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ABSTRACT

A STUDY OF THE STUDENT TEACHING PROGRAM IN THE

COLLEGE OF EDUCATION AT UMM AL-QURA UNIVERSITY

IN MAKKAH, SAUDI ARABIA, AS PERCEIVED

BY STUDENT TEACHERS

By

Saleh Khaled Dairi

This study was conducted to investigate the perceptions of male

student teachers regarding the effectiveness of the student teaching

program in which they had participated second term (spring term)

l989. A questionnaire was distributed to all 258 student teachers;

214 usable questionnaires were returned. Statistical methods used

in analyzing the data included frequencies and percentages, means

and standard deviations, Pearson correlation, stepwise regression,

MANOVA, ANOVA, and the Tukey post-hoe procedure.

The major findings were as follows. Very few early field

experiences were provided before student teaching, according to the

perceptions of the student teachers. The student teaching objective

attained least often in practice was applying theory to practice.

Student teaching provided a good opportunity for novices to improve

their teaching skills. College supervisors did not provide adequate

assistance in some areas of concern to respondents. The work of

supervising teachers negatively influenced student teachers’



Saleh Khaled Dairi

satisfaction. Student teachers requested an increase in classroom

visits by college supervisors. The evaluation of student teachers

seemingly' was not performed on a cooperative basis by college

supervisors and classroom teachers; nevertheless, it positively

influenced student teachers’ satisfaction. Three-fourths of the

respondents indicated their satisfaction with the program; the

remainder were dissatisfied.

Teaching level was related to student teachers’ perceptions;

respondents who taught at the elementary level differed

significantly from those who taught at the secondary level on the

following aspects: experiences before student teaching, supervision

by college supervisor, and evaluation during student teaching. They

differed from those who taught at the intermediate level concerning

supervision by cooperating teacher.

Answers to the qualitative items indicated that student

teachers desired more classroom visits and more constructive

criticism and feedback about both positive and negative aspects of

their teaching. The major problems faced in the settings were the

paucity of audio-visual materials and lack of respect from

supervising teachers. Increased early field experiences and not

taking classes during student teaching were the recommendations

student teachers most frequently made for improving the program.
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CHAPTER I

INTRODUCTION TO THE STUDY

n r i n

The quality of education available to youngsters depends to a

great extent on the nature of thoser who enter the college of

education and prepare to teach in the public schools (Kong, 1978).

Teacher preparation programs comprise different components; student

teaching is considered the most important and critical one in the

process of preparing prospective teachers (Conant, 1964). According

ix) Beyer (1984), "The student teaching experience has become an

almost universally accepted part of programs in teacher education"

(p. 36).

Practical experiences have a significant effect in shaping the

future 'teacher (Stratemeyer' & Lindsey, 1958). In this regard,

Palonsky and Jacobson (1988) stated:

Student teaching is the most powerful experience in the

preservice preparation of teachers. During student teaching,

students learn not only how to teach but they redefine their

professional knowledge about curriculum, students, and the

nature of the job. (p. 3)

Student teaching has been widely accepted among educators as an

important part of prospective teachers’ preparation. Meade (1963)

discussed three parts of teacher preparation, the third of which is

the crucial one:



The ‘third and critical area in the education of teachers,

. . has to do with the clinical preparation of the teacher.

Whether we call it practice teaching, student teaching or the

internship is not important; what is important is that there be

this part to any teacher preparation program. Assuming that

students are given competent instruction and opportunities to

learn in each of these three areas, we can expect to turn out

teachers capable of performing their task well. (p. 26)

As Freeland (1979) stated, "Student teaching provides opportunities

for students to synthesize and to apply theoretical learnings which

have been gathered from previous courses in a practical, planned,

classroom setting" (p. 11). Spanjer (1972) highlighted the

importance of student teaching:

. . Student teaching stations provide a learning experience

in which the student teacher can develop his own teaching style

in a supportive atmosphere accepting of mistakes without threat

of failure, gain feedback on his teaching behaviors, and

progress toward becoming a self-analytical and self-directed

teacher. (p. 2)

The importance of student teaching was further emphasized by

some undergraduates who reported that their education courses failed

to prepare them adequately for a teaching setting and that they did

not learn about teaching until their practice teaching (Palonsky &

Jacobson, 1988).

Theoretical courses in the preservice phase are intended to

provide prospective teachers with basic knowledge about teaching,

which they will use in their practice teaching phase. Student

teaching usually comes after students have finished almost all of

their course work and are close to graduation. The purpose of

student teaching is to allow prospective teachers to face the real

classroom situation. In the classroom, the student teacher faces



actual problems, has opportunities for personal growth, and

experiences the reality of multiple tasks (Devor, 1964).

As noted earlier, student teaching is typically the most

powerful component in the professional program. It is vital because

it entails guided experiences in which a student teacher is involved

in the actual practice of ‘teaching and learning in the school

setting. Educators widely acknowledge that this part of the teacher

preparation program is critical because the future success or

failure of the neophyte in his/her teaching career depends largely

on this experience.

Courses in the professional teaching program are taught on a

theoretical basis; during student teaching, this knowledge base is

used in developing practical teaching competency. Student teaching

is designed to provide prospective teachers with a better

understanding of the teaching-learning processes and what is needed

for a successful professional career.

Because of its experiential nature, student teaching provides

the neophyte with chances to work under the guidance of an

experienced teacher, to get to know children and how they think, and

to discover the responsibilities of teachers (Feiman-Nemser &

Buchman, 1987). Different variables influence the success of the

field experience. Among these are the amount of time spent in early

field experiences, the experience supervising teachers have in

working with prospective teachers, the expectations prospective

teachers have for their field experiences, their attitudes toward

the teaching profession, trainees’ interpersonal skills, the kind of



responsibility given during practice, student teachers’ self-

concept, and the frequency of supervisor feedback (Applegate, 1985).

Even though educators agree on the importance of student

teaching, many teacher-preparation institutions fail to evaluate the

adequacy of their programs as student teachers perceive them (Hanes,

Laman, 8: Englebright, 1984). One good way to evaluate the

usefulness of a student teaching program is to gather post-

experience feedback from student teachers. They are in a position

to judge the effectiveness of the program in preparing them for

real-life teaching situations.

The Problem

The student teaching program in the College of Education at Umm

Al-Qura University in Makkah, Saudi Arabia, has not been

systematically evaluated on the basis of post-experience feedback

from student teachers. Thus, this researcher attempted to examine

the effectiveness of the student teaching program in the College of

Education, according to the perceptions of student teachers who had

recently completed their practical training.

Need for the Study

Any program has its strengths and weaknesses, but not all

programs have built-in procedures for evaluation and improvement.

The student teaching program, being an important component of

teacher preparation, requires continuous evaluation for improvement,

as do other professional programs, such as those in business, law,

and medicine.



The recently restructured teacher preparation program in the

College of Education at Umm Al-Qura University requires 26 semester

hours for the professional portion of the program. These credits

represent 20% of the total requirements for graduation. Of the 26

credit hours, 22 are devoted to course work, and 4 credits,

representing 15% of the professional program, are given for

fieldwork, which comprises some experiences before student teaching.

Modifications in the professional program were made five years

ago. Six credit hours were taken from the professional program and

added to course work in the teaching field (specialized area).

These modifications have been controversial. Therefore, this study

is needed to determine the effectiveness of the student teaching

portion of the professional program and the importance of this

period for the success of potential teachers. Even though only 3%

of the total credits required for graduation are given for student

teaching, the period has numerous implications for prospective

teachers, as well as for their future pupils. To this researcher’s

knowledge, no systematic evaluation has been undertaken to assess

the effectiveness of the teacher training program in the College of

Education or its effect during teaching since the university changed

the credit requirements.

Preparing prospective teachers to handle their jobs properly

and adequately is a genuine concern of teacher educators in the Gulf

States in general, and in Saudi Arabia in particular. The Higher

Education Council of Arab Gulf States, at its meeting in the United

Arab Emirates, endorsed the suggestion of the Arabian Educational



Office of Gulf States to study the current situation of student

teaching and means for further developing student teaching at

universities in the Gulf States (Asherg Al-Awest, 1988). In

addressing that need, the present study will add a link in the chain

of efforts by the Higher Education Council of Arab Gulf States to

improve teacher preparation programs in the region.

Purpose of the Study

The primary purpose of this study was to examine the

effectiveness of the present student teaching program in the College

of Education at Umm Al-Qura University in Makkah, Saudi Arabia, as

perceived by student teachers who had completed the program. The

following aspects of the student teaching program were evaluated:

(a) experiences prior to student teaching, (b) objectives of student

teaching, (c) teaching skills, (d) supervision, and (e) the

evaluation process.

The researcher hopes the findings of the study will help

improve student teaching programs in Saudi Arabia in general and the

program in the College of Education at Umm Al-Qura University in

particular.

Reseereh Questjens

The study was undertaken to explore the following research

questions:

1. How effective are selected aspects of the student teaching

program, as perceived by student teachers?



2. What aspects of the student teaching program have a

substantial influence on the satisfaction of student teachers?

3. Does the perceived effectiveness of the aspects of the

student teaching program included in the study vary according to

certain demographic characteristics of the student teachers?

4. What recommendations. do student teachers have regarding

improvement of the student teaching program?

Underlying Assgmptiens

In conducting this study, the researcher assumed that:

l. The student teachers were willing to indicate their

perceptions regarding the effectiveness of ‘the student teaching

program.

2. The student teachers were interested in providing truthful

responses based on the experiences they had had during the field-

work.

3. The student teachers were able to recommend improvements in

the program, either in terms of changes to the program or whether to

include it in the future. These recommendations will help teacher

educators in the College of Education designate factors that promote

personal and professional growth in preservice teachers.

4. The results of this study will provide useful information

for developing the student teaching program.

5. Student teaching is an important part of the teacher-

preparation curriculum.
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l. The study was delimited to all male student teachers in the

College of Education at Umm Al-Qura University who enrolled in the

student teaching program for second term 1989. ‘The study’ was

further delimited to five aspects of student teaching: experiences

prior to student teaching, objectives of student teaching, teaching

skills, supervision, and evaluation of student teaching.

2. The findings of this study are based (”1 perceptual data.

Such data are usually fluid in nature and therefore might present

problems in measurement.

3. The results depend on the respondents’ interpretation of

the survey items and their sincerity in responding to these items.

The results of this study should not be generalized to student

teaching programs in other colleges of education in Saudi Arabia or

to ‘the student ‘teachers who complete those programs unless the

characteristics of those student teachers and programs are similar

to the ones included in this study.

Umm Al-Qure Univergity

Umm Al-Qura University is one of seven universities throughout

Saudi Arabia. It is located in Makkah, the holy city of Islam. In

1980, a royal decree was issued, which established Umm Al-Qura

University (Jan, 1983). This new university draws together eight

colleges and two institutes. Whereas Umm Al—Qura became a state

university in 1981, one of its eight colleges was the first to be

established in the country, dating back to 1949. That college, the



College of Islamic Law, has been providing the country with judges

and school teachers since then. Thus, Umm Al-Qura is the newest of

Saudi Arabia’s seven universities, but it has the two oldest

colleges in the kingdom (the College of Islamic Law and the College

of Education) (Magsood, 1986).

The College of Education at Umm Al-Qura University was

established in 1952 under the name College of Teachers and

contributed to providing the country with intermediate and secondary

school teachers. A decade later, in 1962, it became the College of

Education under the supervision of the Ministry of Education (Al-

Wuzeinany, 1987). Supervision of the Colleges of Education and

Islamic Law was handed over to King Abdulaziz University, with which

they were affiliated from 1971 to 1981. The college again became

part of Umm Al-Qura University in 1981.

The College of Education includes four departments for graduate

study: Curriculum and Teaching Methods, Educational Administration,

Educational Psychology, and Islamic and Comparative Education. The

two undergraduate departments in the college are Fine Arts Education

and Physical Education. There is also a center for training school

principals. The' college serves all students enrolled in other

colleges within the university who want to become school teachers,

by providing 26 credit hours in the professional program. Student

teaching is part of that program.
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in' io rm

The following terms are defined in the context in which they

are used in this dissertation.

College supervisor. A faculty member of a teacher education

institution who teaches methods courses and who assumes the

responsibility for supervising a number of student teachers as they

engage in practical teaching.

Cooperating teacher. A regular classroom teacher in a public

school who is working with a student teacher.

Eerly field experiences. A11 experiences that are offered to

students in the professional program to acquaint them with the

nature of the teaching profession and to prepare them for student

teaching. These experiences take various forms, such as classroom

observation and microteaching.

Stpgept__teeeheg. A student of teacher education who is

assigned to a particular school to teach under the direction of both

a teacher at the school and his college supervisor.

Studept teaehing. The opportunity given to a student teacher

to practice his future career in the classroom for 16 consecutive

weeks (a complete semester).

u n h' r r . A component of the teacher-

preparation program. The student teaching program at the College of

Education in Makkah consists of two parts: student teaching program

I and student ‘teaching program II. In the former, prospective

teachers are exposed to different methods and techniques of
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teaching, whereas in the latter program they are given the

responsibility to teach in actual classrooms at various schools.

leeehing field. A student teacher’s major undergraduate field

of study.

Ieeching level. The grade level a student teacher is assigned

to teach, e.g., elementary (grades 1-6), intermediate (grades 7-9),

or secondary (grades 10-12).

Overview

This dissertation is arranged into five chapters. Chapter I

contained an introduction to the study, a statement of the problem

and need for ‘the study, the purpose of the study and research

questions, assumptions underlying the research, limitations and

delimitations, and definitions of key terms. A review of literature

related to the investigation is presented in Chapter II. Topics

discussed are the history of student teaching, early field

experiences, objectives of student teaching, teaching skills,

supervision, and evaluation of student teaching. The methodology

and procedures used in the study, including the research instrument

and the data-collection and data-analysis procedures, are explained

in Chapter III. Findings of the data analyses are reported in

Chapter IV. Chapter V includes a summary of the major findings,

conclusions based on those findings, recommendations for further

research, and the writer’s reflections on the study.



CHAPTER II

REVIEW OF RELATED LITERATURE

The purpose of this chapter is to provide a frame of reference

about the subject being studied and to use this frame of reference

in constructing the research questions and methods for data

collection. The focus of the research was participants’ perceptions

of their student teaching program. The chapter is divided into six

sections: (a) history of student teaching, (b) early field

experiences, (c) objectives of student teaching, (d) teaching

skills gained during student teaching, (e) supervision, and (f)

evaluation.

Histor f ud nt a in

The importance of field experience was recognized as early as

the Middle Ages. At that time, student teaching was established in

Europe as a result of formalized instruction, and it followed the

apprenticeship pattern of learning by doing. Student teaching also

has a well-defined history in the United States (Hersh, Hull, &

Leighton, 1982).

The first institutional programs designed to train men for

specific occupations followed the basic premise that learning

results from observation and imitation; this apprenticeship was the

12
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foundation for modern training programs (Partridge, 1964). Johnson

(1968) stated,

Apprenticeship grew out of the concept that one learns by

observation and imitation. Later, when special training for

teachers came into being, students obtained practical teaching

experience by giving demonstration lessons to their classmates.

(p- 9)

The first normal school for training teachers was established

in 1685 in Rheims, France, by Jean Baptiste de la Salle, who is

considered the father of student teaching (Johnson, 1968).

According to Schuetz (cited in Johnson, 1968),

It was reserved for St. John Baptiste de la Salle to bring to a

successful issue what the others could not accomplish. By his

genius and cooperation with Providence he inaugurated the

reform which was to revolutionize modern popular education, not

only in France but throughout the world. (pp. 11-12)

The idea of the normal school received wide acceptance in

Europe. Johnson (1967) indicated that "following the establishment

of de la Salle’s normal school the idea quickly spread throughout

Europe" (p. 2). "The first state-supported teacher training school

on record was the Gymnasial Seminary, established at Berlin in 1788"

(Johnson, 1968, p. 17). The operation of this school consisted of

. visitation and observation of the regular school work,

. assisting in the classwork of the regular teachers, . . .

oversight and care of indifferent or backward pupils, and . . .

actual teaching according to instructions under the supervision

of the director and the three other teachers of the Gymnasium

selected for this purpose. (Luckey, 1903, pp. 37-38)

Concerning the development of teacher education in the United

States and the first private normal school, Williams (1942)

explained the progression of teacher training:
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. These attempts [to train teachers], sporadic and

temporary as they were, did not have a lasting influence upon

the development of teacher preparation. It was in New England,

then the seat of culture and reform, that a continuously

sustained impression grew that opportunity for student teaching

must be supplied as an imperative condition underlying

effective teacher preparation. Some years before the first

state normal school was established, there was much sentiment

in favor of teacher education. (p. 2)

Throughout the nineteenth century, normal schools were

established in the United States. The first private normal school

was opened in Concord, Vermont, in 1823. 'The first state normal

school was opened in July 1839 in Lexington, Massachusetts, followed

by a second in September of that year in Barre, Massachusetts

(Johnson, 1968). The idea spread quickly, first in the East and

then in the Midwest (Adler, 1984). Before that time, teaching had

not been considered a "full-time or long-term occupation; rather it

was something to do before entering another profession or while not

involved in another occupation. Teachers learned their skills on

the job" (Adler, 1984, pp. 2-3).

With population growth and the enrollment of more children in

school, the demand for teachers increased. This growing demand led

to an expansion in the number of schools, as well as to an increase

in the number of normal schools for preparing teachers. The normal

schools became state teachers’ colleges. Wesley (1957) described

this transition:

During the first half of the twentieth century most state

normal schools became state teachers’ colleges. . . . The

transition meant much more than mere change in name; for most

normal schools had been two- and three-year institutions

devoted to training elementary teachers, whereas the adoption

of the new name was usually associated with expansion to four-

year degree-granting status with programs for training

secondary as well as elementary teachers. (pp. 88-89)
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By 1930, most states were requiring supervised student teaching

as part of the teacher education program, in addition to study of

the subject matter and pedagogy of the subject to be taught. A

standard certificate was issued upon completion of four years of

college preparation (Mead, 1957).

The changes in teacher-preparation institutions had resulted

from progression in thinking about the ways in which prospective

teachers should be trained to meet societal demands. Rucker (1953)

studied the trends in student teaching from 1930 and 1952 and

summarized his findings as follows:

1. There is a trend away from conventional course organization

in student teaching. This trend is taking two directions:

(a) toward a full-time practicum or (b) toward a

professional core or integrated block near the end of the

college experience.

2. There is a trend toward (a) student teaching as a full-time

experience; (b) the use of more laboratory experiences in

teacher education; (c) more off-campus experiences in

student teaching, including community experiences in the

locale where the teaching is performed; (d) increasing the

time allotment given to student teaching and to the other

laboratory activities of teacher education; (e) increasing

the amount of academic credit awarded for student teaching;

(f) the use of laboratory activities, including student

teaching, as the reference point of the whole curriculum in

teacher education; and (9) student teaching on more grade

levels. (p. 263)

As teacher training progressed from the Middle Ages, it took on

varied styles and goals. For a person to become a teacher in the

Middle Ages, he needed to serve an apprenticeship with a master

teacher for as long as seven years (Johnson, 1967). Teacher

training subsequently developed to provide better practice for

trainees so that they could respond to society’s needs. As the
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training progressed, the terms used to describe that training also

changed. Today, the most commonly used term for the training

experience is "student teaching.” Bennie (1967) explained the

reason for using the term ”student teaching":

Today, student teaching is regarded as another step in a

logical sequence of professional courses. The change in course

title from practice teaching to student teaching indicates a

changed philosophy. The student teacher is considered to be

engaged in a learning situation . . . a student of teaching.

No longer does he "practice" what he has been taught, but he is

encouraged to experiment, to probe, to inquire, and to learn

for himself how the theory previously studied applies to real

pupils in actual classrooms. (p. 2)

Student teaching entails taking full responsibility for a

classroom under the supervision of field-based personnel and the

college supervisor. For the student teaching period to pass

smoothly, the prospective teacher should start the experience with

confidence and a perspective on the responsibilities involved. In

fact, many writers have advocated early field experiences to prepare

students for student teaching (Adler, 1984; Elliot & Mays, 1979;

Thompson, 1982; Tittle, 1974).

arl Fi i n s

A recent trend in teacher education is toward including field

experiences in the teacher-preparation program. "A recent

description of the. most innovative trends in teacher education

lists the following practices: (1) field-centered instruction, (2)

early field experiences, (3) micro—teaching, and (4) clinical or

practicum experiences" (Krustchinsky & Moore, 1981, p. 120).
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Field experience comprises two parts. The first part is early

field experience, which presumably gives the prospective teacher an

idea of the school and the teaching profession. It assists the

neophyte to socialize himself into the existing setting. Such an

experience assists in developing an understanding of different

aspects of the teaching profession, as well as what one can offer

and expect as a reward. The second part of field experience is

student teaching, in which the prospective teacher spends time in a

classroom, assuming the entire responsibility, from planning a

lesson to evaluating the outcomes. One aspect of the student

teaching experience is supervision, which is usually done by the

college supervisor and the cooperating teacher whose class is being

taken over by the student teacher. Evaluation is the last aspect of

student teaching and supposedly is done throughout the experience to

reflect the student teacher’s growth during the practice period.

Early field experiences serve several functions. Among these

functions is identification of examples and concepts studied in

professional courses, which can help integrate what the student

teacher has studied in theory with the actual classroom situation.

Future teachers perform the duties of teacher, from planning and

writing objectives, to handling discipline problems, to conferring

with parents. They can differentiate between studying different

teaching models and participating in actual teaching activities,

starting with tutoring and progressing to teaching the entire class

(Houston & Newman, 1982).
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Clinical experiences include both early field experiences and

student teaching. Smith, Collier, McGeoch, and Olsen (1970) stated

that "all direct and simulated activities in both laboratory and

practicum phases of a modern program of teacher education are in

this view clinical experience” (p. 1).

Student teachers who participate in laboratory experiences gain

first-hand knowledge about working with children, youths, and adults

in school; their experiences vary from visiting and observing the

site to taking complete responsibility for a class (Stratemeyer &

Lindsey, 1958).

Early field experiences are considered part of the curriculum

in teacher-preparation programs. Such experiences take different

forms and include varied activities to prepare prospective teachers

for the next level (student teaching), which is usually the final

stage in the teacher-preparation program. Early field experiences

usually take place in school settings before student teaching

(Applegate, 1986). Exposure to these experiences helps individuals

gain an idea about teaching, as well as helping them discover their

suitability for pursuing teaching as a profession (Ryan, 1982).

Dueck, Atmann, Haslett, and Latimer (1984) explored the rationale

for having exploratory field experiences. They concurred with Ryan

that "there is agreement on providing information to students so

they can determine their suitability for the teaching profession and

assess their desire to enter it" (p. 34). Hazard, Chandler, and

Stiles (1967) also emphasized the importance of classroom
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experiences: "Learning to teach requires active participation in

real classrooms under the guidance of real teachers" (p. 271).

Thompson (1982) found that gains in self-understanding were a

major outcome of early field experience. She concluded that

"perhaps early field experience provides a vehicle for the

development. of‘ self-knowledge and self-confidence" (p. 27). In

addition to learning about themselves, students in Thompson’s

research reported that the field experiences gave them opportunities

to understand pupils and the teaching process, as well as to develop

skills in working with field-based personnel.

Applegate (1986) speculated about the importance of field expe-

riences: "Perhaps one thing field experiences do . . . is help

students examine self-confidence, realistically assess the teacher’s

role and review teaching as a career choice" (p. 28). Zeichner

(1980) also suggested that sequential progress in professional

experience may help candidates screen the nature of the profession

and consequently decide whether to remain in or leave teaching.

Early field experiences give potential teachers opportunities

to interact with pupils, orient or direct them to school settings,

help them make intelligent decisions concerning their future career,

and enable them to assess what they can offer education and what

rewards they might expect (Dueck et a1., 1984). Elliot and Mays

(1979) explained the importance of early field experiences as

follows:

Without early field experiences, preservice teachers may

believe themselves to be making good progress toward their goal

of becoming good teachers because of a good grade point average
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in their professional courses when, in fact, they are not at

311 able to translate their theory into effective practice. (p.

Those designing teacher education programs should take into

account the necessity of helping students make the transition

between taking courses at the university and assuming complete

responsibility for a classroom--that is, the transition from theory

to practice. These programs should help preservice teachers bridge

the gap between wanting to teach and being able to teach, or

learning about teaching and practicing teaching (Conant, 1964; Dueck

et al., 1984).

Although there are many types of early field experiences,

certain activities are more widely used than others. Classroom

observation is taking the lead over other activities and is the most

common practical experience in preparing student teachers to take

classroom responsibility. Working in community agencies and seeing

films or videotapes on teaching methods are also often used.

Microteaching and simulation are the practical experiences least

often used in teacher preparation (Tittle, 1974).

Adler (1984) pointed out that:

The concept of early experience for pre-service teachers holds

a good deal of common-sense appeal. If one is to learn about

schools, about teaching and learning, then one ought to have

opportunity to observe in real classrooms and to apply

theoretical knowledge in real situations. (p. 1)

Marso and Reed (1971) reported that student teachers at Bowling

Green State University' with early field experiences were rated

higher by their cooperating teachers and supervisors than those

student teachers without such experiences. Swann (1975) found that
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student teachers who had early experiences were more self-confident,

assured, and competent than their counterparts without early experi-

ences. Gantt and Davey (1973) also reported that prospective

teachers with early field experiences expressed feelings of

increased confidence during student teaching.

Exposing prospective teachers to early and frequent classroom

experience has been found to have an important influence in

preparing these potential teachers to enter the profession. The

early experience helps those who decide to pursue teaching as a

career by improving their attitudes toward pupils and field

personnel. Early experiences also help prospective teachers realize

the benefit and meaning of their methods courses (Pazzini, 1975).

The five main types of experiences preceding student teaching

are observation, participation, tutoring, small-group instruction,

and large-group instruction of short duration (Ryan, 1982). Each of

these types of experiences has a specific focus and emphasis. The

most important and critical aspect of these experiences is to

integrate field work and campus course work (Ryan, 1982). The

focuses of the five pre-student-teaching experiences that are

part of most teacher education programs are as follows:

1. Observation. This activity is focused on seeing the

classroom events and the interaction between pupils and teachers,

and trying to make a connection with what has been learned in the

course work.
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2. Participation. Prospective teachers function as aides in

the classroom, sensing the social system and school structure.

3. Tutoring. Preservice student teachers work with one or two

learners under the guidance of the classroom teacher or the subject-

matter specialist (e.g., reading teacher).

4. Small-group instruction and short-duration large-group

instruction. The preservice teacher takes the entire responsibility

for the class: planning and designing the activity, choosing mate-

rials, and evaluating the outcome. This type of pre-student-

teaching is associated with methods courses.

The above-mentioned experiences proceed in a sequence that is

designed to prepare preservice students to understand the teaching

profession and to make the transition from preservice student to

classroom teacher smoother and more interesting (Ryan, 1982).

The observation aspect of pre-student-teaching experience has

more purposes than simply preparing preservice students to become

acquainted with the classroom setting and to take responsibility for

the classroom. Stratemeyer and Lindsey (1958) indicated that the

purposes of observation are

. . (l) to deepen the meaning of ideas, (2) to become

oriented to the teaching situation, (3) to discover further

needs, (4) to develop ability to evaluate teaching- learning

situations, and (5) to arouse and strengthen positive attitudes

toward teaching. (p. 347)

Turney et a1. (1982) stated that, during classroom

observations, student teachers

. are required to develop notes, ideas and arguments on

issues ranging from variations in pupil learning behaviour to

the teacher’s communication modes, forms of pupil/teacher
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interaction and the influence» of' class—setting (open plan,

supportive equipment, classroom fittings). (pp. 130-31)

Through observation, student teachers come to notice

interactions in the classroom and the educational movement of the

school as a whole. Student teachers become more familiar with

children’s lives and work in the schools. During this period,

prospective teachers often take partial responsibility for teaching

and other school activities and help children with problems (Dewey,

1904).

The observation period should involve prospective teachers in

understanding the teaching profession and school life, making them

aware of the responsibilities involved in teaching and working with

children, broadening their horizons, understanding the teaching and

learning process, applying theory to practice, and increasing self-

confidence (Copeland, 1982).

Microteaching is a practice situation designed to familiarize

future teachers with teaching; in most cases, learners are peers.

Allen and Cooper (1970) described microteaching as

. . a teaching situation which is scaled down in terms of

time and numbers of students--usually a 4 to 20 minute lesson

involving 3 to 10 students. By scaling down the lesson, some

of the complexities of the teaching act are reduced, allowing

the teacher to focus on selected aspects of teaching.

Frequently, a microteaching episode includes teaching a lesson

and receiving feedback on the teacher’s effectiveness. The

feedback may come from videotape or audiotape recordings,

supervisors, pupils, colleagues, and/or from the teacher’s

self-perceptions. (p. l)

Hatfield (1987) mentioned two major' purposes for including

microteaching -n1 teacher preparation: "(a) to provide an

experiential instructional strategy for developing teaching skills
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and (b) to provide teaching experience in which direct feedback can

be given of a teacher’s performance" (p. 2). The beneficial effect

of' microteaching and the consequent feedback was apparent when

Stanton (1978) compared two groups of student teachers. Those who

taught small groups of secondary pupils, were videotaped, and

reviewed the videotape and discussed it with their supervisors and

peers showed increased self-confidence as compared with the control

group, who did not have the microteaching experience.

Simulation is a campus-based technique that provides future

teachers with early field experiences. Simulation activities create

a situation similar to the real world of teaching and let

prospective teachers interact with the simulated situation and

decide on the most constructive response (Houston & Newman, 1982).

Kong (1978) wrote, "Simulation techniques can be used to provide the

educator a means of enriching and supplementing some aspects of

laboratory experience" (p. 43).

Early field experiences encompass opportunities for direct

experiences with children through actual involvement 'hi the

classroom setting. Numerous educators have considered student

teaching the most valuable experience in the teacher-preparation

program. Likewise, many student teachers and teachers believe

student teaching is the most valuable and beneficial part of

teachers’ preparation. To make the course content more relevant and

meaningful, teacher education programs should include both early

field experiences and practicum.' As Wagoner (1965) noted, "It is as
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irrational to rely on the student teaching period to give education

students the true picture as it would be to postpone a medical

student’s first encounter with surgery until he interns" (p. 68).

m rtan a i tud hin

Student teaching has been recognized as the most important part

of ‘the teacher education program, even among the opponents of

teacher education. Conant (1963), a critic of professional

education, stated:

Interestingly enough, amid all the conflict over teacher

education, I have found only two points on which all are

agreed. First, before being entrusted with complete control of

a public school classroom, a teacher should have had

opportunities under close guidance and supervision actually to

teach—-whether such opportunities are labeled "practice

teaching," "student teaching," "apprenticeship," "internship,"

or something else. (pp. 59-60)

Regarding laboratory experiences, Stratemeyer and Lindsey

(1958) wrote that "unless a student has such a chance, he probably

leaves his college preparation for teaching without ever knowing

what it is like to be responsible for a group of pupils for all

their activities over a period of time" (p. 50). Similarly,

Applegate (1986) commented that:

Field experiences are widely accepted as a principal means for

learning to teach. Both practicing teachers and students in

preparation programs believe that experiencing a classroom a

pupils first-hand is necessary and may be sufficient for

teacher education. . . . Students point to these experiences as

the life blood of their program. (p. 21)

According to Edmonds (1985), the advantages prospective

teachers gain from student teaching include ”maturity of outlook,

exercise of responsibility, increased self-confidence, and skills in
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human relationships. The relevance of academic studies is thereby

enhanced and reinforced" (p. 100).

The sudden transition of first-year teachers from college to

schools without adequate experiences. in ‘working with school-age

children and in relating course content to the actual setting or the

real world of children can lead to unsuccessful learning experiences

for the children and frustration for the novice teacher.

Bennie (1967) distinguished between practice teaching and

student teaching. In the latter, the prospective teacher is engaged

in a learning situation--a student of teaching. The student teacher

is encouraged to learn how to "synthesize the theory he has studied

with the experience of teaching into a more complete understanding

of teaching and learning" (p. 2).

Conant (1964) asserted that:

The "payoff" in any teacher education program is in the

classrooms of local school districts. Here will lie the

ultimate test. of' the program, and here, too, must occur a

significant element of the program itself: the clinical

experience. (p. 11)

Student teaching is a period of learning, during which the

individual develops a clear perception of his/her future career.

According to Bennie (1967), during student teaching:

(1) The student teacher should become familiar with the total

role of the teacher in and out of the classroom; (2) the

student teacher should learn how to select, organize, and

present classroom work in a variety of ways; (3) the student

teacher should learn how to collect, interpret, and use data in

the evaluation of pupil and group growth; (4) the student

teacher should develop self-confidence to the point where he

can do a creditable job of teaching. (p. 15)
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Among the objectives of student teaching are exploring teaching

methods and styles, making a connection between theory learned in

the college classroom and practice in the school setting, becoming

familiar with teaching responsibilities, and acquiring the skills

and values to function properly in the school setting (Beyer, 1984).

Student teaching allows preservice teachers to interact with

children and to learn from different situations they encounter. Not

everything taught in university classes is applicable to real life.

Thus, student teachers need to learn from the actual setting. As

Feiman-Nemser and Buchman (1987) stated, "prospective teachers are

in a position to start learning from teaching, under guidance, and

to see that some of the knowledge they need is ’local.’ It can only

be derived from interaction with particular students over time" (p.

256).

Student teaching provides opportunities for prospective

teachers to work in representative school situations that include

children with different abilities and from different strata, as well

as available materials and equipment (Stratemeyer & Lindsey, 1958).

Student teaching constitutes the pivotal point in preparing

future teachers; professional courses as well as those in

specialized areas are used in actual practice. The knowledge

attained during the preparation will be purified and developed

during this period; the execution and penetration of this knowledge

are supervised to determine how well the candidate is able to use

theoretical knowledge in actual practice (Cpllege pf Egueation

Djreetory, 1985).
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The full-time standard student teaching program in the College

of Education at Michigan State University is based on the premise

that future teachers can better develop the appropriate knowledge,

understandings, skills, attitudes, and behaviors when their

experience takes place in the school and classroom settings.

Prospective teachers are expected to learn, develop, and demonstrate

the following skills: working cooperatively with adults and pupils,

establishing objectives and writing plans based on an organized

curriculum, developing goals and objectives for lessons/units,

executing the planned curriculum with pupils of different abilities,

managing a classroom, assessing student progress, demonstrating

command of subject knowledge and teaching materials, demonstrating

personal and professional qualities, and fulfilling multiple

teaching and nonclassroom roles in a responsible and positive manner

(Michigan State University, 1986).

Field experiences in the academic learning program in the

College of Education at Mihcigan State University are intended to

allow prospective teachers to interact with mentor teachers and to

enhance their formal study at the university. Mentor teachers help

the prospective teachers learn from both courses taken at the

college and practice in the classroom. The field experience gives

teacher candidates an opportunity to put into practice what they

have learned in their course work--to apply theoretical knowledge in

the practical situation (Adler, 1984).

The ultimate goal of teacher preparation is achieved during

student teaching when prospective teachers are exposed to actual
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school situations 'h1 which the issues and principles they have

learned during their college study become meaningful through

application in the real life of the classroom (Cornelio, 1981).

Stratemeyer and Lindsey (1958) suggested that student teaching

encompasses the following objectives for preserivce teachers:

To gain understanding and competence in guiding a group of

learners in all of their activities; to get the feeling of

being a teacher; to feel the rewards and satisfactions which

come from continuous growth of learners over a period of time;

to build a concept of the complete job of the teacher, with

understanding of the range of activities and roles which a

teacher plays; to develop a philosophy, including guiding

principles, through testing ideas in practice, analyzing

consequences, and modifying or strengthening theoretical

concepts; to discover needs, through experience in a range of

responsibilities; to plan activities to meet those needs; and

to acquire a satisfying and intimate relationship to the

profession through participation in its organization and

activities. (pp. 50-51)

Tittle (1974) asked four groups of respondents to rate the

importance of eight student teaching objectives, as well as the

degree to ‘which these objectives had been achieved. ‘The most

important objective for students and their cooperating teachers was

developing self-confidence. The most important one for supervisors

and administrators was application of theory. Student teachers

ranked student teaching objectives from most to least important as

follows: developing self-confidence, experimentation, self-

evaluation of effectiveness, learning school routines, professional

identification, and application of theory.

In terms of achievement, the two objectives rated highest by

the whole sample were learning school routines and developing self-

confidence. For student teachers, the objectives that were
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completely achieved were learning school routines, developing self-

confidence, self-evaluation of effectiveness, understanding minority

groups, professional identification, and integration of previous

experiences. The objectives most often achieved during the student

teaching program were experimentation and application of theory.

From participants’ responses to open-ended questions, Tittle

(1974) categorized the student teaching objectives the student

teachers, cooperating teachers, and administrators most frequently

dealt with as follows (in order of frequency): acquiring individual

teaching styles and techniques, actual classroom experience,

understanding individual children, personal and professional

development, learning the duties of a teacher, discipline, knowing

how to manage a classroom, developing professional rapport with

school personnel, developing student-teacher rapport, and self-

evaluation.

In reviewing the relevant literature, Gallemore (1979) found

350 objectives of student teaching, which she grouped into three

major categories: (a) instruction, (b) class management, and (c)

personal and professional growth. The instruction category included

the following objectives: planning lessons, being able to

communicate orally and in writing, applying theory to practice,

adapting instruction to meet individual needs, demonstrating

competence in the specialized area, being resourceful and creative,

and using appropriate techniques to evaluate pupils’ progress. In

the class management category were the following specific

objectives: handling effectively the daily classroom routine,
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dealing effectively with pupils’ discipline problems, creating a

good learning environment, and responding to unpredictable events

occurring in the classroom in a wise and sensitive manner. The

personal and professional growth category included these objectives:

self-evaluation, self-direction, professional growth, self-

confidence, interpersonal relations, and enjoyable personality.

Gallemore asked student teachers, cooperating teachers, and

university supervisors to complete a data-collection instrument near

the end of the student teaching experience. Respondents were asked

to rank the importance of the three major categories of student

teaching objectives (instruction, class management, and personal and

professional growth) and the degree to which those objectives had

been achieved during the practice period. The three groups agreed

that instructional objectives were most important, followed by

class management and personal and professional growth objectives, in

that order. However, in terms of achievement, the groups perceived

that objectives in the instruction category were least completely

achieved, followed by those in the class management category;

personal growth objectives were rated as being the most completely

achieved.

In a study at Cyril Potter College of Education in Guyana,

Alleyne (1987) surveyed student teachers after they had completed

their student teaching. With regard to student teaching objectives,

the findings revealed that, in terms of extent of practice, applying

theory to practice ranked first, followed by developing self-

confidence and developing the professional outlook of a successful
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teacher, which received the same mean ratings. The objective

perceived least during their student teaching was participating in a

variety of school and extracurricular activities. Applying theory

to practice, developing self-confidence, and developing a

professional outlook were perceived as the most important objectives

of student teaching. Participating in a variety of school and

extracurricular activities was seen as the least important

objective.

Kong (1978) studied perceptions of the student teaching

experience among student teachers from the Faculty of Education at

the University of Malaya. Concerning the importance of student

teaching objectives, the researcher reported that the practicum

period should provide student teachers with practical experience in

schools, which will reveal some of the discipline problems that

arise in classrooms and enable them to develop techniques of

control. Also, the experience should give student teachers an

opportunity to develop an appropriate relationship with school-age

children. Applying theory to practical situations ranked seventh in

importance, and providing student teachers a chance to develop their

powers of organization was rated least important.

T ' ' T r

Teaching is a complex process that requires many activities,

efforts, and talents. Those who choose to enter the profession need

to demonstrate the necessary ability to become a teacher. The

student teaching program enables a candidate to become familiar with
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the duties of a teacher and to develop the skills necessary to

handle classroom responsibilities. Not all prospective teachers

develop the same abilities at the same rate during practice

teaching; some progress. more rapidly than others. Because the

university and school are diverse settings, neither one can

substitute for the other in preparing prospective teachers. There

is an indispensable relationship between them; each setting

supplements the other.

Feiman-Nemser and Buchman (1986) warned against three pitfalls

in preparing prospective teachers: familiarity, the two worlds, and

cross purposes. Familiarity should not lead prospective teachers to

confuse what is with what can or should be; classes are different

and pupils are, too. To avoid the two-worlds pitfall, it should be

realized that both theory and practice make unique contributions in

learning to teach. Teacher educators should help future teachers

understand and make connections between the two worlds. To overcome

the pitfall of cross-purposes, student teachers should avoid

imitating the classroom teacher and work toward achieving a close

fit between the purposes of classroom life and learning to teach.

Olson (1974) distinguished between knowledge and skills.

Skills are tied to types of activities, whereas knowledge is not.

”While quite different forms of experience can generate the same

knowledge, every different form of experience generates or calls

upon quite different mental skills" (Olson, 1974, pp. 12-13). Three

modes of experiences--direct contingent, modeling and observation,
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and symbolically coded-~each develOp different skills: discovery

skills, observational skills, and linguistic skills.

Student teachers come to school with years of observations and

other experience but lack the direct contingent experience of

teaching. The student teaching period gives them an opportunity to

develop teaching or discovery skills. In the university setting,

the skills most practiced, except in microteaching, are often

linguistic ones--those associated with symbolically coded

experience. Russell (1979) noted,

Practice teaching has such rich meaning for student teachers

because it is the only setting in which it is possible to

develop the skill of monitoring one’s own performance while

teaching. . . . The skills developed in courses tend not to be

specific to and essential for the performance of teaching

duties. (p. 11)

To prepare effective future teachers, the preservice education

curriculum should be designed to provide the requisite skills. As

Stallings (1987) asserted, "Old and well-worn curriculums must be

examined in light of the knowledge and skills teachers need to

provide effective instruction in schools today" (p. 59). He

recommended several competencies that should be taught in the

university setting during professional preparation. ‘These include

lesson planning, classroom management, instructional strategies, and

evaluation. Making a connection between campus-based courses and

field-based experience is an important aspect of the supervisor’s

responsibilities during student teaching. Beyer (1984) stated that,

during this block of time, student teachers should "become familiar



35

with demands of teaching, and acquire the necessary skills and

values needed to function adequately in that setting" (p. 36).

Sullivan (1978) found that student teachers who were trained in

performance-based teacher-preparation programs seemed to have a

slight advantage over their counterparts who were trained in

traditional programs (in terms of demonstrating teaching

competencies). Future teachers participating in the real life of

schools have the opportunity to interact with school personnel,

teachers, children, and professors. By practicing teaching, their

mastery of instruction can be enriched by using ideas and methods

offered during the preparation (Krustchinsky & Moore, 1981).

The fieldwork aspects of the teacher-preparation curriculum

appear to influence most strongly the student teachers’ knowledge of

their pupils’ understanding of the subject matter. In Grossman and

Richert’s (1988) study, student teachers indicated that they learned

from the fieldwork to plan and execute lessons, to grade papers, and

to deal with certain classroom situations. The researchers stated:

From the field experiences student teachers say they learned

not only the survival skills for classroom life, encompassed in

general pedagogical knowledge, but also knowledge about

students’ understanding and misunderstanding of their subject

matter. (p. 56)

From their field experiences, student teachers felt that

they learned practical survival skills, which they believed to

be invaluable to their professional preparation. (p. 58)

Edmonds (1985) surveyed students at eight universities across

Canada regarding their opinions of the student teaching experience.

Student teachers indicated they were well prepared but wished they

had had more time in planning lessons with their cooperating
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teachers and had received more help with questioning techniques. A

large majority of the students had had experience before student

teaching, and they valued that experience. However, they expressed

a need for more work in classroom management and classroom

evaluation.

Morrow and Lane (1983) surveyed more than 300 student teachers,

college supervisors, and supervising teachers in ten instructional

areas to determine the difficulties they perceived in these areas.

Student teachers were asked to rate the level of difficulty that

they had confronted during their student teaching; college

supervisors and supervising teachers were also asked to rate these

problems, as pertaining to the students under their supervision.

The three groups agreed on the top two and bottom three areas of

difficulty. The two areas in which student teachers encountered the

most difficulty were "discipline in the classroom" and "motivation,

getting students interested." The ‘three instructional areas in

which student teachers had the least difficulty were “knowledge of

subject matter to be taught," ”selecting appropriate subject

matter," and "interaction, communication with students."

Purcell and Seiferth (1981) conducted a survey involving 153

student teachers. Participants were asked to rate the difficulties

they had experienced during their practicum, and the adequacy of the

preparation they had received fer handling such problems. Results

indicated that student teachers had experienced difficulties in

student discipline. They also perceived a lack of preparation for
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adjusting to work activities and relationships and coping with

problems related to resources and materials.

Alleyne (1987) asked student teachers who had completed their

practicum teaching to rate 15 teaching skills with regard to the

extent of their preparation before and during student teaching.

Student teachers thought they had been well prepared even before

practice 'teaching. However, they ‘thought their preparation was

deficient in the following four areas: working individually with

pupils, counseling pupils, preventing discipline problems from

occurring, and handling discipline problems. Student teachers

indicated that they improved in the 15 teaching skills during

student teaching, but the four areas mentioned earlier’ did not

receive as high ratings as the other skills. In general, student

teachers perceived they were better prepared after student teaching

than before the experience.

Joyce, Yarger, Howey, Harbeck, and Kluwin (1977) conducted a

national survey of the preservice preparation of teachers, which

included 240 institutes for teacher preparation. Upon completing

student teaching, a majority of prospective teachers in the sample

said they felt competent in classroom management, in teaching their

area of specialty, and in relationships with school personnel. They

felt least competent in diagnosing students’ learning problems.

Dastoli, Kovacevich, Robinson, Adams, and Knott (1987) asked

student teachers and recent graduates to rate 30 teacher

competencies in terms of perceived importance and their own

adequacy in the 30 competencies. Results revealed that student
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teachers perceived the competencies to be more important than did

recent graduates. The majority of both groups perceived themselves

as competent on most of the 30 competencies. Student teachers’

lowest self-competency ratings were in the following areas:

"knowledge of specialists, procedures and referral sources for

exceptional students; skills for working with parents; understanding

of standardized test data on cumulative records; and knowledge of

school law as it affects the teacher" (p. 6).

In a study conducted by Pigge (1978), practicing teachers

reported that the work place had provided them with many of their

teaching competencies, whereas in teacher education institutions

emphasis was given to competencies less needed in the work place.

Pigge concluded,

In order to offer preservice teachers realistic and optimal

experiences for developing their needed "on-the-job"

competencies, a greater proportion of the training programs of

most institutions will need to take advantage of a wide range

of field-based sites. (p. 76)

Kalaian and Freeman (1987) surveyed 89 teacher candidates

enrolled in the standard teacher education program at Michigan State

University, before and after their student teaching experience.

Candidates were asked to rate the level of confidence they had in

their ability to perform each of 15 teaching skills. Results of the

study revealed that candidates made significant gains in self-

confidence in all 15 teaching skills included in the study between

entry and exit surveys.
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In a study at the University of Iowa, Freeland (1979) asked

students who had completed the student teaching experience to

indicate their concerns about teaching. The causes of greatest

concern for these prospective teachers were motivating disinterested

pupils, handling disciplinary problems, and evaluating pupil

progress. The areas of least concern were understanding and using

courses of study and curriculum guides, relating to parents, and

making effective use of community resources.

Freeze, Olive, and Gray (1988) used the .Assessment of

Performance in Teaching (APT) "to determine whether student teachers

could apply fundamental teaching skills in the classroom when called

upon" (p. 9). The researchers found that all 194 student teachers

who completed student teaching at Clemson University during academic

year 1986-87 had strengths in instruction, planning, and management

competencies. Two areas that needed improvement were communication

skills, especially written communication, and an attitude conducive

to learning. Freeze et al. concluded that

There was general agreement among observers that student

teachers provided for active involvement of students, monitored

and gave feedback to students and gave students an opportunity

to apply knowledge stated in the objectives. (p. 9)

e i ' S d h r

An important aspect of the student teaching program is

supervision, either by a college supervisor or the cooperating

teacher in school. Through their experience and knowledge, both can

have a strong influence on the growth of the novice teacher

(Zahorik, 1988). "Supervision is a process of guiding, helping,
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diagnosing, prescribing, evaluating and recycling" (Morris, 1980, p.

148). Although various people in the field, such as principals and

pupils, become involved in the student teaching experience, the

personnel most directly involved with supervision are the college

supervisor and the cooperating teacher whose classroom is taken over

by the student teacher. The student teacher and these two

individuals form the triad concerned with achieving the objectives

of the student teaching program ‘that will lead to the student

teacher’s professional development.

Th C l e e Su ervisor

The college supervisor usually has more than one function

during the student teaching period. Morris (1980) distinguished

between supervising and visiting student teachers:

Supervision of student teachers means that the university

supervisor becomes an active participant in the teaching-

learning process. He possesses in-depth knowledge and

experience in teaching, human growth and development, and

learning theory. . . .

He possesses and uses a wide variety of supervisory skills.

He applies these skills in cooperation with the supervising

teacher to assist the student teacher in developing his

teaching skills to the greatest possible extent. (p. 148)

On the other hand, Morris said that visiting the student

teacher

involves social and not supervisory skills. This

approach depends primarily on providing general information

relating to program requirements, personal needs of the student

teacher, empathy, and moralizing about teaching. It does not

involve systematic application of knowledge and skills to the

solution of classroom instructional problems. (pp. 148-49)
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The supervisor is responsible for shaping expectations of

field-based personnel and the student teacher about the supervision.

These consumers (field personnel and student teacher) can identify

whether the tone set by the supervisor is supervision or visitation.

The consumers’ work depends on the direction the supervisor

establishes and how much he/she takes their views into consideration

(Morris, 1980).

Student teachers prefer feedback, including negative comments

with specific suggestions for improvement; they appreciate positive

comments about the things they have done well. They want immediate

feedback with regard to specific classes and events, rather than

general comments; they prefer remarks demonstrating both their

strengths and their weaknesses, so as to improve their performance

(Russell, 1979).

Supervision is designed to facilitate learning for the student

of teaching. The interactive supervisory process has six stages:

pre-observation, observation, analysis of observation, the post-

observation conference, training, and evaluation. In relating to

the student teacher during the practicum experience, the supervisor

has six functions linked to these stages of the supervisory

process. The supervisor acts as manager, counselor, instructor,

observer-analyst, provider of feedback, and evaluator (Turney et

al., 1982). A major function of the supervisor is to make the

prospective teacher reflective, thoughtful, and alert; then the

novice can act on his/her own (Dewey, 1904).
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The quality of supervision being provided for the prospective

teacher is critical in preparing the individual. Increasing the

duration of student teaching will not substitute for the importance

of supervision by both university supervisors and cooperating

teachers. Cronin (1983) emphasized the importance of supervision:

”Increasing the quality of time ’in training’ will never substitute

for the quality and appropriateness of supervision by both

university personnel and experienced teachers in an effective

school" (p. 190).

Alleyne (1987) surveyed student teachers about the supervision

that was provided during their student teaching. The two statements

ranked highest in terms of the extent to which they were carried out

were: "The college supervisor permitted me freedom and latitude in

the development of teaching style and strategy" and "The college

supervisor advised me in the preparation of resource units used

during practical teaching.” The areas that needed improvement were:

"The college supervisor was available if a problem arose," "The

college supervisor permitted me freedom and latitude in the choice

of teaching content," and "The college supervisor provided specific

feedback on my performance" (pp. 108-109).

Koehler (1984) examined the work of nine supervisors from

teacher 'training institutions. She found that the supervisors’

functions included facilitating the student teacher’s growth,

supporting the student teacher, serving as a liaison between the

university and the field, settling problems between school personnel

and trainees, providing student teachers with expectations,
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observing student teachers, giving feedback and providing clinical

advice, conducting seminars, orienting student teachers to school,

and performing other functions.

Koehler found also that supervisors evaluated student teachers

on the basis of growth and motivation, even though this philosophy

was incongruent with the rating forms, which spelled out the

evaluation in terms of skills that student teachers should attain

and demonstrate. Koehler discovered that those who had been

teachers and became supervisors supervised the student teachers

better than college supervisors who had been either faculty members

or graduate students.

The functions of supervisors ir1 Solliday’s (1983) study

included observing and evaluating student teachers, moderating

seminars, teaching methods courses, and serving as a liaison between

the university and school in Coordinating student teacher

placements.

Zimpher, de V055, and Nott (1980) found that the university

supervisor’s work included setting goals and expectations for the

student teaching experience and evaluation, facilitating

communication among participants, intercepting problems with the

principal when participants needed an ”interlocuter’s assistance,"

encouraging student teachers’ self-analysis and improvement, acting

as the personal confidant of the cooperating teacher and the student

teacher, and making critical contributions to the student teacher’s

progress. Zimpher et a1. concluded:
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[University supervisors] must survive in many worlds and be

many things to many different persons. . . . The role of the

university supervisor can not be limited to observation;

rather, the role constitutes the totality of the supervisor’s

presence in the student teaching experience. (p. 14)

In Frenzel’s (1977) study, respondents (student teachers,

supervising teachers, and principals) indicated that the following

aspects of university supervisors were essential to student

teaching: Their regular visits and conferences influence what

happens in the student teacher’s classroom, and their ability to

provide a key link in the instructional relationship between course

work and field experiences insures a good-quality program.

Howey, Yarger, and Joyce (1978) found that, on average, college

supervisors had six to seven observation and conference sessions

during the student teachers’ formal student teaching periods.

Spivey (1974) conducted a study to determine the effectiveness

of two different approaches to supervising student teaching:

subject-area specialist versus. generalist. The results were as

follows: Supervisors following the generalist approach provided

significantly more supervision for preservice teachers during the

student teaching experience than did those following the subject-

area-specialist approach. No significant difference was found

between the two groups in the degree of supervision that was given

in helping student teachers in the subject content area during the

professional practicum, although college coordinators using the

generalist approach provided student teachers more help in meeting

their needs than did subject-area specialists. Finally, no

significant difference was found between the two groups in terms of
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changes in attitudes toward teacher-pupil relations from entry to

exit surveys.

Capeland and Atkinson (1978) found that student teachers

favored a directive over a nondirective supervisory approach.

Copeland (1980) reported that teachers in training preferred the

directive supervisory approach over the nondirective approach. He

inferred that "teachers in training feel they lack the experience

needed to resolve their teaching problems under nondirective

supervision" (p. 40).

In another study, Copeland (1982) found that, with time,

student teachers’ preference for supervisory approach changed from

directive to nondirective. He stated:

. Individual preferences for supervisory behavior are

determined, at least in part, by the level of experience and

confidence felt by supervisees. Further, these preferences

appear to change as the individual gains experience, knowledge

of classrooms, and confidence in himself/herself as a teacher.

(9. 36)

Glassberg and Sprinthall (1980) conducted research on the

effects of a supervisory seminar designed to promote student

teachers’ cognitive development through role taking by analyzing

their own teaching and that of their peers. Subjects taking the

seminar made greater gains in both ego development and ethical

development than did those in a control group receiving conventional

supervision. In conclusion, the researchers stated that "the

findings clearly support the contention that a developmentally based

supervision seminar for student teachers has a positive psychologi-

cal impact" (p. 37).
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Morris (1974) studied two groups of student teachers, one

supervised by a university supervisor and the other by a c00perating

teacher. No significant difference was found between the two groups

in terms of their classroom performance. However, the group

supervised by a college supervisor perceived themselves as

performing better than did those supervised by a cooperating

teacher, with regard to student teacher communication and methods.

In addition, no significant difference was found between the two

groups in their adjustment to the setting, but the group supervised

by college personnel had better rapport with their supervising

teachers than did the other group.

Zeichner and Tabachnik (1982) studied nine university

supervisors’ beliefs about three distinctive supervisory roles: (a)

technical supervision, which emphasized techniques of teaching in

the classroom situation; (b) personal growth supervision, which

focused on helping student teachers develop on their own; and (c)

critical supervision, which focused on school structure and how the

student teacher could become a change agent in the school. For each

role, the researchers attempted to determine whether the supervisors

discerned the teaching and learning involved as being limited to the

classroom or involving the larger social context.

The kinds of goals a supervisor has will generate the

supervisory style he/she uses with the neophyte. Zahorik (1988)

reported ("1 three supervisory approaches (behavior prescription,

idea interpretation, and personal support), each of which had
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different goals and styles. Supervisors who emphasized the

behavioristic approach wanted their student teachers to demonstrate

teaching skills and to maintain order in the classroom. They were

craft oriented and focused on the present more than on the future.

The primary goal of supervisors who focused on idea interpretation

was to broaden student teachers’ horizons, enabling them to look

beyond the immediate scene. The third supervisory approach

emphasized personal ability in dealing with problems and

facilitating student teachers’ decision making. The last two

approaches had a dual time focus: the present as students of

teaching and the future when students became teachers in their own

classrooms. With regard to place focus, supervisors in all three

categories emphasized the classroom as opposed to the community or

school. Supervisors using the various approaches were similar in

numbers of observations, length of visit, use of lesson plans, note

taking, and prescheduling observations. They made an average of six

38-minute observations, although students who were not progressing

as well as others were observed more often. Some supervisors

observed on an unscheduled basis, especially close to the end of the

student teaching experience. All supervisors required lesson plans

and used them for observation purposes.

May and Zimpher (1986) pointed out three theoretical practices

that supervisors employ during student teaching. These are

positivistic, phenomenological, and critical. In the first, the

supervisor and student teacher work toward a specific end, one that

is usually based on empirical research findings; the supervisor’s
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satisfaction is important. The second practice is considered a

humanistic concern. May and Zimpher (1987) stated,

The supervisor is concerned with how preservice teachers make

sense of their field experiences-~what they value, what they

feel, what they describe, what it means to be a preservice

teacher. Values and attitudes pervading the classroom setting,

the hidden curriculum, and the interpersonal relationships

involved in teaching and learning-~both at the university and

field site--are of interest. The preservice teacher and

supervisor work toward understanding the qualities of life in

classrooms to develop their own teaching or supervisory styles,

toward self-actualized behavior, and toward becoming

increasingly aware and appreciative of individual student

differences and needs. (p. 90).

With the critical perspective, the supervisory approach is

directive and critical of the status quo. "Supervision from a

critical theorist perspective can be» directive and prescriptive

because of the degree to which value-laden goals drive reflection,

informed practice, and equity" (p. 95).

The college supervisor or cooperating teacher is considered the

instructor of the student teacher. In this regard, Zimpher and

Howey (1987) proposed four supervisory' practices related to the

competence domain: technical, clinical, personal, and cwitical.

The focus in the first is on mastery of knowledge and teaching

skills. In the second approach, the emphasis is on problem

identification in modeling teaching behavior and generating

resolution. The third approach focuses on cognitive development as

well as teacher-survival concerns. The fourth approach focuses on

awareness and raising student teachers’ consciousness about school

practice.
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Cohn (1981) reported that the purpose of the university

supervisor’s visit is ”to monitor and assess the progress of the

novice’s performance; to identify any specific areas of difficulty

and to offer assistance; [and] to keep in touch with cooperating

teachers and principal (primarily a public relations function)" (p.

26). Cohn thought that instructors of methods courses are

appropriate choices as supervisors during the student teaching

period because they can assist novices in understanding the

connection between course-based and field-based knowledge. In that

regard, "they can see when students don’t have an Operational grasp

of some of their course concepts and strategies and can immediately

reteach in the field" (p. 29).

Alvermann (1981) found that student teachers viewed the college

supervisor’s role as supplementary to that of the supervising

teacher. Nevertheless, student teachers believed that the

university supervisor was effective when he/she visited the student

teacher frequently (at least weekly) to alleviate any dissonance

that may have resulted from a disparity between campus-based

knowledge and field-based practice. In this case, "the students

demonstrated a greater willingness to accept the university

supervisor as an evaluator and a resource person" (p. 25). Also,

when the cooperating had had no experience in working with student

teachers, the university supervisor provided answers to the student

teachers’ concerns. Alvermann concluded that "both university and

classroom teachers can make a contribution in the important area of

integrating preparation and practice” (p. 25).
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Regarding the importance of supervision given to the student

teacher, Morris (1980) stated,

Many agree that the most critical determinant of the quality of

the student teaching experience is day-to-day supportive

supervision necessary to move the student from a position of

uncertainty and awkwardness to the desired skilled, confident

professional teacher. (p. 367)

In the supervisory conference, the university supervisor must

be sensitive to student teachers’ needs and alter the structure of

the conference accordingly. The university supervisor should also

consider the student teacher’s cognitive development during

discourse (Zimpher, 1987).

Not all educators hold a positive view of the importance of the

college supervisor’s role. Andrews (1976) asserted that college

supervisors provide meager help and assistance during student

teaching, and therefore this aspect of the student teaching

experience should be eliminated.

Bowman (1978) noted that there is evidence that the college

supervisor exerts minimal influence on the performance of students

of teaching. Many teacher education institutions use a combination

of subject-area specialists and generalists to supervise student

teachers. In his study, Bowman found that supervisors made an

average of five 90-minute visits during the course of student

teaching. He stated, "Too many student teachers affirm that

supervisory activity from the parent institution is infrequent and

inadequate" (p. 64).
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In a later publication, Bowman (1979) claimed that supervision

of student teachers by university personnel during their finishing

process is needless and has no meaningful effect on prospective

teachers’ development. Therefore, according to Bowman, "the most

sensible plan would be to stop supervising” (p. 30). Bowman

advocated giving the responsibility for supervising prospective

teachers to cooperating teachers and having faculty members perform

another role. He stated, ”Such faculty members could also serve as

resource consultants, bringing new and developing techniques for

dealing with current problems, and, at the same time, gaining

valuable insights into the real world of school" (p. 29).

h S rv ’n o r n Te

The cooperating teacher can do much to influence the success of

the prospective teacher. If the cooperating teacher likes to assist

the novice during the student teaching period, he/she can be a

powerful vehicle in drawing out the best in the prospective teacher.

Teacher education institutions need to assign their student teachers

to a good cooperating or supervising teacher who can instill in them

a desire to pursue the teaching profession, thereby enabling them to

have a positive influence on pupils and schools. Cornelio (1981)

said that the supervising teacher, ”like a parent, seeks gradually

to make himself unnecessary. He tries to bring his student teacher

to a stage where the student teacher can manage his own class" (p.

20).
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Oestreich (1974) stressed the same point:

One might suppose that the classroom teacher has a well-

developed plan for the gradual induction of the student teacher

into increasingly complex teaching responsibilities. But one

can rarely find planned and systematic procedures for this

induction. Only rarely can he find evidence that the

supervising teacher shifts responsibility with the student

gggsher’s growing ability to make instructional decisions. (p.

Karmos and Jacko (1977) reported that student teachers

perceived their cooperating teachers as the most significant

influence during their practicum period. The influence "was

perceived to be more in personal support and role development than

in skill development" (p. 54). Copeland (1978) also indicated that

the c00perating teacher has a prominent influence on the success of

the student teaching experience. This influence will affect, either

positively or negatively, the student’s satisfaction with the

practicum experience (Applegate, 1987).

The amount of time given to student teachers by their

cooperating teachers in school settings plays an important role in

thee experiences future teachers have and in shaping those

experiences. The cooperating teacher influences the student teacher

through the amount of time he/she spends with the novice outside and

inside the classroom. The student teacher spends about 300 hours

with the cooperating teacher, as compared to 12 hours with the

campus supervisor (Watts, 1987).

Cooperating teachers need to provide as much help as they can

for future teachers and not view them as aides who stay in the

school a couple of months. In Watts’s (1987) study,
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Cooperating teachers apparently perceived student teachers as

aides who could lighten their duties. They did not consider

them to be professional trainees to whom they had the

responsibility of providing an appropriate practicum to develop

pedagogical knowledge, skills, and attitudes. (p. 155)

The effect of cooperating teachers remains with their student

teachers, who often follow the same path as their teacher mentors.

They' will tend to operate on the values and to hold the

attitudes they perceive as they observe, participate, and take

responsibility in classrooms as student teachers today. So, in

a very real sense, a cooperating teacher holds more of the

future of the world in his hands than any single classroom

teacher holds, for each day he works with college students he

is making a vital contribution to their future teaching, which

will in turn greatly influence the lives of hundreds of

children and youth. (Stratemeyer & Lindsey, 1958, p. 4)

Because supervising teachers have a great influence on the

future of student teachers and of the youths they will be teaching,

"only the best available teachers should be used in student teaching

programs" (Price, 1967, p. 261). In many student teaching programs,

the selection of cooperating teachers has not been given the

importance it deserves. The criteria most often used in selecting

cooperating teachers include participating voluntarily, being

recommended by the school principal, and being in the profession for

a certain number of years (Brodbelt, 1980).

According to Hersh et a1. (1982), selection of the supervising

teacher should draw upon his/her competence in teaching, his/her

expertise in the subject matter, and his/her willingness to take the

prospective teacher. In most cases, experience in supervision is

also preferred.
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The selection of good cooperating teachers is crucial because

of ‘the far-reaching goals and effects of the student teaching

experience. Oestreich (1974) stated:

The student teaching experience is 'largely' based upon what

might be called the ”professional osmosis phenomenon."

Somehow, if the student teacher is exposed to what purports to

be effective teaching, the osmosis process automatically will

enable him to absorb from the supervising teacher an approach

or style that is effective. At the same time, it is assumed

that the process automatically ‘filters. out any approach or

style that is not effective. Thus the student teacher will be

left with only the best practice as he eventually strikes out

on his own. (p. 335)

Bergman (1980) recommended that student teachers be Inatched

with cooperating teachers and university supervisors according to

their "individual personal and professional characteristics. Such

an approach might reduce tension within the triad and enhance the

learning environment for the optimal growth of each prospective

student teacher" (p. 195).

Cooperating teachers can offer novices much help in applying

theory to practice.

They are able to help students see how theories and research

studied at the university can be useful in everyday classroom

situations. Mentor teachers also help students learn about

those aspects of teaching that are better understood from

classroom experience than from formal study. (Michigan State

University, n.d.)

Karmos and Jacko (1977) also believed that a major role of

cooperating teachers is to provide help and support for prospective

teachers in relating theory to practice. They wrote, "Instructors

who are aware of the developmental stages associated with teaching

roles could help students anticipate some of the actualities of the

transition from theory to practice" (p. 54).
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Brodbelt (1980) indicated the importance of the supervising

teacher in promoting growth in future teachers: ”If we wish future

teachers to be imaginative, venturesome, and creative in teaching,

we must ensure that their student teaching experiences be with a

model or models who promote that example" (p. 88).

Student teachers become like their cooperating teachers in some

verbal behaviors and become less like them in others (Matthews,

1966). In Spruce’s (1979) study, student teachers demonstrated less

favorable attitudes toward teaching after the completion of their

teaching practicum. The amicability of the relationship between

cooperating teacher and student teacher did not influence the

novice’s attitudes toward children, regardless of how much they

thought alike.

Feiman-Nemser and Buchman (1987) stated, ”Cooperating teachers

set the affective and intellectual tone and also shape what student

teachers learn by the way they conceive and carry out their role as

teacher' educators" (p. 256).

Many teacher educators believe the cooperating teacher has the

most influential role in preparing prospective teachers. This

contention was supported by Seperson and Joyce (1973), who indicated

that the effect of the cooperating teacher' was noticed at the

beginning of student teaching rather than at the end as a cumulative

influence. The authors found

. substantial evidence that the teaching behavior of the

student teachers had moved from no association or negative ones

with the behavior of the cooperating teacher prior to student

teaching to being significantly related to a number of
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important dimensions early in student teaching, a relationship

which was maintained throughout student teaching. (p. 150)

The role of cooperating teacher is very important to the

student teacher, who looks to him/her as a model with experience in

the teaching profession. Two important aspects of the cooperating

teacher’s role are “the behaviors that cooperating teachers exhibit

or model, and the process and content of feedback provided to the

student teacher” (Koehler, 1986, p. 9).

Although the cooperating teacher has more influence on the

student’s occupational socialization than does the college

supervisor, denying the role of the college supervisor in student

teaching is untenable. Each one has an influential role, but the

magnitude of each varies, depending largely on the opportunities the

cooperating teacher has during the practice term (Corbett, 1980).

Copeland (1979) discovered that student teachers were

influenced in using teaching skills during student teaching by the

cooperating teacher and the classroom ecosystem. The ecosystem is

not shaped by the cooperating teacher, but by other intervening

factors such as pupils’ aptitude and previous experiences, physical

components of the classroom, and other resource agents, such as

subject-area specialists. Teacher educators should turn their

attention to the effect the student teaching setting has on their

novice teachers. The realities of classrooms where student teachers

are sent for the practicum experience should be congruent with the

objectives of teacher training institutions.
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In reviewing the literature, Cohn (1981) found two different

opinions concerning supervision and to whom supervisory

responsibility should be given. Many educators believe that

preservice teacher supervision is more properly a responsibility of

the supervising teacher than of the university supervisor. Others

suggest that a major function of the university supervisor is to

train supervising teachers to develop skills for supervising their

novices.

In the College of Education at Michigan State University, the

importance of joint supervision is being taken into consideration.

Student teaching is supervised jointly by the mentor teacher

and an academic learning observer. The academic learning

observer has a subject matter background in the same area as

the student’s major and is often the same person who taught the

methods class. (Michigan State University, n.d.)

It is sometimes claimed that the knowledge base that the

student teacher acquires in college during preservice is obliterated

in the school context. Koehler (1986) indicated that such a

situation can be avoided through collaboration between the

preservice institution and cooperating teachers. "Transfer of

skills and knowledge from the college experience to practice

teaching is possible if the cooperating teacher is aware of the

target skills learned in preservice and/or naturally employs them in

his/her classroom" (p. 9).

The university supervisor, cooperating teacher, and student

teacher have reciprocal influences on one another during the student

teaching experience. The claim that the cooperating teacher has a

unidirectional effect on the student teacher should not be taken for
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granted because such an effect is inconsistent with human nature.

There is only one way something like this could take place, and that

would be through the way prospective teachers are taught during

their studies in the professional program (Griffin, 1982; Heywood,

1984; Zeichner, 1980).

The cooperating teacher usually is considered a socializing

agent with regard to the student teacher’s attitudes and values.

However, the student teacher is not a naive learner; a reciprocal

relationship has been found to exist between the cooperating teacher

and the student teacher. Changes in cooperating teachers’

instructional behaviors and beliefs about teaching and student

teaching have been found to occur as a result of working with

student teachers (Nerenz, 1979).

Not all writers have agreed that student teachers model their

supervising teachers’ attitudes and behavior. Boschee, Prescott,

and Hein (1978) discovered that "the educational philosophy of a

cooperating teacher does not significantly influence the educational

philosophy of the student teacher assigned to him/her for 12 weeks

of clinical experience in the elementary or secondary school

classroom" (p. 61).

Even though the structure of the student teacher’s belief

system might not be modified during student teaching, changes in

orientation often occur. Hay and Rees (1977) stated,

Secondary school teachers became substantially more

bureaucratic in orientation as a result of student teaching.

. The school bureaucracy quickly begins to impress upon
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student teachers the value of conformity, impersonality,

tradition, subordination, and bureaucratic loyalty. (p. 25)

In studying critical incidents in supervision during student

teaching, Boldt and Housego (1986) found three categories of

supervision incidents: (a) ”Personal adjustment problems": The

supervisor approach was largely ideological, whereas “a more

facilitative approach might have been expected" (p. 218); (b)

"Presentation problems": Concerns about teaching and supervisory

approach were ideological, and "craft-rules” were provided for

dealing with incidents’ and (c) "Housekeeping procedures and conduct

rules": The supervisory approach relied completely on craft-rules.

The authors concluded that "there is little evidence in what the

student teachers report of supervision reaction, that supervisors

use research-based knowledge of teaching to engage student teachers

in discussion of alternative problem-solving strategies" (p. 220).

In Bennie’s (1964) study, beginning teachers said that campus

supervisors had provided them with slightly more help than

cooperating teachers. The first-year teachers were asked to rate

the amount of help received in 13 areas in which supervisory

assistance had been provided. Most help provided by campus

supervisors and cooperating teachers was in "evaluating my own

teaching, making daily lesson plan, determining the objectives of

lessons, and selecting teaching procedures." The least help was in

"determining pupil grades and selecting content to be taught."

In a study conducted at Cyril Potter College, students

indicated that:
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. . they had too few conferences with their cooperating

teachers and that they received inadequate feedback from those

teachers. Further, the student teachers felt that they did not

receive enough suggestions for improving their teaching from

cooperating teachers. (Alleyne, 1987, p. 148)

In terms of extent of practice, the lowest means were in response to

the cooperating teachers’ assisting students in planning for

teaching, holding conferences with students, providing feedback,

offering suggestions for consideration in teaching, providing

suggestions for improvement of the student’s teaching, and modeling

competent teaching.

Bowers and Scofield (1967) conducted a study in which student

teachers rated both college supervisors and supervising teachers

with respect to the amount of help received during their practice.

The responses were solicited after the completion of student

teaching. With respect to the amount of help received, supervising

teachers offered the most help in suggestions for improvement, daily

classroom planning, and suggestions for motivating students. They

gave the least help in constructing achievement tests. College

supervisors offered assistance in suggestions for improvement,

suggestions for motivating students, and daily classroom planning.

College supervisors gave the least help in obtaining information

about individual students.

WM

Evaluation is an important aspect of the student teaching

experience, helping student teachers grow in the teaching profession

by indicating their strengths and weaknesses. The evaluation of
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student teachers during practice helps them improve and become more

effective teachers.

Evaluation should be consistent with the stated objectives for

student teacher development. The evaluation of the student teaching

experience involves more than a measurement and a letter grade given

upon completion of the practicum. Boykin (1960) described what the

evaluation should entail:

Evaluation should reflect the implementation of basic

principles, rather than merely the appraisal of specific

techniques or the measurement of teacher competencies.

The evaluation of student teaching involves the consideration

of certain problems of relationships, acceptance of basic

values, interpretations and understandings of behavior,

formulation of judgments, and appraisal of knowledge, skills,

attitudes and appreciation not always taken into account in the

processes of arriving at a student’s grade or mark in a regular

college course. (p. 8)

He also described the framework in which the evaluation should be

conducted:

The nature of the competencies to be developed, the dual role

of student teacher, and the scope of the duties and

responsibilities which the student teacher is expected to

perform require that careful consideration be given to the

value framework within which judgments are made concerning the

student teacher, and the choices of procedures, instruments,

and means employed to appraise the realization of goals to be

achieved. (p. 8)

Evaluation is a fundamental aspect of student teaching in

particular and of the teacher education program in general. In both

cases it contributes to the professional development of future

teachers. The purpose of evaluation is to make inclusive checks as

to whether or not the planned procedures for learning experiences

actually are yielding the desired outcomes. Evaluation is a

powerful process in helping to determine how the student teaching
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experience is being carried out. As a result, such an evaluation is

useful in identifying the strengths and weaknesses of the profes-

sional program.

Michales, Kinney, and Bush (1950) enumerated the outcomes of an

effective evaluation process:

Evaluation of student teaching is the continuous process of

appraising growth of students in teaching competence as they

guide the learning of children under professional supervision.

Increasing growth and self-direction for the student

teacher, implications for improvement of the teacher education

program, and clues to more effective guidance of student

teachers are major outcomes of effective evaluation. (p. 5)

The main objective of evaluation is to bring prospective

teachers’ teaching skills and personality into congruence with the

effective teacher behaviors detailed in the literature and endorsed

by teacher educators. Bennie (1967) indicated that evaluation is

comparative and centered on self-evaluation. Evaluation in this

sense does not mean an imposed grade; rather, it is a cooperative

effort. to bring about desired changes in the student teacher’s

behaviors. Bennie stated, "One cannot overcome his shortcomings

unless he first recognizes that they exist” (p. 89).

Stratemeyer and Lindsey (1958) suggested that the basic

principles of evaluation are (a) to promote growth, (b) to consider

agreed-upon values and goals, (c) to ensure continuous progress, (d)

to use both qualitative and quantitative indications, (e) to be a

cooperative process including the student teacher, and (f) to take

into account the ability of the learner and the requirements of the

situation.
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According to Bennie (1972), the basic principles of evaluation

are as follows:

1. Evaluation is comprehensive, including actual classroom

activities and other peripheral factors that constitute the whole

teaching role.

2. Evaluation is continuous; "skill in teaching is a gradual

growth which the student teacher experiences. His growth is

positive and more rapid if he is given evaluative help along the

way, enabling him to build on past success and to eliminate or

correct weaknesses" (p. 104).

3. Evaluation is specific; generalized suggestions or comments

are not of benefit to student teachers who want to learn how to

teach and perceive that their teaching endeavors can be improved.

Constructive suggestions should be provided, pinpointing both

positive and negative aspects of the student’s teaching.

4. Evaluation is individualized; each student teacher is

different from his counterparts, and situations are different, as

well. "One must base his evaluative approach on the particular

student teacher concerned and must refrain from categorizing all

student teachers into the same mold or from comparing student

teachers with one another” (p. 106).

Fant, Hill, Lee, and Landes (1985) found that 85%. of the

teacher training institutions in their study evaluated their student

teachers on clarity (clear and straightforward presentation of

teaching material), task behavior, use of feedback, task-oriented

climate, warm and supportive environment, flexibility and



64

adaptability as a teacher, enthusiasm, and high expectations

concerning pupils’ abilities. The researchers concluded that

evaluation of student teachers needs to be done frequently and on a

regular basis, established on behavioral terms, and based on

symbolic indicators that affect the pupils’ learning. Student

teachers should be informed about the characteristics of effective

teachers and expect to be evaluated on those qualities.

Kong (1978) found that the evaluation aspects receiving the

highest percentage of responses in terms of practice were (a)

evaluation of student teacher was done by supervisor to a great

extent and (b) evaluation of teaching competence was based on growth

in the student teacher’s ability to use sound educational

principles. Evaluation of the student teacher based on his/her

growth and potential was practiced to some extent, whereas

respondents perceived it to be very important. The aspects rated

lowest in terms of practice were (a) evaluation was done by field

personnel (supervising teacher and school principal) and (b)

reporting the evaluation to the student teacher in anecdotal

records.

In Alleyne’s (1987) study, the evaluation facets that received

the highest ratings in terms of extent of practice were (a)

evaluation motivated student teacher to improve his/her performance

and (b) evaluation helped the trainee to be aware of his/her

strengths and weaknesses. The aspects of evaluation rated lowest

with regard to extent of practice were (a) school principal had
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input in evaluation of student teacher, (b) the cooperating teacher

and college supervisor jointly evaluated the trainee, and (c) final

evaluation showed evidence of the student teacher’s growth. Student

teachers rated the following aspects of evaluation as most

important: (a) evaluation motivated me to improve my performance

and (b) evaluation helped me to be cognizant of my shortcomings and

strengths. The least important facet of evaluation was the role the

school principal played in evaluating the student teacher.

Edmonds (1985) reported that most evaluation of student

teachers in his investigation was done by supervising teachers and

college supervisors; self-evaluation was minimal. Prospective

teachers said the college supervisor should have less responsibility

in the evaluation of student teachers; supervising teachers should

be the major evaluators. The three most important criteria for

evaluation, as perceived by future teachers, were (a) "relationship

with pupils," (b) ”ability to arouse and sustain interest," and (c)

”energy and enthusiasm."

In a national survey, Yarger, Howey, and Joyce (1977) found

that student teachers perceived that (a) their evaluation was

cooperatively done by the supervising teacher and the college

supervisor, (b) the evaluation was based on the student’s ability to

show teaching skills, (c) the principal was not an important figure

in the evaluation process, and (d) self-evaluation was important to

some degree.

The evaluation of student teachers is intended to facilitate

the growth of students of teaching who are learning how to be
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effective instructors. College personnel and field personnel need

to work cooperatively in eliminating any hurdles preventing student

teachers from realizing the most benefit from this career

opportunity in the teaching profession.

51mm:

This chapter was designed to cover various aspects of the

student teaching program and hence to serve as a frame of reference

for the instruments used in this study. The first part of the

chapter covered the history of student teaching and how it has

progressed from apprenticeship to laboratory experiences. The

second part dealt with early field experiences and their effect on

the next stage, when the neophyte becomes a student of teaching.

The third part of the chapter was concerned with the objectives of

student teaching and their implications. Teaching skills gained

during student teaching were the focus of the fourth part. In the

fifth section, the writer examined literature on supervision by

college supervisors and supervising teachers, the criteria for

selecting supervisors, and their influences on the student teacher.

Finally, evaluation during student teaching and its effect on the

novice teacher’s growth and development were discussed.



CHAPTER III

RESEARCH DESIGN AND PROCEDURES

This study was undertaken (a) to determine the perceptions of

student teachers in the College of Education at Umm Al-Qura

University in Makkah, Saudi Arabia, regarding the effectiveness of

their* student 'teaching experiences. and (b) to solicit the

participants’ recommendations for improving the student teaching

program. The procedures and methods that were followed in

conducting the study and in collecting and analyzing the data are

described in this chapter. Included are a discussion of the target

population; construction of the survey instrument; validity,

reliability, and translation of the instrument; the data-collection

process; and data-analysis procedures employed in the study.

The Eppuletipp

The target population for this study comprised. the 258 male

student teachers who participated in the student teaching program in

the College of Education during second semester (spring semester)

1989. They had just completed their student teaching at various

public schools under the supervision of the Department of Curriculum

and Instruction in the College of Education. They had taught at the

elementary, intermediate, or secondary level for a complete 16-week

67'
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semester. The teaching fields of these student teachers are shown

in Table 3.1.

Table 3.l.--Distribution of student teachers by teaching field.

 

 

Teaching Field Number of Teachers

Religion 37

History 35

Arabic 33

Geography 31

Islamic civilization 25

Physical education 25

Fine arts education 20

English 17

Sciences

Biology 15

Chemistry 10

Physics 5

Mathematics 5

Total 258

 

Source: Student Teaching Office, College of Education, Umm Al-Qura

University, Makkah, Saudi Arabia, 1989.

W

The survey approach was used to gather the necessary data for

the study. Researchers use the survey technique not only to

determine relationships among sociological variables, but also to

discover what people think and do (Kerlinger, 1986). The instrument

used to collect data for this study was a structured questionnaire

with a five-point Likert scale; in addition, four unstructured

(open-ended) questions were included.
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The use of a structured questionnaire in survey research offers

certain advantages. According to Ary, Jacobs, and Razavieh (1979),

The written questionnaire is typically efficient and practical,

and allows for the use of a large sample. Further advantages

of this technique are that standard instructions are given to

all subjects and the personal appearance, mood (H' conduct of

the investigator will not color the results. (pp. 174-75)

Moreover, Henerson, Morris, and FitzGibbon (1978) described the

advantages of questionnaires and attitude rating scales as follows:

They permit anonymity. They permit a person a considerable

amount of time to think about his answers before responding.

They can be given to many people simultaneously. They provide

greater uniformity across measurement situations than do

interviews. In general, the data they provide can be more

easily analyzed and interpreted than the data received from

oral responses. They can be mailed as well as administered

directly to a group of people. (pp. 29-30)

Design and Development

pf the Instrpment

Because no standardized instrument was available that could be

used to accomplish the goals of this study, the investigator

developed a questionnaire specifically for this research. He

reviewed the literature related to student teaching and decided

which aspects of the student teaching program should be included in

the instrument. Some of the structured items regarding student

teachers’ perceptions of these aspects of student teaching were

adapted from questionnaires developed for other research studies

(Alleyne, 1987; Kong, 1978; Tittle, 1974; Turney et al., 1982).

Other items were developed by the researcher.

The six parts of the questionnaire dealt, respectively, with

experiences prior to student teaching (early field experience),
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student teaching objectives, teaching skills, supervision,

evaluation of student teaching, and personal information. The four

open-ended questions concerned supervision, problems student

teachers faced, suggestions for improvement, and positive aspects of

the student teaching program. In Item 38, respondents indicated

their satisfaction with the student teaching program on a scale

ranging from 1 (very dissatisfied) to 9 (very satisfied). The

personal information consisted of respondents’ age, grade point

average (GPA), teaching field, teaching level, and parents’

education. These items were used as the independent variables.

The researcher presented the questionnaire to the chairman of

his guidance committee, who made helpful suggestions for

improvement. The questionnaire was also submitted to the members of

the doctoral committee, who provided useful comments. In addition,

four faculty members in the College of Education at Michigan State

University examined the questionnaire and made helpful suggestions.

The writer used all of these comments and suggestions in preparing

the final version of the instrument. (See Appendix A for a copy of

the questionnaire.)

13.111111

Because some questionnaire items were adapted from previous

studies and others were developed for this research, validity was an

important consideration. Content validity refers to the extent to

which knowledgeable people agree that the survey items measure what

they are supposed to measure. As Moser and Kalton (1972) stated,
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"The assessment. of' content validity is essentially' a. matter of

judgement; the judgment may be made by the surveyor or, better, by a

team of judges engaged for the purpose" (p. 356). Ary et a1. (1979)

defined content validity as “the extent to which the instrument

represents the content of interest” (p. 197). Regarding the

importance of content validity, they stated, "Content validation is

essentially and of necessity based on judgement and such judgement

must be made separately for each situation” (p. 198).

As mentioned earlier, the researcher’s committee chairman and

members, a research consultant, and other faculty involved in

student teaching program evaluation in the College of Education at

Michigan State University reviewed preliminary versions of the

instrument. Based on their comments and suggestions, the researcher

revised the questionnaire thoroughly to enhance its clarity and

accuracy in measuring what it was designed to measure.

Reliability

Reliability refers to obtaining the same results from repeated

administrations of an instrument to the same respondents under

similar conditions. Ary et a1. (1979) defined reliability of a

measuring instrument as "the degree of consistency with which it

measures whatever it is measuring” (p. 206). Kerlinger (1986)

stated, "Reliability is the accuracy or precision of a measuring

instrument" (p. 405).

Cronbach’s alpha was used to determine the reliability of each

part of the instrument constructed for this study. Results are
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shown in Table 3.2. Cronbach’s alpha for the entire questionnaire

was 0.87, which indicates that the instrument had an acceptable

level of reliability.

Table 3.2.--Reliability coefficients (Cronbach’s alpha) for each

part of the questionnaire.

 

 

Reliability

Scale Items Coefficient

Experience Prior to Student Teaching 1- 4 0.54

Student Teaching Objectives 5-11 0.78

Teaching Skills 12-20 0.72

Supervision by College Supervisor 21-27 0.84

Supervision by Cooperating Teacher 28-31 0.80

Evaluation During Student Teaching 34-37 0.71

Overall reliability 0.87

 

Tr 1 io f strume

The researcher translated the questionnaire from English into

Arabic, which is the native language of the study participants. Two

graduate students at Michigan State University who specialized in

the Arabic language discussed with the researcher the translation of

each item by comparing the English and Arabic versions. The

necessary changes were made.

The questionnaire was then given to eight Arab graduate

students at Michigan State University who had gone through student

teaching programs at varying times and locations since graduating

from different colleges of education in Saudi Arabia and another
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Arab country. These students returned the questionnaires, on which

they made suggestions and comments. Some modifications were made in

the survey as a result of this feedback.

The final revised Arabic version of the questionnaire was given

to one professor in the College of Education at Umm Al-Qura and one

at the Arabic Language Institute in Makkah for a final review. Both

individuals indicated that there was no ambiguity or confusion and

that the questionnaire items were clear. For the purpose of

documentation and verification, an instructor of Arabic Language at

Michigan State University reviewed both the Arabic and English

versions of the instrument. His letters attesting to the accuracy

of the translations are contained in Appendix B.

QéL§_£Qll§£LiQD

The researcher’s guidance committee approved the research

proposal in June 1989. The researcher next submitted the proposal

along with the questionnaire to the University Committee on Research

Involving Human Subjects (UCRIHS) to obtain permission to conduct

the study. That approval was granted (see Appendix B).

The researcher traveled to Saudi Arabia to collect the data.

Upon arriving in Saudi Arabia, the writer presented a copy of the

proposal and the questionnaire to officials at Umm Al-Qura

University and asked for their permission to conduct the study and

their: help in ‘facilitating the project. Before discussing the

researcher’s request, the officials asked for an abstract of the
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proposed study, and it was submitted to them. They subsequently

granted permission to conduct the research.

An arrangement was made between officials in the student teach-

ing office and the researcher to distribute the questionnaire to

student teachers. Respondents received the questionnaire from the

Office of Student Teaching at the College of Education. In the

cover letter to the survey, the researcher assured participants that

their anonymity would be protected and that their responses would

remain confidential. He stressed the importance of their participa-

tion (see Appendix A).

Participants were asked to return their completed

questionnaires to the Office of Student Teaching or to place them on

a table in the corridor outside the office. They were asked not to

write their names on the instrument.

The researcher and the Office of Student Teaching distributed

258 copies of the questionnaire. Two hundred thirty questionnaires

were returned, of which 214 were usable. This represented 83% of

the total number of instruments distributed.

MW

Data from the returned questionnaires were coded onto data

sheets and given to personnel in the Computer Center at Michigan

State University to enter into the university’s IBM mainframe

computer. Data were analyzed using the Statistical Package for the

Social Sciences (SPSS-X). The .05 alpha level was used as the

criterion for statistical significance.
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Frequencies and percentages were used to describe the

characteristics of the population. Means, standard deviations, and

rank orders were used to report the participants’ perceptions of the

effectiveness of various aspects of the student teaching program.

Stepwise regression analysis was used to answer Research Question 2,

with level of satisfaction as the outcome variable and selected

aspects of student teaching as the predictor variables.

Multivariate analysis of variance (MANOVA) was used to determine

whether there were statistically significant differences in student

teachers’ perceptions of selected aspects of the student teaching

program, based ("1 the demographic variables. Univariate analysis

of variance (ANOVA) was used to determine what factors accounted for

significant differences on the MANOVA. The Tukey post-hoc test was

employed to determine where significant differences existed in

perceptions of student teachers when the ANOVA showed a significant

result for any aspect of student teaching. Responses to the open-

ended questions were classified and reported in terms of frequencies

and percentages.

umm r

The research methodology used in conducting the study was

discussed in this chapter. Included were a description of the

population, as well as the development, validity, reliability, and

translation of the survey instrument. Data-collection and data-

analysis procedures were also explained. Results of the data

analyses are presented in Chapter IV.



CHAPTER IV

PRESENTATION OF THE DATA

Wen

In this chapter, the results of the data analyses are

presented. The primary purpose of this study was to examine the

effectiveness of the student teaching program in the College of

Education at Umm Al-Qura University in Makkah, Saudi Arabia, as

perceived by fourth-year student teachers who had completed their

practice teaching spring term (or second term) 1989. Practice

teaching was done under the supervision of the Curriculum and

Instruction Department, with the cooperation of other departments in

the College of Education (e.g., the Department of Administration,

the Department of Fine Arts, and the Department of Physical

Education).

In this chapter, the findings are presented in the form of

descriptive statistics (e.g., percentages, frequency distributions,

means, and rank order), as well as results of regression,

correlation, univariate, and multivariate analyses of variance.

Data used in the analyses were obtained from responses of 214

student teachers to a questionnaire distributed personally or

through the College’s Office of Student Teaching to the target

76
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population. The 214 questionnaires used in the data analysis

represented 83% of the total number of questionnaires distributed.

The survey instrument employed in this study pertained to

several aspects of the student teaching experience (e.g.,

experiences before student teaching, objectives of student teaching,

teaching skills, supervision, and evaluation). Personal information

about the respondents was also elicited. (See Appendix A for a copy

of the instrument.)

This chapter is divided into two major sections. Personal

characteristics of the respondents are presented in the first

section. These» characteristics included respondents’ age, grade

point average, teaching field, teaching level, and parents’ level of

education. In the second section, results of the data analyses

conducted to answer the research questions posed in this study are

presented.

Characteristics of the Respondents

The 214 student teachers who participated in the study differed

in terms of age, grade-point average, teaching field, teaching

level, and parents’ educational level. These characteristics were

used as the independent variables; the dependent variable was

respondents’ perceptions of the effectiveness of selected aspects of

the student teaching program.

The 214 respondents fell into three age categories, as shown in

Table 4.1. The majority (174 or 81.3%) were between 21 and 25 years
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old; 39 (18.2%) were between the ages of 26 and 30, and l (.5%) was

under 21 years of age.

Table 4.1.--Distributions of respondents by age group.

 

 

 

Age Group Number Percent

Under 21 years 1 .5

21-25 years 174 81.3

26-30 years 39 18.2

Total 214 100.0

 

The distribution of respondents by age group and teaching level

is shown in Table 4.2. As seen in the table, most of the

respondents were between 21 and 25 years old and had done their

student teaching at the intermediate school level. Of’ the 34

(15.9%) elementary school teachers, 26 were between 21 and 25 years

old and 8 were between 26 and 30 years of age. Of the 147 (68.7%)

intermediate school teachers, 120 were between 21 and 25 years of

age, 26 were between 26 and 30 years old, and l was under 21 years

old. There were 33 (15.4%) secondary school teachers, of whom 28

were between 21 and 25 years old and 5 were between 26 and 30 years

old.
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Table 4.2.--Distribution of respondents by age group and teaching

 

 

 

 
 

 

 

level.

Teaching Level

Total

Age Group Elementary Intermediate Secondary

-———————— %

N % N % N %

Under 20 years -- -- 1 100.0 -- -- l .5

21-25 years 26 14.9 120 69.0 28 16.1 174 81.3

26-30 years 8 20.5 26 66.7 5 12.8 39 18.5

Total 34 15.9 147 68.7 33 15.4 214 100.0

 

The distribution of respondents by' grade-point average and

teaching level (elementary, intermediate, or secondary) is shown in

Table 4.3. Almost three-fourths of the student teachers (152 or

71%) were "C" students, 44 (20.6%) were "8" students, 15 (7.0%) were

"D" students, and only 3 (1.4%) were "A" students. The three

respondents (1.4%) who were "A" students all had done their student

teaching at the intermediate level. Of the 34 respondents who had

taught elementary school, six (17.6%) had a grade-point average of

"B" or better, compared to 31 (21%) of the intermediate school

student teachers and 10 (30.3%) of the secondary school student

teachers.



80

Table 4.3.--Distribution of respondents by grade-point average and

teaching level.

 

Grade-Point Average

 

  

 

 

Total

A B C D

N %

N % N % N % N %

Elementary - -- 6 17.6 26 76.5 2 5.9 34 15.9

Intermediate 3 2.0 28 19.0 105 71.5 11 7.5 147 68.7

Secondary - -- 10 30.3 21 63.6 2 6.1 33 15.4

Total 3 1.4 44 20.6 152 71.0 15 7.0 214 100.0

 

Respondents were asked to indicate their teaching field during

the student teaching experience. The fields included Arabic,

English, fine arts, education, geography, history, mathematics,

physical education, religion, science, and other (civilization).

Among the highest represented fields were history (35 or 16.4%),

religion (31 or 14.5%), geography (30 or 14%), Arabic (27 or 12.6%),

and science (26 or 12.1%). The fewest (5 or 2.3%) had taught

mathematics during the practicum experience. Table 4.4 shows the

distribution of respondents by teaching level and teaching field.

As shown in the table, the teaching fields of Arabic, English,

mathematics, religion, and science were not represented at the

elementary school level, whereas fine arts education was not

represented at the secondary level. Of the 147 respondents who did

their student teaching at the intermediate level, 30 (20.4%) taught

religion, 24 (16.3%) history, 22 (15%) geography, and 22 (15%)

Arabic. 0f the 33 respondents who did their student teaching at the
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secondary level, 10 (30.4%) taught science, 6 (18.2%) history, and 5

(15.2%) Arabic. Unlike those who student taught at the intermediate

and secondary school levels, most of the 34 elementary school

student teachers taught physical education (20 or 58.8%). The

remaining 14 (41.2%) taught history, fine arts education, geography,

or Islamic civilization.

Table 4.4.--Distribution of respondents by teaching level and

teaching field.

 

Teaching Level

 

 

 

 

 

Total

Teaching Elementary Intermediate Secondary

Field -—————————— -————————. N %

N % N % N %

Arabic - -- 22 15.0 5 15.2 27 12.6

English - -- 11 7.5 2 6 0 13 6.1

Fine arts ed. 4 11.8 5 3.4 - -- 9 4.2

Geography 4 11.8 22 15.0 4 12.0 30 14.0

History 5 14.7 24 16.3 6 18.2 35 16.4

Mathematics - -- 2 1.4 3 9.1 5 2.3

Physical ed. 20 58.8 1 .7 1 3.0 22 10.3

Religion - -- 30 20.4 1 3.0 31 14.5

Science - -- 16 10.9 10 30.4 26 12.1

Othera 1 2.9 14 9.5 1 3.0 16 7.5

Total 34 15.9 147 68.7 33 15.4 214 100.0

 

a"Other" indicates those whose teaching field was Islamic civi-

lization.

The distribution of respondents by age group and teaching field

is shown in Table 4.5. As shown in the table, the majority of

respondents (175 or 81.8%) were under 26 years old; 39 (18.2%) were
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between 26 and 30 years old. Of the 175 student teachers who were

under 26 ,years of age, 30 (17.2%) taught history, 27 (15.4%)

religion, 25 (14.3%) geography, 23 (13.1%) Arabic, and 20 (11.4%)

science.

Table 4.5.--Distribution of respondents by age group and teaching

 

 

 

 

field.

Age Group (in Years)

Total

Teaching Under 26 26-30 —————————

Field —— —— N %

N % N %

Arabic 23 13.1 4 10.3 27 12.6

English 9 5.1 4 10.3 13 6.1

Fine arts ed. 5 2.9 4 10.3 9 4.2

Geography 25 14.3 5 12.8 30 14.0

History 30 17.2 5 12.8 35 16.4

Mathematics 5 2.9 - -- 5 2.3

Physical ed. 15 8.6 7 17.9 22 10.3

Religion 27 15.4 4 10 3 31 14.5

Science 20 11.4 6 15 3 26 12.1

Other 16 9.1 - -- 16 7.5

Total 175 81.8 39 18.2 214 100.0

 

Respondents were also asked to indicate the highest educational

level attained by their parents (see Table 4.6). The mode for

parents’ educational level was no formal education, followed by

elementary school education. Of the 214 study participants, 128

(59.8%) had parents with no formal education, 42 (19.6%) elementary

education, 25 (11.6%) either intermediate or secondary education, 14

(6.5%) college, and 5 (2.3%) other types of education.



83

Table 4.6.--Highest educational level attained by respondents’

 

 

 

 

parents.

Educational Level Number Percent

No formal education 128 59.8

Elementary school 42 19.6

Intermediate school 14 6.5

Secondary school 11 5.1

College 14 6.5

Other 5 2.3

Total 214 100.0

An 1 f t ' s i n

In this section, the findings related to the four research

questions are presented. Each question is restated, followed by the

findings pertaining to that question.

Research Question 1

What is the nature of student teachers’ perceptions of the

effectiveness of selected aspects of the student teaching

program?

r b d nt hi . Respondents were asked to

indicate the extent to which they engaged in four specific

experiences as a part of the teacher-preparation program before

practice teaching, using a five-point Likert-type scale ranging from

1 (none/very few) to 5 (great many). For analysis purposes, 0-2

times was given a value of 1, 3-4 times was given a value of 2, 5-6

times was given a value of 3, 7-9 times was given a value of 4, and

10 or more times was given a value of 5. Using these values, means
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and standard deviations were computed for each of the four

experiences.

The means, standard deviations, and ranks for each of the

experiences in the teacher-preparation program before student

teaching are presented in Table 4.7.

Table 4.7.--Means and standard deviations for respondents’ percep-

tions of their experiences before practice teaching, in

rank order.

 

 

 

Item Experience Mean S.D. Rank

1 Observing a classroom teacher 2.35 0.98 1

4 Experiences in public schools 1.99 0.96 2

3 Participating in microteaching 1.65 0.76 3

2 Seeing films or video tapes on

teaching methods 1.25 0.56 4

Note: The mean ratings were interpreted as follows:

1.00-1.49 - None/very few

1.50-2.49 - Few

2.50-3.49 - Moderate

3.50-4.49 - Many

4.50-5.00 - Great many

As shown in Table 4.7, the mean ratings for student teachers’

involvement in selected experiences before starting their practice

teaching in public schools ranged from 1 .25 to 2.35. According to

the interpretation of means stated earlier, Seeing films or video

tapes on teaching methods (mean - 1.25) was rated the least

frequently experienced of the four experiences, in the category
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"very few." The other experiences, Observing a classroom teacher

(mean - 2.35), Experiences in public schools (mean - 1.99), and

Participating in microteaching (mean - 1.65) were rated in the

category "few."

WW. Respondents were asked to rate on

a five-point Likert-type scale (1 - none/very little, 2 - little,

3 .. moderate, 4 -- large, 5 - very large) the extent to which the

student teaching experience had provided an opportunity to realize

certain student teaching objectives. Using respondents’ ratings,

means and standard deviations were computed for each of the seven

student teaching objectives.

The mean, standard deviation, and rank for each of the seven

objectives of practice teaching, as perceived by the respondents,

are shown in Table 4.8. The mean ratings for the seven objectives

of the student teaching experience ranged from a low of 3.67 to a

high of 4.29, indicating that the respondents perceived they had

realized all seven objectives of the student teaching program to a

large extent. The most often achieved student teaching objective

was Enhance self-confidence (mean - 4.29), followed by Develop a

clear perception about the teaching profession (mean - 4.28), Become

familiar with the responsibilities of a school teacher (mean -=

4.09), Model appropriate behaviors when working with school-age

children (mean - 4.04), Evaluate your own effectiveness as a teacher

(mean - 3.90), Relate my previous experience to practice teaching

(mean - 3.80), and Apply theory in practical situations (mean =

3.67). Based on the interpretation of mean ratings shown above,
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student teaching was perceived to be providing opportunities to

realize the seven student teaching objectives to a large extent.

Table 4.8.--Means and standard deviations for respondents’ percep-

tions of seven objectives of student teaching, in rank

 

 

 

order.

Item Objective Mean S.D. Rank

6 Enhance self-confidence 4.29 0.88 l

7 Develop clear perception about

the teaching profession 4.28 0.82 2

9 Become familiar with the respon-

sibilities of a school teacher 4.09 0.92 3

11 Model appropriate behaviors

when working with school-age 4.04 0.94 4

children

8 Evaluate your own effectiveness

as a teacher 3.90 1.00 5

10 Relate my previous experience

to practice teaching 3.80 1.02 6

5 Apply theory in practical

situations 3.67 1.03 7

Note: The mean ratings were interpreted as follows:

1. 00-1. 49 - None/very little

1. 50-2. 49 - Little

2. 50-3. 49 . Moderate

3. 50-4. 49 - Large

4. 50- 5. 00 - Very large

Ieeening_skills. In this part of the survey, respondents were

asked to rate the extent of improvement in their teaching skills

after student teaching compared with before the experience. Nine



87

specific areas of teaching skills were listed on the questionnaire.

Respondents were asked to indicate their perceptions of improvement

in each of the nine skills, using the following five-point Likert-

type scale: 1 - well below expectations, 2 - less than expected,

3 - about as expected, 4 - more than expected, 5 - well beyond

expectations. Using respondents ratings, a mean and standard

deviation were computed for each of the nine areas of teaching

skills. The results for each of the nine areas of teaching skills

are shown in Table 4.9.

Maintaining order in the classroom and assisting students with

self-discipline was ranked highest with a mean of 4.03, indicating

that respondents thought they had improved more than expected in

this area as a result of student teaching. Maximizing students’

understanding of the subject matter (mean - 3.84) was rated second,

also at the more-than-expected level. Means for the other seven

areas of teaching skills, listed in rank order, were as follows:

Using a variety of teaching methods (mean - 3.46), Working with

students with different levels of ability (mean = 3.41), Assessing

students’ academic progress (mean - 3.39), Modifying instruction in

accord with students’ responses (mean - 3.28), Enhancing students’

self-concept (mean - 3.24), planning stimulating lessons (mean =

3.23), and Using audio-visual materials and equipment (mean = 3.12).
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Table 4.9.--Means and standard deviations for respondents’ percep-

tions of improvement in nine areas of teaching skills,

in rank order.

 

 

 

Item Teaching Skill Mean S.D. Rank

20 Maintaining order in the class-

room and assisting students with 4.03 0.89 l

self-discipline

15 Maximizing students’ understand-

ing of the subject matter 3.84 0.87 2

18 Using a variety of teaching

methods 3.46 0.97 3

13 Working with students with dif-

ferent levels of ability 3.41 0.88 4

16 Assessing students’ academic

progress 3.39 0.87 5

l7 Modifying instruction in accord

with students’ responses 3.28 0.89 6

l9 Enhancing students’ self-concept 3.24 0.99 7

12 Planning stimulating lessons 3.23 0.73 8

14 Using audio-visual materials

and equipment 3.12 1.22 9

Note: The mean ratings were interpreted as follows:

1.00-1.49 - Well below expectations

l.50-2.49 . Less than expected

2.50-3.49 - About as expected

3.50-4.49 - More than expected

4.50-5.00 - Well beyond expectations

Overall, the means ranged from a low of 3.12 to a high of 4.03,

indicating a generally high level of improvement in teaching skills,

as perceived by student teachers. Thus, considering the means as

indicators of the extent of improvement in specific areas of
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teaching skills as a result of student teaching, respondents’

improvement in seven skills was about as expected; it was more than

expected in two skill areas. These ratings suggest that the student

teachers surveyed perceived that they had made improvement during

the teaching experience.

v’ r t n ' . This section of the

questionnaire was divided into two parts. The first dealt with the

supervision carried out by college supervisors, and the second

contained statements pertaining to supervision of the student

teachers by cooperating teachers.

Supervision by college supervisor. The first part of the

section on supervision during student teaching contained seven

statements related to the supervision provided by college

supervisors during practice teaching. Respondents rated each of

the statements in terms of how frequently college supervisors

provided assistance in that area, using a five-point Likert-type

scale (1 . never, 2 - rarely, 3 - sometimes, 4 . often, 5 = always).

Using respondents’ ratings, means and standard deviations were

computed for the seven areas.

The mean ratings for the assistance provided in the seven

selected areas, as perceived by student teachers, are shown in Table

4.10. The mean ratings for frequency of assistance ranged from a

high of 3.53 (often) to a low of 2.81 (sometimes). Based on the

mean ratings, it can be seen that college supervisors sometimes or

often provided assistance to student teachers in all of the
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Table 4.10.--Means and standard deviations for respondents’ percep-

tions of assistance provided by college supervisors

in seven areas of supervision, in rank order.

 

Item Supervisory Area Mean S.D. Rank

 

21 Advice about the development of

lesson plans 3.53

27 Providing positive feedback

about aspects of teaching 3.38

he liked

23 Giving specific suggestions

about assessing strengths and 3.25

shortcomings in teaching

25 Suggestions based on college

supervisor’s experience as a 3.17

teacher

22 Identifying and discussing

the problems experienced as ~ 3.12

a teacher

24 Constructive criticism regard-

ing your methods of teaching 3.01

26 Suggestions based on educa-

tional research findings 2.81

 

Note: Mean ratings were interpreted as follows:

1.00-1.49 - Never

1.50-2.49 - Rarely

2.50-3.49 - Sometimes

3.50-4.49 - Often

4.50-5.00 - Always

supervision areas. On average, college supervisors often provided

assistance in the area of Advice about the development of lesson

plans (mean - 3.53). Respondents perceived that supervisors

sometimes provided assistance in the following areas, listed in rank
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order: Providing positive feedback about aspects of teaching he

liked (mean - 3.38), Giving specific suggestions about assessing

strengths and shortcomings in teaching (mean - 3.25), Suggestions

based on college supervisor’s experience as a teacher (mean - 3.17),

Identifying and discussing the problems experienced as a teacher (

mean - 3.12), Constructive criticism regarding your methods of

teaching (mean - 3.01), and Suggestions based on educational

research findings (mean - 2.81).

Supervision by cooperating teachers. This section contained

four items concerning the areas in which cooperating teachers are

most likely to provide assistance to their student teachers.

Respondents rated the frequency with which cooperating teachers

provided assistance for them during the practicum experience, using

the same scale they used to rate the college supervisors’ assistance

(1 - never to 5 - always). Using respondents’ ratings, means and

standard deviations were computed for each of the four areas

representing cooperating teachers’ supervisory assistance (see Table

4.11).

The mean ratings for the four supervisory areas ranged from a

low of 2.69 to a high of 3.29, both at the "sometimes" level of

frequency. Using the interpretation of mean ratings given above, it

can be seen that the respondents perceived that their supervising

teachers sometimes provided assistance to them in the four selected

areas. Mean ratings in these areas, listed in rank order, were as

follows: Advice about the development of lesson plans (mean =

3.29), Providing positive feedback about aspects of teaching (mean =
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3.18), Opportunity to discuss problems experienced as a teacher

(mean - 2.94), and Constructive criticism regarding methods of

teaching (mean - 2.69).

Table 4.11.--Means and standard deviations for respondents’ percep-

tions of assistance provided by supervising teachers

in four areas of supervision, in rank order.

 

Item Supervisory Area Mean S.D. Rank

 

28 Advice about the development of

lesson plans 3.29 1.16 l

31 Providing positive feedback

about aspects of teaching 3.18 1.12 2

29 Opportunity to discuss problems

experienced as a teacher 2.94 1.16 3

30 Constructive criticism regard-

ing methods of teaching 2.69 1.17 4

 

Note: Mean ratings were interpreted as follows:

1.00-1.49 = Never

1.50-2.49 Rarely

Sometimes

Often

Always

«
h

4
0

I
I
I

P ef rr 1 r om v i n. Respondents were asked to

indicate 'their' preference for the number of 'times college

supervisors should make classroom observations (see Table 4.12). Of

the 214 student teachers who responded to the survey, 77 (36%)

preferred a weekly classroom observation, 82 (38.3%) bi-weekly, 46

(21.5%) monthly, and 9 (4.2%)iindicated "other." Some of the
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”other" preferences were twice a week or as the supervisor sensed

the student teacher’s need.

Table 4.12.--Number of classroom observations college supervisors

should make.

 

 

 

Preferred Number of Observations Number Percent

Weekly 77 36.0

Bi-weekly 82 38.3

Monthly 46 21.5

Other 9 4.2

Total 214 100.0

 

valuati n urin t dent c n . Four items concerning the

process of evaluation during practice teaching were included on the

questionnaire. Respondents were asked to indicate the extent to

which each statement. concerning the» evaluation process had been

carried on during their student teaching. They responded using a

five-point Likert-type scale (1 - no extent, 2 - small extent, 3 =

some extent, 4 a large extent, 5 = very large extent). Using

respondents’ ratings, means and standard deviations were computed

for these items. A high mean near 5.00 indicated that the phase of

evaluation was carried on to a very large extent, whereas a low mean

near 1.00 indicated that the phase was not carried on at all.

The mean ratings, standard deviations, and rank orders for the

four phases of evaluating student teachers are shown in Table 4.13.

Ratings for the four items ranged from a low of 3.02 (some extent)

to a high of 3.64 (large extent).



94

Table 4.13.--Means and standard deviations for respondents’ percep-

tions of aspects of evaluating student teachers, in

rank order.

 

Item Aspect of Evaluation Mean S.D. Rank

 

36 Frequent observations by the

college supervisor to make valid 3.64

evaluation

37 Final evaluation based on evi-

dence of actual growth as a 3.60

teacher

34 Objectives of evaluation defined

in terms of expected behavior 3.09

35 Cooperation between college

supervisor and supervising

teacher in evaluating student 3.02

teacher

1.18

1.03

0.94

1.23

 

Note: Mean ratings were interpreted as follows:

1.00-1.49 - No extent

l.50-2.49 = Small extent

2.50-3.49 = Some extent

3.50-4.49 = Large extent

4.50-5.00 = Very large extent

According to the interpretation of mean ratings given above, of

the four aspects of evaluating student teachers, two were carried

out to a large extent and the other two to some extent. The

evaluation aspects that were carried out to some extent were

Objectives of evaluation defined in terms of expected behavior (mean

- 3.09) and Cooperation between college supervisor and supervising

teacher in evaluating student teacher (mean - 3.02). The aspects

that respondents perceived to be carried out to a large extent were
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Frequent observations by the college supervisor to make valid

evaluation (mean - 3.64) and Final evaluation based on evidence of

actual growth as a teacher (mean - 3.60).

Setisfeetipp_u11n_1he_prpgrem. Question 38 concerned student

teachers’ satisfaction with the whole program. Participants were

asked to respond on a scale ranging from 1 (very dissatisfied) to 9

(very satisfied). For analysis purposes, scale responses were

combined as follows:

1-2 - Very dissatisfied

3-5 . Dissatisfied

6-7 - Satisfied

8- - Very satisfied

Respondents’ satisfaction with the student teaching program is

shown in Table 4.14. Of the 214 participants, 5 (2.3%) were very

dissatisfied with the student teaching program, 48 (22.4%) were

dissatisfied, 84 (39.4%) were satisfied, and 77 (36%) were very

satisfied.

Table 4.14.--Respondents’ satisfaction with the student teaching

 

 

program.

Level of Satisfaction Number Percent

Very dissatisfied 5 2.3

Dissatisfied 48 22.4

Satisfied 84 39.3

Very satisfied 77 36.0

 

Total 214 100.0
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13W

What aspects of the student teaching program have a significant

influence on the satisfaction level of student teachers?

On a continuum scale ranging from 1 to 9, respondents were

asked to indicate their level of satisfaction with the student

teaching program. A high rating near 9.00 on this scale indicated

that the student teacher was highly satisfied, whereas a low rating

near 1.00 indicated that the student teacher was highly

dissatisfied. Using respondents’ level of satisfaction as the

response variable, student teachers’ perceptions of six aspects of

the student teaching program were considered as predictor variables.

The six aspects were:

Experiences before student teaching

Student teaching objectives

Teaching skills

Supervision by college supervisor

Supervision by supervising teacher

Evaluation during student teachingm
m
-
A
W
N
-
J

o
o

o
o

o
0

Preliminary investigation using the Pearson product-moment

correlation procedure indicated respondents’ perceptions of all the

student teaching aspects; the highest correlation coefficient was

.552. (The matrix of Pearson product-moment correlation coeffi-

cients is shown in 'Table 4.15“) With the presence of linear

relationships or near linear relationships among regressors, multi-

collinearity is often a concern (Seber, 1977). Thus, before intro-

ducing all the aspects of the student teaching program into the

regression model, the extent of the problem of multicollinearity was

considered. As Lewis-Beck (1980) observed, multicollinearity is

often a problem when at least one of the correlation coefficients is
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Table 4.15.--Matrix of Pearson product-moment correlation coeffi-

cients between the predictor and outcome variables.

 

 

 

QUES38 PARTl PART2 PART3 PART4 PART4T PARTS

QUES38 .1810 .1657 .1537 .1369 .0153 .4176

( 214) ( 214) ( 214) ( 214) ( 214) ( 214)

p-.008 p-.015 p-.025 p-.045 p-.824 p-.000

PARTl .1807 .2171 .1692 .1735 .2850

( 214) ( 214) ( 214) ( 214) ( 214)

p-.008 p-.001 p-.013 p-.011 p-.000

PARTZ .3813 .1226 .1424 .1880

( 214) ( 214) ( 214) ( 214)

p-.000 p-.073 p-.037 p-.006

PARTB .2348 .1753 .2699

( 214) ( 214) ( 214)

p-.001 p-.010 p-.000

PART4 .5520 .4440

( 214) ( 214)

p-.000 p=.000

PART4T .3865

' ( 214)

p-.000

PARTS

Note: PARTl - Experiences before student teaching.

PARTZ - Objectives of student teaching.

PART3 - Teaching skills.

PART4 - Supervision by college supervisor.

PART4T - Supervision by cooperating teacher.

PART 5 . Evaluation of student teaching.
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greater than or equal to .80. For this study, as shown in the cor-

relation matrix, the highest correlation coefficient (.55) was

observed between the aspects of supervision by the college super-

visor and supervision by the supervising teacher. All other corre-

lation coefficients were lower than .552. Based (n1 Lewis-Beck’s

criterion, all six aspects of student teaching could be introduced

into the regression equation (see also Rukspallmung, 1980).

Stepwise ‘regression analysis. was used, with levels of

satisfaction as the dependent variable and the six aspects of the

student teaching program as regressors. The standardized regression

coefficients, the observed statistics, and their corresponding

observed significance level for each of the six aspects of the

student teaching program are shown in Table 4.16.

At step one of the stepwise regression process, the aspect of

Evaluation during student teaching was entered into the regression

model. The observed multiple correlation coefficient was .418, with

17.4% of the variation in student teachers’ satisfaction level being

explained or accounted for by this aspect alone when other variables

were held constant. The standardized regression coefficient of .484

indicated that a one-unit increase in respondents’ perception of

Evaluation during student teaching had a corresponding increase of

.484 units in the students’ satisfaction level.
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Table 4.16.--Regression analysis results for the prediction of

student teachers’ level of satisfaction by six aspects

of the student teaching program.

 

 

Regression

Aspect of Student Teaching Coefficient T-Statistic p-Value

(Beta)

Experience before student

teaching .080 1.238 .2171

Student teaching objectives .103 1.651 .1003

Teaching skills .058 0.899 .3699

Supervision by college

supervisor .027 0.343 .7322

Supervision by supervising

teacher -.172 -2.570 .0108*

Evaluation during student

teaching .484 7.240 .0000*

 

*Significant at the .05 level.

At step two, the aspect of Supervision by the supervising

teacher' was entered into the regression model, resulting in an

increase of the multiple correlation coefficient to .447, with about

20% of the variation in the student teachers’ satisfaction level

being accounted for by the two regressors combined. However, the

negative standardized regression coefficient of -.l72 for the aspect

of Supervision by the supervising teacher indicated that a one-unit

increase in respondents’ perception of this aspect corresponded to a

.172 reduction in their level of satisfaction. At the end of step

two, no additional predictors were entered into the regression
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model. The two aspects, Evaluation during student teaching and

Supervision by the supervising teacher, were the only regressors

that significantly contributed to the student teachers’ level of

satisfaction. The other four aspects of the student teaching

program did not appear to contribute significantly to the satisfac-

tion level of the respondents.

W

00 the aspects of the student teaching program included in the

study vary with certain demographic characteristics?

The five demographic variables (age, grade-point average,

teaching field, teaching level, and parents’ educational level) and

the six aspects of the student teaching program (experience before

student teaching, objectives of student teaching, teaching skills,

supervision by college supervisor, supervision by cooperating

teacher, and evaluation during student teaching) were considered in

addressing Research Question 3. Using the demographic variables as

factors and the aspects of the student teaching program as response

variables, multivariate analysis of variance (MANOVA) was used to

determine whether there were statistically significant differences

in student teachers’ perceptions of the six aspects of the student

teaching program, based on the demographic variables. The .05 alpha

level was the criterion for determining statistical significance.

MANOVA was judged to be appropriate in addressing this research

question in order to control for Type I error while simultaneously

testing the equality of means.
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The MANOVA results for the effect of the demographic variables

on the six aspects of the student teaching program included in the

study are shown in Table 4.17. Statistically significant differ-

ences were found among student teachers at different teaching levels

on the six aspects of student teaching. No statistically signifi-

cant difference was observed with regard to the other four

demographic variables.

Table 4.17.--MANOVA results for the effect of demographic variables

on six aspects of the student teaching program.

 

 

Demographic

Variable Pillais Hotelling Wilks Roys F-Value p-Value

Age .0242 .0248 .9759 .0242 0.8539 .530

Grade-point

average .0119 .0120 .9881 .0119 0.4152 .868

Teaching

field .2940 .3274 .7335 .1514 1.3530a .057

Teaching b

level .1081 .1144 .8948 .0609 1.9719 .025*

Parents’

educational .0041 .0042 .9959 .0041 0.1432 .990

level

 

*Significant at the .05 level.

aApproximate F based on Hotelling.

bApproximate F based on Pillais.

Univariate analysis of variance was used to determine the

specific aspects of the student teaching program on which
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participants’ perceptions varied according to teaching level. The

univariate F-statistics and their corresponding observed

significance levels for the six aspects of the student teaching

program are shown in Table 4.18. Statistically significant

differences were found among respondents at different teaching

levels on the following aspects of the student teaching program:

Experience before student teaching (F - 3.239, p < .05), Supervision

by college supervisor (F - 3.479, p < .05), Supervision by

cooperating teacher (F . 4.336, p < .05), and Evaluation during

student teaching (F - 3.388, p < .05).

Further analysis based on the Tukey post-hoc test revealed that

elementary school student teachers had significantly higher mean

ratings than secondary school student teachers on the following

aspects of the student teaching program: Experience before student

teaching, Supervision by college supervisor, and Evaluation during

student teaching. No statistically significant difference was found

between intermediate school student teachers and either elementary

or secondary school student teachers on these three aspects of the

student teaching program. However, with regard to Supervision by

cooperating teacher, the Tukey post-hoc test revealed that the mean

perception of elementary school student teachers was significantly

higher than that of intermediate school student teachers. No

statistically significant difference was found between secondary

school student teachers and either elementary or intermediate school

student teachers on this particular aspect of the student teaching

program.
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Table 4.18.--Univariate analysis of variance results for the effect

of teaching level on student teachers’ perceptions of

six aspects of student teaching.

 

 

Observed

Aspect of Teaching Mean S.D. F- Signif.

Student Teaching Level Statistic Level

Experience Elementary 2.015a 0.744

before student Intermediate 1.791 0.470 3 239 041*

teaching Secondary 1.705a 0.547 ° '

Total 1.813 0.539

Student teaching Elementary 4.076 0.640

objectives Intermediate 3.978 0.649

Secondary 4.117 0.518 0°849 0'429

Total 4.015 0.629

Teaching skills Elementary 3.510 0.572

Intermediate 3.443 0.522

Secondary 3.404 0.478 0'360 0'698

Total 3.448 0.522

Supervision by Elementary 3.471a 1.048

college super- Intermediate 3.175 0.796 3 479 033*

visor Secondary 2.952a 0.553 ° '

Total 3.188 0.820

Supervision by Elementary 3.449a 0.898

cooperating Intermediate 2.932a 0.938 4 335 014.

teacher Secondary 3.046 0.876 ' °

Total 3.032 0.937

Evaluation Elementary 3.552a 0.776

during student Intermediate 3.359 0.801 3 488 0032*

teaching Secondary 3.046a 0.804 '

Total 3.350 0.807

 

*Significant at the .05 level.

aGroups that were significantly different by Tukey’s test.
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What recommendations do student teachers have regarding

improvement of the student teaching program?

The survey instrument contained four open-ended questions.

These items concerned (a) student teachers’ expectations from the

college supervisor with which he did not follow through, (b)

problems they encountered during student teaching, (c) suggestions

for program improvement, and (d) positive aspects of the student

teaching program. Responses to these questions are given in this

section. The figures in parentheses indicate the number of

respondents who gave a certain response.

Participants were asked what expectations they had had of the

college supervisor with which he did not carry through. Responses

of those who chose to answer this question are as follows:

To guide me and advise me in teaching methods. (31 or 14.5%)

To guide me properly, indicating the positive aspects of my

teaching as well as the negative ones; to provide constructive

criticism. (28 or 13%)

To visit me at the school weekly. (25 or 11.7%)

To acquaint me with the latest educational research findings.

(10 or 4.67%)

To give me feedback after observing me in the classroom (8 or

3.73%)

To help me solve and overcome problems that I faced during the

practicum period. (7 or 3.27%)

To evaluate me on a regular basis and direct me in setting

goals and objectives, and in preparing tests. (7 or 3.27%)

To look at my lesson plan book and advise me about any

weaknesses. (6 or 2.8%) '
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To meet with me weekly to discuss teaching methods and to hear

about the obstacles that I encountered at school. (5 or 2.33%)

To be cooperative and supportive and to guide me. (5 or 2.33%)

To introduce me to school personnel at the beginning of the

practicum period. (4 or 1.86%)

Respondents were asked to indicate two problems that they had

encountered during student teaching. Responses were as follows:

There were not enough audio-visual materials and equipment in

the schools. (45 or 21%)

Some school teachers were not cooperative and did not respect

the student teacher. (23 or 10.7%)

There were too many pupils (up to 50) in the classroom. (23 or

10.7%)

Taking classes at the university and student teaching in the

public schools at the same time. (20 or 9.3%)

Pupils were careless about the subject matter and the student

teacher. (18 or 8.41%)

Pupils’ ability level was weak, especially in Arabic and

English. (14 or 6.5%)

Facing the classroom for the first time. (6 or 2.8%)

Ability to maintain order in the classroom, especially when

pupils knew that I was a student teacher. (5 or 2.3%)

Being assigned to teach subjects outside my expertise or

specialty area. (4 or 1.86%)

Observing and practice teaching in the same school. (4 or

1.86%)

Student teachers were asked to give suggestions as to how the

problem could be improved. Those who shared their opinions

responded as follows:

More early field experiences should be offered before student

teaching. (48 or 22.4%)
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Practice teaching should be limited to three or four days per

week. (15 or 7%)

The student teacher should not take classes at the university

while he is doing his student teaching. (13 or 6.07%)

The classroom observation should be in a different school from

the one in which the student teacher did his practice teaching.

(9 or 4.2%)

School principals need to be more aware of the student

teacher’s role. (9 or 4.2%)

The student teaching office should hold a meeting with all

student teachers once a month to discuss the current situation

and problems that trainees are confronting. (9 or 4.2%)

College supervisors need to increase their school as well as

classroom visits. (8 or 3.73%)

The college supervisor should have experience in the student

teacher’s teaching field so that he can offer better assistance

in that regard. (8 or 3.73%)

The college supervisor and the cooperating teacher should hold

a weekly conference with the student teacher at the school

where the practice teaching is taking place. (6 or 2.8%)

Cooperating teachers should provide more assistance and

demonstrate desirable behaviors with regard to the teaching

profession. (4 or 1.86%)

Student teachers should have the same authority over the

classroom as the regular teacher has. (2 or .93%)

Finally, student teachers were asked to indicate two positive

aspects of the student teaching program that they had gone through

for 16 weeks. They expressed the following opinions:

The program constituted a comprehensive idea about the teaching

profession. (54 or 25.23%)

It enhanced my self-concept. (31 or 14.5%)

I practiced and became familiar with strategic situations in

the teaching profession. (31 or 14.4%)

I learned how to deal with pupils. (20 or 9.3%)
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I learned the responsibilities of a classroom teacher. (18 or

8.41%)

I came to understand my teaching abilities. (16 or 7.47%)

I learned to apply theoretical knowledge in a practical

setting. (16 or 7.47%)

The college supervisor’ cooperated in solving problems that

student teachers faced during the practice period. (9 or 4.2%)

School principals and teachers offered cooperation and assist-

ance during the student teaching experience. (8 or 3.73%)

I acquired some administrative experience. (6 or 2.8%)

The program provided direct involvement with those who have

teaching experience. (6 or 2.8%)

I learned how to write a lesson plan and how to set up

examination questions. (2 or .93%)

ummar

This chapter contained two major sections. Personal

characteristics of’ the respondents were presented in the first

section. These» characteristics included respondents’ age, grade

point average, teaching field, teaching level, and parents’ level of

education. In the second section, results of the data analyses

conducted to answer the research questions were presented. Chapter

V contains a summary of the study, conclusions based on the research

findings, and recommendations for practice and for further research.



CHAPTER V

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

5.0mm
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The primary purpose of this study was to examine the

effectiveness of the present student teaching program in the College

of Education at Umm Al-Qura University in Makkah, Saudi Arabia, as

perceived by student teachers who had recently completed the

program. The following aspects of the student teaching program were

evaluated: (a) experiences prior to student teaching, (b)

objectives of student teaching, (c) teaching skills, (d)

supervision, and (e) the evaluation process.

The Stggy Eppgletipp

The target population comprised the male student teachers

enrolled in student teaching second semester 1989 in the College of

Education at Umm Al-Qura University. Two hundred fourteen usable

questionnaires were returned, representing 83% of the total

population.

1191119091991

A written questionnaire was developed to accomplish the goals

of the research; some items were adapted from instruments

108
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constructed by other researchers. The instrument included 41

structured items pertaining to the five aspects of student teaching

that were explored in this study, as well as questions seeking

demographic information. The survey also contained unstructured

items and a scale on which respondents were asked to indicate their

satisfaction with the student teaching program.

Simple descriptive statistics, including means, standard

deviations, frequencies, percentages, and rank orders, were used in

analyzing the data for Research Question 1. Stepwise regression was

used to determine which aspects of the student teaching program

influenced student teachers’ satisfaction with the experience

(Research Question 2). Research Question 3 concerned which of the

demographic variables had an effect on each aspect of the student

teaching program. Multivariate analyses of variance, as well as

univariate and Tukey post-hoc tests, were employed to discover which

demographic characteristics influenced respondents’ perceptions of

the effectiveness of various aspects of the student teaching program

(Research Question 3). Responses to the four unstructured items

were used in answering Research Question 4.

Ch ra t ri i s d

The majority of the 214 participants (81.3%) were between 21

and 25 years of age. Most of them (68.7%) taught at the

intermediate level, whereas almost equal percentages (15.4% and

15.9%) taught at the secondary and elementary levels, respectively.

Most of the student teachers (71%) had a "C" average; only 1.4% were
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"A" students, and there were more ”8" than "D" students. The

teaching field of the largest percentage of respondents (16.4%) was

history, followed closely by those in religion (14.5%).

Student teachers majoring in Arabic, English, religion,

science, and mathematics did not teach at the elementary level,

whereas those majoring in fine arts education taught only at the

elementary and intermediate levels. Parents of the majority of

student teachers (59.8%) had had no formal education. Only 6.5% of

these future teachers had parents with a college degree.

Ma'or Fin in s

The major findings related to the four research questions are

summarized in this section. Each question is restated, followed by

a discussion of the findings for that question.

Beseepcn Question 1: How effective are selected aspects of the

student teaching program, as perceived by student teachers?

The first aspect considered was experiences prior to student

teaching. "Observing a classroom teacher" had the highest mean of

all the experiences listed, indicating that this experience should

receive the most attention from those in charge of the professional

program. This finding corroborates the results of previous studies

conducted in the United States and other countries (King, 1978;

Tittle, 1974). "Participating in experiences in public schools" and

”participating in microteaching" ranked below the midpoint of the

scale, indicating that less attention had been given to these

experiences. "Seeing films or videotapes on teaching methods"
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received a low mean, close to the end of the scale, signifying that

no practice had taken place in this kind of experience.

Based on the literature review and the findings from this

research, the conclusion is that experiences before student teaching

have not been given the attention they deserve in preparing future

teachers. The findings revealed that there is a great need to

increase the early field experiences before student teaching in

terms of magnitude and perspective. These experiences provide

future teachers with first-hand involvement, assisting them in more

than one dimension. They allow preservice teachers to discover the

reality of teaching and thereby to form a real commitment to the

profession. Teacher educators in the College of Education need to

add these experiences to the curriculum of the professional program.

The second aspect examined was student teaching objectives.

Respondents indicated the extent to which their student teaching

program had provided them with the opportunity to attain each of

seven objectives listed in the questionnaire. "Enhance self-

confidence," ”develop clear perception about teaching profession,"

"become familiar with the responsibilities of a school teacher," and

"model appropriate behaviors when working with school-age children"

received means of 4.00 and above, whereas "evaluate your own

effectiveness as a teacher,” ”relate previous experiences to

practice teaching,” and "apply theory to practical situation"

received lower ratings. The objective respondents had had the least

opportunity to attain was ”applying theory to practical situations."

Perhaps this is a result of respondents’ lack of experiences before
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student teaching and the limited involvement of the college

supervisor and the supervising teacher, who can help students make

the connection between theory and practice-~what works in reality

and what does not work.

Overall, the seven student teaching objectives were being met

to a large extent, according to the mean ratings. This result is in

agreement with Tittle’s (1974) and Gullimore’s (1979) findings.

Alleyne (1974) had basically the same results, although the aspects

were ranked differently in terms of achievement.

The third aspect examined in Research Question 1 was teaching

skills. The effect of student teaching on the improvement of nine

teaching skills was the primary focus. Respondents perceived that

more-than-expected improvement had occurred in ”maintaining order in

the classroom and assisting students with self-discipline" and

"maximizing students’ understanding of the subject matter." In

three teaching skills, student teachers thought inadequate

improvement had resulted from 'the '1aboratory' experience. These

skills were ”enhancing students’ self-concept," "planning

stimulating lessons," and "using audio-visual materials and

equipment."

Institutions of pedagogy should train preservice students

practically as well as theoretically in different teaching skills.

More attention should be given to the areas of deficiency noted in

this study and to those in which potential teachers need

improvement.
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The» most interesting finding was with regard to students’

perceived improvement in maintaining order in the classroom.

According to much of the literature, classroom management is the

problem most frequently faced by student teachers (Alleyne, 1987;

Edmonds, 1985; Freeland, 1979; Morrow 5 Lane, 1983; Purcell 8

Seiforth, 1981), contrary to what student teachers reported in this

study. The contradictory findings from this study might be due to

one of two things: (a) the Saudi school system does not tolerate

insubordination, or (b) student teachers’ expectations of

approaching classroom management were low, and when they started

student teaching they found they were able to manage the classrooms

effectively.

The fourth aspect of the student teaching program that was

examined in this study was supervision--that is, supervision by the

college supervisor and supervision by the cooperating teacher.

Respondents rated the frequency of seven types of assistance

provided by the college supervisor during student teaching. Student

teachers perceived that their college supervisors often provided

assistance in ”the development of lesson plans." The other six

types of assistance were provided "sometimes." The two areas with

the lowest means were "constructive criticism regarding your methods

of teaching" and "suggestions based ("1 educational research

findings.” This result indicates a need to recheck the college

supervisor’s role in helping student teachers develop

professionally.
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When student teachers were asked to indicate their preference

for the number of times the college supervisor should observe them,

the majority of respondents (74.3%) said either weekly or bi-weekly.

This indication of the necessity of the college supervisor’s

presence during the fieldwork period might be attributed to the lack

of support given by supervising teachers. More research is

warranted to discover the effort and cooperation that supervising

teachers are contributing to their student teachers. The absence of

college supervisors from the setting increases the importance of

supervising teachers in providing daily support for prospective

teachers. Like the cooperating teacher, the college supervisor is a

key figure in developing competent future teachers. The literature

reviewed for this study emphasized the importance of conferences and

feedback during student teaching, as well as increased visitations

(Alvermann, 1981; Bowman, 1978; Frenzel, 1977; Howey et al., 1978;

Koehler, 1984; Russell, 1979; Turney et al., 1982).

The second type of supervision was that done by the cooperating

teacher. Respondents were questioned about the degree of assistance

they had received from their cooperating teachers in four areas

intended to provide novice teachers with strategies for approaching

the» classroom situation. Student teachers perceived that they

received the most assistance in ”the development of lesson plans,"

whereas the least attention was given to "constructive criticism

regarding methods of teaching.” Even though, based on aggregate

means, the four areas were rated "sometimes” in terms of assistance

being offered, some apparently were recognized more than others.
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When the cooperating teacher remains unobtrusive in the supervisory

process, it places roadblocks in the student teacher’s progress.

Prospective teachers want to receive feedback from those who

understand the teaching process and have field experience. Student

teachers usually look to the advice of those they trust; therefore,

there is a great need for mutual trust between the student teacher

and the cooperating teacher.

An important factor in the selection of a cooperating teacher

should be his/her willingness to perform supervisory functions with

student teachers. The findings revealed that the cooperating

teachers’ involvement in the supervisory process was quite limited.

Therefore, the College of Education should have an unambiguous

expectation of the role of cooperating teachers during student

teaching, and that role expectation should be clearly specified and

conveyed to the cooperating teachers. The criteria for choosing

cooperating teachers should include different facets of experiences

in the teaching profession.

The fifth aspect. of ‘the student teaching experience to be

considered was evaluation of student teaching. Four items

concerning the process of evaluation during student teaching were

included in the survey. Based on the gross mean, student teachers

considered the following two procedures to have been carried out to

a great extent: "frequent observations by the college supervisor to

make valid evaluation” and "final evaluation based (n1 evidence of

actual growth as a teacher.” The two evaluation procedures that had
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been achieved to some extent were "objectives of evaluation defined

in terms of expected behavior" and "college supervisor and

cooperating teacher cooperated in evaluating my teaching.”

The involvement of the supervising teacher in each evaluation

procedure was not observed, nor was it consistent with the

importance of this individual in the prospective teacher’s future.

The supervising teacher should be included in each aspect of student

teaching.

The college supervisor’s duties--among them teaching courses at

the university, participating on boards and commissions, and

engaging in public service--encompass more than supervising student

teachers. In addition, the college supervisor must drive from one

school to another, meet with the principal, and moderate conferences

with student teachers. Thus, the involvement of the cooperating

teacher is of utmost importance.

The involvement of cooperating teachers in student teacher

evaluation should be clearly defined, so that the process is not

left to the teachers’ intuition. A clear frame of reference,

consistent with the program objectives, is required. Contradictions

and misunderstandings result when there is no cooperation between

university and field personnel. The goals and intentions of the

college of education should be articulated to all those involved in

the evaluation of student teachers and in the entire student

teaching process. Aflso, the results of this study suggested that

more collaboration between college supervisors and cooperating

teachers is desirable.
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Concerning their satisfaction with the student teaching

program, three-fourths of the respondents indicated they were

"satisfied" or "very satisfied.” In contrast, one-fourth of the

respondents expressed that they were "dissatisfied" or "very

dissatisfied." Overall, respondents had mixed feelings about the

program, although the majority were satisfied with it. This means

that more effort should be devoted to improving the student teaching

program in the College of Education at Umm Al-Qura University.

Research Question 2: What aspects of the student teaching

program have a substantial influence on the satisfaction of

student teachers?

Stepwise regression analysis was used to analyze the data for

this question. The five aspects of the student teaching program

(supervision was divided into two parts--supervision by college

supervisor and supervision by cooperating teacher) were used as

predictor variables, and level of satisfaction was the outcome

variable. The results revealed that the evaluation aspect of

student teaching explained 17.4% of the variance in student

teachers’ satisfaction. A one-unit increase in student teachers’

perception of evaluation had a corresponding increase of one-half

unit in respondents’ satisfaction.

Supervision by supervising teacher, along with the evaluation

aspect, explained about 20% of the variance in student teachers’

perceptions. Nevertheless, this aspect showed a negative

standardized regression coefficient, signifying that a one-unit

increase or change in student teachers’ perceptions of supervision
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by the supervising teacher corresponded to a .172 reduction in their

level of satisfaction. Even though .172 seems like a small amount,

it still represents two different directions; when one increased,

the other decreased.

More effort is needed before drawing any conclusions from these

findings. The correlation between Part 4 and Part 4T was modest,

which makes it difficult to determine the relative influence of the

predictor variables on the outcome variable. The higher the

correlation between the dependent variable and the independent

variables, the better the prediction; nonetheless, the lower the

correlation among the independent or predictor variables, the better

the explained result, and no redundancy can occur.

Both evaluation of student teaching and supervision by

supervising teacher contributed significantly to student teachers’

satisfaction, but the former contributed positively whereas the

latter' contributed negatively. Again, the work of cooperating

teachers needs more attention so that the experiences of supervising

teachers can contribute to the welfare and development of future

teachers. Applegate (1987) referred to the fact that supervising

teachers can have either a positive or negative influence on student

teachers’ satisfaction with the practicum experience.

W: Does the perceived effectiveness of the

aspects of the student teaching program included in the study

vary according to certain demographic characteristics of the

student teachers?

Statistically significant differences were found among student

teachers at different teaching levels with regard to their
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perceptions of the effectiveness of the aspects of student teaching.

No statistically significant difference was observed with regard to

the other four demographic variables.

The results of the univariate analysis showed that teaching

level had a statistically significant relationship to experiences

before student teaching, supervision by college supervisor,

supervision by cooperating teacher, and evaluation during student

teaching. Further analysis revealed that student teachers who had

taught at the elementary level perceived that their experience

before student teaching, supervision by college supervisor, and

evaluation during student teaching were significantly more effective

than did those who had taught at the secondary level. Also, student

teachers who had been assigned to the elementary level perceived

that their supervision by the cooperating teacher was significantly

more effective than did those teaching at the intermediate level.

Reseerch Question 4: What recommendations do student teachers

have regarding improvement of the student teaching program?

Student teachers were asked to respond to four unstructured

items on the survey. They expressed the following concerns related

to the college supervisor: The college supervisor had not given

them enough advice on teaching methods, he should share with them

both positive and negative aspects of their performance and offer

constructive criticism, and he should visit the student teacher

weekly in the school and provide feedback after the classroom

observation.
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The problems that respondents encountered most often during

student teaching were the dearth of audio-visual materials and

equipment, school teachers’ misconceptions about the role of the

student teacher, the number of students in the classroom, taking

classes on campus in addition to student teaching, and pupils who

were disinterested in the subject matter as well as in dealing with

the student teacher.

Respondents gave the following suggestions for improving the

student teaching program: reducing the student teaching to three

days per week, eliminating college class requirements during the

student teaching period, having student teaching officials hold

meetings with student teachers at least monthly to listen to and

discuss their concerns, and having a supervisor with background in

the same teaching field as the student teacher. They said that more

involvement from the supervising teacher is necessary and that early

field experiences are needed.

The positive aspects of the respondents’ student teaching

program were that it provided a comprehensive idea about the

teaching profession and enhanced their self-concept. In addition,

they gained a better understanding of pupil characteristics, their

teaching ability was enhanced, and they used theoretical knowledge

in practical situations.

on si

Based on the study findings, the following conclusions were

drawn:
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1. Student teachers unanimously declared that their

experiences before student teaching had not been sufficient. Little

experience had been offered in observing classroom teachers. The

other three types of experiences were perceived as being offered

very infrequently. Prospective teachers expressed the need for more

first-hand experiences.

2. The objectives of student teaching were largely met, but

the one needing more work is the connection between theory and

practice, which ranked in last place.

3. The effect of student teaching on the perceived improvement

of teaching skills was apparent; nevertheless, some areas, such as

using audio-visual materials and equipment, responding to pupils’

needs, and planning lessons, need further attention.

4. Student teachers perceived that they had received

inadequate supervision by their college supervisors in all areas

except "development of lesson plans." Respondents expressed

displeasure with the supervision they had received in the following

areas: "classroom visitation," "providing constructive criticism,"

and "reviewing lesson plan book."

5. Cooperating teachers seemingly did not deal properly with

the problems student teachers faced; the respondents’ negative

perceptions in this regard affected their satisfaction with the

student teaching program.

6. Student teachers expressed their desire for increased

classroom visitations by the college supervisor--to at least weekly

or bi-weekly visits.
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7. Evaluation of student teaching was the only aspect that was

significantly related to participants’ satisfaction with the student

teaching program.

8. Collaborative efforts between the college supervisor and

the cooperating teacher in evaluating student teachers still need to

be developed.

9. Generally speaking, participants expressed more satisfac-

tion than dissatisfaction with the student teaching program.

10. Teaching level appeared to influence some aspects of

student teaching, as perceived by the student teachers.

Specifically, those who had taught at the elementary level perceived

they had received significantly more of those aspects than did

respondents who had taught at either the intermediate or secondary

level.

11. Student teachers did not believe they received enough

support, assistance, and guidance from either the college supervisor

or the supervising teacher. Their expectations, especially from the

college supervisor, were not fulfilled in terms of providing advice

on teaching methods, providing constructive criticism, introducing

them to school personnel, and holding conferences with the student

teacher and providing feedback.

12. Unavailability of audio-visual materials in schools, lack

of cooperation and respect from school teachers, taking classes at

the university during student teaching, and the number of students

in the classroom seemed to be bothersome areas for prospective

teachers.
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mm nd i n ac i

In light of the study findings, the following recommendations

are presented.

1. To make the connection between theory and practice,

preservice teachers should be provided with early field experiences.

2. The quality of education that is being provided to school

children depends largely on those who are responsible for teaching

them. Therefore, a better screening procedure f0r those entering

the teaching profession is very important.

3. The role of the college supervisor in the supervisory

process is diminished as more student teachers are assigned to

him/her. Therefore, the number of student teachers assigned to a

college supervisor should be limited, so that he/she can work

effectively with them.

4. The objectives of the student teaching program should be

communicated to all individuals involved in the program, including

student teachers and cooperating teachers.

5. The college supervisor and supervising teacher should help

the student teacher understand ideas presented in the methods

courses that might be impractical, and they should provide

continuous feedback during practice regarding procedures that work

and those that do not work in the real-life situation.

6. The College of Education at Umm Al-Qura University should

provide cooperating teachers with inservice training focused on
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supervisory* skills. so 'that these teachers are well prepared to

supervise student teachers.

7. Those who are in charge of supervising student teachers

need to recognize the cognitive ability of the student teachers

during the supervisory period, in order to develop student teachers’

cognitive ability from lower stages to higher ones.

8. The college supervisor should have background in the

student teacher’s teaching field, so as to give the novice the

help and support necessary to improve his/her teaching.

9. The objectives of the student teaching program need to be

clearly articulated and agreed on by college and field personnel.

Otherwise, field personnel assume that what they do is right, and

consequently the field experiences have the potential to reshape

preservice teachers. Because cooperating teachers can easily

influence their student teachers, occupational socialization is

likely to occur.

10. Student teachers who are experiencing difficulties should

be visited more frequently by their college supervisors during the

student teaching period.

11. The experiences before student teaching and the student

teaching itself should be conducted in two different settings or

schools.

12. The neophyte should be allowed to observe at more than one

teaching level and in different settings, but he/she should be

assigned to one teaching level for the duration of the student

teaching experience.
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Further research on student teaching is needed so that optimal

growth for future teachers can be realized. As a result of this

study, the investigator suggests the following areas for further

research:

1. This research should be replicated with female student

teachers to determine their perceptions regarding aspects of the

student teaching program.

2. Further research should be undertaken using different

methods, such as interview or observation, to determine the

effectiveness of certain aspects of student teaching.

3. A study should be carried out to identify the influence

cooperating teachers have on student teachers during the practicum

period.

4. Further research should be conducted using other student

teaching aspects besides the ones included in this study.

5. Additional research should be undertaken to determine the

effect of the transition period of student teaching on self-type and

task-type concerns of student teachers.

6. Longitudinal research should be carried out to determine

whether preservice student teachers’ curricula prepare them idealis-

tically or realistically.

M31191];

The transition period of student teaching was established to

acquaint potential teachers with the reality of the teaching
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profession. The training of student teachers should be organized

and agreed upon by both campus and field personnel. Supervising

teachers’ qualifications for working with student teachers are

critical; not every teacher is capable of being a supervisor. The

welfare of the student teacher must be considered when assigning

him/her to a supervising teacher. The practice teacher will be

influenced in some way and to some degree by the supervising

teacher, even though the degree of influence will vary from one

individual to another.

The last phase of preservice teacher preparation before the

novice can enter his/her own classroom as a full-fledged teacher

is crucial. Both the college supervisor and the supervising teacher

can participate to a great extent in developing future teachers.

Giving the student teacher the opportunity to try his/her wings

while providing supervised classroom experience is the primary

purpose of student teaching. Teacher educators and school personnel

should share the responsibility for the welfare of the prospective

teacher and of his/her future pupils.

The supervising teacher should help student teachers blend

theoretical knowledge with the practical situation. The last phase

of teacher preparation is important for school children of the

future, the beginning teacher, and the teaching profession. The

essentials should not be left to the desires and whims of individual

supervising teachers.
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It is very important for college supervisors, supervising

teachers, and school principals to deal with student teachers as

adult learners. The cognitive developmental levels of student

teachers should be considered, in order to promote their growth

during the practicum period.

Even though the student teachers in this study indicated their

satisfaction with the student teaching program and its

effectiveness, teacher educators should aim toward improvement and

attempt to alleviate the deficiencies that are present, specifically

in the role of supervising teachers. Mutual support is necessary

for successful teacher training. The role and function of the

supervising teacher is crucial in the development of future

teachers.
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ARABIC AND ENGLISH VERSIONS OF THE QUESTIONNAIRE
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Dear Student Teacher,

I am working on the last phase of my Ph.D. dissertation at Michigan

State University, U.S.A. I need your help and cooperation in col-

lecting data for my research, entitled "A Study of the Student

Teaching Program at the College of Education, Umm AJ-Qura Univer-

sity, Saudi Arabia, as Perceived by Student Teachers."

One good way to evaluate the student teaching aspect of the teacher

preparation program is to ask those who have undergone the training

for their perceptions of the effectiveness of the program. There-

fore, your response is of great value for my study as well as for

the improvement of the teacher-preparation program in general and

student teaching in particular.

Enclosed is a questionnaire. Please feel free to respond to the

items on the questionnaire, which will not take more than 20

minutes. To maintain the anonymity and confidentiality of your

response, no identification mark or name has been used on the ques—

tionnaire or any accompanying papers. Also, you are urged not to

write your name on the questionnaire. In addition, the findings of

the study will be reported in aggregate form, which will allow

confidentiality of individual identity and response.

I shall appreciate it if you will return the completed questionnaire

as soon as possible.

Your participation in this survey is completely voluntary. You may,

without any penalty, decide not to participate at all or not to

answer certain questions. You indicate your voluntary agreement to

participate by completing and returning the survey.

Once again I thank you for your help and cooperation.

Sincerely,

Saleh Khaled Dairi

Ph.D. Candidate

Michigan State University

Enclosures
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PART I: EXPERIENCE PRIOR TO STUDENT TEACHING

Dirggtjggg: Please mark the square that reflects the extent to which you engaged in each of the fol-

lowing experiences in your teacher-preparation progruam student teaching.

 

(0-2) (3-4) (5-6) (7-9) (lO+)

Mone/ Moderate

Very Few Few Number Many Great Many

 

l. Observing a classroom teacher as

part of my preparation for prac-

tical teaching.

 

2. Seeing films or videotapes

related to teaching methods.

 

3. Participating in simulated teach-

ing activity (microteaching).

 

4. Participating in experiences in

public schools that were related

to my teaching field.       
PART II: STUDENT TEACHING OBJECTIVES

Directions: Please check the box that indicates the extent to which your student teaching experience

provided an opportunity for you to realize each of the following outcomes.

 

To what extent did student teaching Mone/

provide you with an opportunity to: Very Little Little Moderate Large Very Large

 

5. Apply theory in practical situa-

tions.

 

6. Enhance self-confidence.

 

7. Develop a clear perception about

the teaching profession.

 

8. Evaluate your own effectiveness

as a teacher.       
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To that extent did student teaching Mone/

provide you with an opportmity to: Very Little Little Moderate Large Very Large

 

9. Become familiar with the respon-

sibilities of a school teacher.

 

l0. Relate my previous experience to

practical teaching.

 

ll. Model appropriate behaviors when

workim with school-age children.        
PART III: TEACHING SKILLS

Directions: Please rate the extent of inprovement in your teaching ability after student teaching as

conpared with before, in the following areas:

 

well Below Less Than About as More Than well Beyond

Expectation Expected Expected Expected Expectation

 

l2. Flaming stimulating lessons.

 

13. working with students with

different levels of ability.

 

l4. Using audiovisual materials

and equipment.

 

lS. Maximizing student mderstanding

of the slbject latter.

 

l6. Assessing students' academic

progress.

 

l7. Modifying instruction in accord

with student responses.

 

18. Using a variety of teaching

methods.        



l9. Erhancim students' self-

concept.

20. Maintainirg order in the class-

room and assisting students in

the development of self-discipline.

PART IV:

Direcgjgg:

How often did your college super-

visor chring student teaching provide:

21. Advice doout the developnent of

lesson plans.

22. Opportunities for you to name ard

discuss the problems you experi-

enced as a teacher.

23. Specific suggestions about ways

you could assess your strengths

and shortcomirgs as a teacher.

Constructive criticism regarding

your methods of teaching.

24 .

Suggestions that were based on

his experience as a teacher.

Suggestions that were based on

educational research findings.

27. Positive feedaack about the

aspects of your teaching he liked.

l4]

 

well Below

Expectation

Less Than

Expected

About as

Expected

More Than

Expected

well Beyond

Expectation

 

 

     
 

SUPERVISIOI DLRING STlDENT TEACHING

Please mark the square that indicates how often your college supervisor and the cooperat-

ing teacher provided each of the following:

 

Never Rarely Sometimes Often A lways

 

 

 

 

 

 

      
 

 

 



How often did the cooperating teacher

provide:

28.

30.

3l.

32.

33.

Directions:

Advice about the development of

lesson plans.

Opportunity for you to identify

and discuss the problems you

experienced as a teacher.

Constructive criticism regarding

your methods of teaching.

Positive feedback about aspects

of your teaching he liked.
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Rarely Sometimes Often Always

 

 

 

 

     
 

what did you expect from your student teaching college supervisor during the practice teaching

period that he did not fulfill or carry out?

 

b.
 

How often do you feel the college supervisor should make a class observation? At least

a. once a week

b. every other week

c. once a month

d. other

PART V:

statements was carried out.

34.

35.

The objectives of my evaluation as

a student teacher were defined in

terms of the kind of behavior I

was expected to realize.

The college supervisor and super-

vising teacher cooperated with one

another in evaluating my work as

a teacher.

EVALUATION DURING STUDENT TEACHING

Please check the square that best describes the extent to which each of the following

 

NO Extent

Small

Extent Extent

Large

Extent

Very Large

Extent

 

 

      
 

 



37.

39.

40.

bl.
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Small Some Large Very Large

Mo Extent Extent Extent Extent Extent

 

The college supervisor observed

my teaching frequently enough to

validly judge my performance as

a teacher.

 

The final evaluation of my student

teaching performance was based on

evidence of my growth as a student

teacher.       
 

PART VI

How satisfied are you with the student teaching program in which you participate? Please locate

yourself on the following scale.

Very dissatisfied Very satisfied

I I I

l s 9

Please identify two problems you have faced while you were in student teaching. Please be specific

and consistent.

I.
 

2.
 

If you were asked to make one or two suggestions regarding the ways in which your student teaching

program might be improved, what would you say?

I.
 

2.
 

Please identify two positive aspects of the student teaching program that you have gone through,

fromuyour viewpoint.

l.
 

2.
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PART VII: IACKGROJD INFQNATIOI

Direction: Please check the answer that describes your present status.

42. Age (to the closest year):

uhder 2l

2l -25

26-30

Over 30

43. Your grade point average:

4.0 (A)

3.0 (B)

2.0 (C)

LO (0)

44. Your teaching field during student teaching:

__ Arabic

_ English

_ Fine arts edscation

_ Geography

_ History

_ Mathematics

_ Physical ewcation

_ Religion

_ Science

Other (please specify)
 

45. Teaching level during student teaching:

Elanentary

Intermediate

_ Secondary

46. Level of education of your parents:

Mo forml schooling

Formal schooling:

THANK Yw Fm Yul! CWERATIGH
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MICHIGAN STATE UNIVERSITY

 

WWMTTON'DDWUWWW WWGOIWAN°WGIPM

To Whom It May Concern:

The purpose of this letter is to inform you that the dissertation proposal of

Saleh Khaled Dairi has been approved by his guidance comittee and its

implementation will require travel to Saudi Arabia in order to collect his

data. I hereby request that you provide Ilr. Dairi all of the support to which

he is entitled as scholar sponsored by your mission in order that he will be

able to accomplish his educational and training objectives at Michigan State

University. He plans to complete his program in December 1989.

Sincerely yours ,

flnflfl/s/mf‘
Ben A. Bohnhorst

Academic Advisor

MSU is an A/Is'nnntt've Action/Equal Opportunity Institution

‘
m
l
l
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MICHIGAN STATE UNIVERSITY

 

mmmmmm IASTI-ANSING'IIOIIGANO‘Iud-uil

WWW

seems/m.

(””55”

June 6, 1989 ' IRB# 89-286

Saleh K. Dain'

4821 Duverna #332

Iansing, MI 8910

Dear Mr. Dairi:

Re: "A STUDY OF THE STUDENT TEACHING PROGRAM ATTHE

COLLEGE OF EDUCATION, UMM AL-QURA UNIVERSITY, SAUDI

ARABIA AS PERCEIVED BY STUDENTTEACHERS IRB# 89-286“

The above project is exem t from full UCRIHS review. I have reviewed the proposed

research rotocol and fin that the rights and welfare of human subjects appear to be

protecte . You have approval to conduct the research.

You are reminded that UCRIHS approval is valid for one calendar ear. Ifyou plan to

continue this project beyond one year, please make provisions for o taining appropriate

UCRIHS approval one month pnor to une 6, 1990.

Any changes in procedures involvin human subjects must be reviewed by the UCRIHS

prior to initiation of the chan e. U RII-IS must also be notified promptly of any

problems unexpected side e ects, complaints, etc.) involving human subjects during the

course of e work.

 

Thank you for bringing this proiect to our attention. Ifwe can be of any future help,

please do not hesitate to let us know.

SincErely,

J K. Hudzik, Ph.D.

air, UCRIHS

JKH/sar

cc: B. Bohnhorst

 

MSU is an Affirmative Action/Equal Opportunity Institution
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MICHIGAN STATE UNIVERSITY

 

COILEGIOIAI'ISANDm EASTIANSINGONICHIGANOMIM

DEPARTMENT OI LINGUISTICS ANDGm

“VIC. ASIAN AND AIIICAN LANGUAGES

A-‘l! VII-LS HAIL

2 November 1989

1:0 wao 11' m CONCERN:

This is certify that the Arabic version of the

questionnare entitled "A study of the Student-Teaching program

at the College of Education, Umm Al-Qura University, Sandie Arabia

as perceived by Student-Teachers" is a true and accurate translaiton

of the original document written in the English langauge by Saleh

Khaled Dairi, Ph.D -Candidate at Michigan State University.

Nalik Balls

Instr. Arabic _ .

Department 0! Lingmstics and

Germain. Slavic. Asian and

Airican Languages

‘Aiqhigan State University

Mails Hall

East Lansing. Mi 48824-1027

Telephone: 517/353-0740 Telex: 650-277-3HB MCI Cable: usunvmto use

MSL' it an Affirmative Action/Equal Opportunity Institutinn
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