teaching Anxiety Scale: Manual and research report. 
Austin: University of Texas, 1973. 

Schnuck, R. A. Self-confrontation of teachers. ED 062 700, 
1971. 



71 

Sheviakon, George. Anger in children: Causes, character-
istics, and considerations. Washington, D.C.: National 
Education Association, 1969. 

Smith, 0. B. (Ed.). Research in teacher education: A 
symposium. Englewood Cliffs, N.J.: Prentice-Hall, 
Inc., 1971. 

Stemnock, S. K. The evaluatee evaluates the evaluator. 
Washington, D.C.: Educational Research Service Circular 
No. 5, National Education Association and American 
Association of School Administration, 1970. 

Stemnock, S. K. Evaluating teaching performance. Washington, 
D.C.: Educational Research Service Circular No. 3, 
National Education Association and American Association 
of School Administrators, 1969. 

Unpublished Materials 

Creager, J. A. A multiple factor analysis of the Purdue 
Rating Scale for Instructors. Unpublished master's 
thesis, Purdue University, 1950. 

Kopper, E. J. Personality factors, dogmatism, and pupil 
evaluation of teacher and student teacher effectiveness. 
Unpublished doctoral dissertation, University of Kansas, 
1973. 

Lunpkin, J. H., Jr. Group counseling and the learning of 
teacher roles. Unpublished doctoral dissertation, 
University of Texas, 1964. 

McClain, E. W. The relationship between student teachers; 
self-reported perceptions and pupil evaluations. Unpub-
lished doctoral dissertation, university of Texas, 1961. 

Milling, Margerate. A study of the effects of attending a 
human relations workshop on teacher anxiety scores. 
Unpublished doctoral dissertation, North Texas State 
University, 1975. 

Ornstein, A. c. Selected teacher behavior attributes rated 
as desirable by ninth grade disadvantaged student s and 
ninth grade teachers of the disadvantaged. Unpublished 
doctoral dissertation, University of New York, 1970. 

Parsons, J. S. Anxiety and teaching competence, unpublished 
doctoral dissertation, Stanford university, 1970. 


