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ABSTRACT

NURTURING OUR FUTURE COLLEAGUES: COOPERATING MUSIC TEACHERS’
RELATIONSHIPS WITH THEIR STUDENT TEACHERS

By
Tami Jones Draves

With the intent of better understanding the music student teaching experience, this
dissertation examines the nature and extent of the student teacher/cooperating music
teacher relationship, looking specifically at the various types of relationships that exist
between student teacher/cooperating music teacher pairs. Though much research exists
on the music student teaching experience, few researchers have investigated the bonds
formed between student teacher/cooperating music teacher pairs. I explored specific
questions about student teacher and cooperating teacher characteristics, development of
the relationship within the context of the music classroom, power sharing between
cooperating music teacher and student teacher, and teacher identity.

Four student teacher/cooperating music teacher pairs from a major Midwestern
university served as participants, resulting in ten total participants due to placements that
were split between grade levels and music disciplines. Criteria used to identify potential
participants were experience as a cooperating teacher, teaching experience, grade level
and teaching assignment, and gender match between cooperating teacher and student
teacher. I used ethnographic methodological techniques to collect data. These included
in-depth observation of participants, formal individual interviews and focus group
interviews, collection of artifacts (i.e. lesson plans, reflective notes, observaiion reports),

and informal conversations. Ethnographic data were coded and analyzed for emergent



themes. Three measures were used to establish trustworthiness: data triangulation,
member checks, and peer review.

The five themes that emerged from the data were Cooperating Teacher
Characteristics, Student Teacher Characteristics, Relationships, Power Sharing, and
Teacher Identity. Both cooperating teachers and student teachers described characteristics
of both parties that contributed to the relationships formed and characteristics of the
relationships themselves. Cooperating teachers recalled experiences that influenced how
they approached their role, with their own student teaching experience having been most
powerful. Participants explained how power was shared in their classrooms in terms of
teaching responsibilities, administrative responsibilities, and classroom management.
Performances and split placements proved to be mitigating factors in cooperating
teachers’ power sharing. Cooperating teachers referred to aspects of their student
teachers’ identities as they took shape over the course of the experience and how their
role as cooperating teacher impacted their own teacher identities. From these five themes,
I proposed a model that illustrates the interactions and relationships between themes.

I offer recommendations for practice that include: making careful student
teacher/cooperating music teacher matches; providing opportunities for student
teacher/cooperating music teacher pairs to interact prior to the beginning of student
teaching; promoting meaningful discourse between cooperating music teachers; preparing
cooperating music teachers for working with student teachers; implementing activities in
music teacher preparation programs that foster characteristics of effective teachers and
nurture teacher identity formation in preservice teachers; and widespread implementation

of professional development partnerships in music teacher education.
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CHAPTER I

INTRODUCTION

Journal entry from my student teaching: February, 1997

Ms. Carlisle’ is letting me take over the percussion class for the next two weeks. |
can't believe she trusts me to work with them, especially since percussion is probably my
weakest instrument. Working with the trumpet class last week was really fun and the two
pages of notes that Ms. Carlisle gave me afterwards really helped. I like it when she does
that. She and Mr. Lawrence have let me jump right in and take over teaching
responsibilities with the seventh grade classes. I find myself doing a lot of the things that
she does, like saying “Excuse me” to get students’ attention, but it’s working for me. I am
so lucky to be here and I have totally fallen in love with middle school kids. I will

definitely look for a middle school job for next year.

Email to university supervisor while serving as a cooperating teacher: March, 2005

Hi Neil! Darryl tells me that you will be out to observe him next week. Would it be
possible for us to have some time to meet privately? I am really struggling to help Darryl
improve. I provide him feedback, let him know at least a full day in advance when he will
be teaching a class, and try to have a meeting with him daily. He just isn’t getting any
better, and in some regards is getting worse. His error detection skills are really
problematic, and he gets very impatient with the students. I want this to be a good

experience for him, and am concerned that I am not doing the things I should to support

! All names used in the study are pseudonyms



him. Perhaps you'll have some ideas for me on what I can do better in terms of mentoring
him. It’s so different from mentoring new teachers who at least already have student

teaching under their belt. Thanks in advance for your help!

Journal entry following my first student teacher supervision: October, 2005

I have never felt out of place in a music classroom before, until today. That was
unnerving. I wanted to say: “I was teaching middle school band just six months ago!”
The dynamic between Mrs. Douglas [cooperating teacher] and Ellen [student teacher]
was really odd. Mrs. Douglas expressed satisfaction with Ellen, but there was an
undercurrent of something there, like she had concerns but didn’t want to tell me. Almost
like she was protective of Ellen, which is even odder since Ellen has expressed her own
dissatisfaction with Mrs. Douglas before. Apparently Mrs. Douglas doesn’t want her to
work with the high school orchestra, and is only willing to use her right now to take out
individuals for extra help. I wish I could figure out the issue; is the problem with Ellen,

or Mrs. Douglas, or both? I'm on their side, but I'm not sure either of them believes that.

Throughout my career, I have benefited from supportive mentors. Starting with
Ms. Carlisle in student teaching, Dr. Stewart and Ms. Floyd in my first job, and now as a
student again in a doctoral program, mentors have played prominent roles in my life. That
is why I jumped at the opportunity to mentor new teachers in my former job as a middle
school band director. I found the experience invigorating, rewarding, and sometimes
exhausting. Mentoring a student teacher was the next logical step, and I was excited to

welcome one into my classroom. My own student teaching had been an exceptional



experience. I hoped to provide a similar experience to a student teacher and help him
launch his career in a positive and supportive environment.

Darryl was my first student teacher. I felt prepared and ready to guide him
throughout his experience of learning to teach. Every effort I made to support his growth,
however, seemed to fail. I was quickly frustrated and sought the advice of Darryl’s
university supervisor, Neil. Neil tried to help me as best he could and conversation with
him on a regular basis did make me feel better about what I viewed as my increasing
inadequacy with Darryl. By the time Darryl left, I was certain the experience had been a
failure for him and me. Reflecting upon my own student teaching experience and my
experience as a cooperating teacher with Darryl, I became interested in why music
teachers accept this daunting responsibility. This became the focus of my first research

study when I returned to graduate school.

From interview with Sarah Burgess, Cooperating Music Teacher, November 2006
Idon’t take this lightly, this is a big deal; I'm actually influencing this person to
go out [and teach]. I'm developing myself as well . . . but selfishly I do enjoy what

I get out of it too, in watching them grow and helping them.

In a pilot study completed in March 2006, I studied the perspectives of three
cooperating music teachers on the student teaching experience. Through interviews and
guided email responses, I explored the beliefs of Sarah, Nick, and Mary regarding their

roles as cooperating teachers in the music student teaching experience. Five themes



emerged from data analysis: Motivation of Cooperating Teacher, Professional
Development, Preparation, Expectations, and Power.

Power sharing between cooperating teachers and student teachers varied among
the three participants and reflected the relationship formed between the two parties.
These relationships fell on a power sharing continuum ranging from student/teacher
relationship, to team-teaching relationship, to collaborative partnership. A student/teacher
relationship, in which the student teacher remained a student with limited responsibility,
resulted in the lowest level of power sharing. The team-teaching relationship fell in the
middle of the power sharing continuum and was characterized by the student teacher
having responsibility for instruction in the classroom. An equitable allocation of
instructional and professional responsibilities characterized the highest level of power
sharing by cooperating teachers, the collaborative partnership. This relationship played a
central role in the satisfaction expressed by cooperating teachers about the practicum.
Sarah and Nick both preferred a collaborative partnership with their student teachers,
while Mary was more satisfied with a student/teacher relationship. Relationships between
music student teachers and cooperating teachers have become the focus of this qualitative

dissertation.

Rationale for Study
A full understanding of the student teaching experience requires knowledge of the
structure, content, and delivery of field experience programs, characteristics of the
placement setting, and relationships between the preservice teacher and others in the field

experience. Zeichner (1987) calls this interaction of content, context, and people the



ecology of field experience. All three dimensions are important, but researchers have not
thoroughly explored which component contributes most to the overall educative quality
of student teaching. Conflicting research findings about the influence of cooperating
teachers upon student teachers led Zeichner to suggest that direct observation of a field
experience is needed to understand its ecology. The complexities of the interpersonal
relationships during student teaching can be better understood using a naturalistic
approach (Mclntyre, Byrd, & Foxx, 1996). “Qualitative research provides better access to
thinking and behavior and holds more promise of generating information about
appropriate roles, responsibilities, and goals” (Guyton & Mclntyre, 1990, p. 524).

Several researchers have raised issues concerning cooperating teachers.
Philosophical preferences, personality, years of teaching experience, and level of
education have been suggested as indicators of potential effectiveness as a cooperating
teacher (Watts, 1987). Griffin (1986) stated that the body of research literature about
student teaching was “surprisingly small” in relation to its importance in teacher
preparation (p. 266). Some believe that research about cooperating teachers should
explore selection and training, experience, role and responsibilities, effect on student
teacher attitudes, socialization and philosophy, supervisory style, and interpersonal
communication from the viewpoint of the cooperating teacher as well as the student
teacher (Applegate, 1987; Griffin, 1986).

Cooperating teachers believed that the relationship established with their student
teacher was critical (Applegate, 1987). Their roles and responsibilities, however, were
often ill-defined (Applegate; 1987; Griffin, 1986; Guyton & Mclntyre, 1990; Mclntyre et

al., 1996; Watts, 1987). This confusion about roles could be partially blamed on the



developmental nature of the student teaching experience, since the role of the student
teacher and cooperating teacher changes over time (Mclntyre et al., 1996). Role
confusion and a lack of shared expectations lead to an unsuccessful experience (Guyton
& Mclntyre, 1990). Open communication and collaboration among all parties is needed
regarding responsibilities and role expectations in this process of supervision and
mentoring that is full of “invention and improvisation” (Bowles & Runnels, 1998; Clark,
2002, p. 79). While open communication is necessary, it is not easily achieved. “Student
teaching is a complex process and one of its most abstruse components is the cognitive
complexity of the triad members” (Guyton & Mclntyre, 1990, p. 523).

Hawkey (1997) reviewed the existing literature on mentoring in teacher education
in the hopes of establishing an agenda for future research. Hawkey outlined four main
approaches to research in mentoring. The four approaches included roles and
responsibilities of mentors, a functional approach that identified stages of student teacher
growth and developed a mentoring model accordingly, investigation of the typical stages
of mentoring which place emphasis on the interpersonal aspects of mentoring, and the
examination of the views brought by mentors to the experience which shape their
mentoring role (p. 326). Researchers rarely considered the intricacies of mentoring
interactions, how relationships operate between the individuals involved in mentoring,
and how or what student teachers learn from mentoring.

An effective student teaching placement relies on a good relationship between
those involved, particularly in terms of creating a warm and supportive environment for
the student teacher. The cooperating teacher is the key participant in determining the

quality of the experience for the student teacher (Zeichner, 2002). Laboskey and Richert




(2002) agreed, stating that the student teacher/cooperating teacher relationship must be
safe, supportive, promote reflection, and result in collaborative learning between both
parties. However, being a good cooperating teacher is not always synonymous with being
a good teacher. A cooperating teacher must engage in active mentoring. “Learning to be a
good mentor is a complex and demanding process” (Zeichner, 2002, p. 59). Active
mentoring significantly improves the quality of the student teaching experience for
preservice teachers.

Student teaching is the seminal experience of undergraduate music teacher
preparation (Conway, 2002; Gray, 1999; Legette, 1997; Richards & Killen, 1994;
Rideout & Feldman, 2002; Roulston, Legette, & Womack, 2005; Sudzina & Coolican,
1994). Inservice and preservice music teachers consider it the most valuable part of
preservice teacher education (Conway, 2002; Verrastro & Leglar, 1992). Student teachers
begin the practicum in a limited role, on the edge of the teaching experience. They hope
to gradually move toward the center, increasingly take on more responsibility, and step
fully into the teacher role (Rideout & Feldman, 2002). The cooperating teacher assists or
impedes the student teacher’s move to the center.

Field experience research suggests that influences beyond the university setting,

such as the cooperating teacher and the school context, may interfere with the

ability of the preservice teacher to transfer what was learned in the methods class

to the actual teaching situation. (Verrastro & Leglar, 1992, p. 683)

Though most research identifies the cooperating teacher as the most influential member
of the student teaching triad from the student teacher’s point of view, little of it has

focused on cooperating teachers as primary participants (Verrastro & Leglar, 1992).



Research of the student teaching experience in music education has information about the
cooperating teacher embedded in it, rather than as the focus of the study (Rideout &
Feldman, 2002). The meager effort given to research in music teacher education
indicates a need for more investigation of all aspects of the student teaching experience
(Asmus, 2000).

The literature review for this dissertation begins with an overview of research on
the student teaching experience in music education, including a brief look at three
seminal studies: Krueger (1985), Schleuter (1991), and Schmidt (1994b). Following these
seminal studies is a review of research on role-identity and socialization in music teacher
education. Next is a review of research in general education and music education
focusing on the cooperating teacher in the areas of preparation, characteristics,
professional growth, and role as teacher educator. The literature review concludes with

the Purpose and Problems for the current study at the end of this chapter.

Research on Student Teaching in Music Education

Many research studies have focused on the perceptions and teaching performance
of music student teachers (Frederickson & Pembrook, 1999; Kelly, 2000; Krueger 1985;
Madsen & Kaiser, 1999; Paul, Teachout, Sullivan, Kelly, Bauer, & Raiber, 2001, 2002;
Schmidt, 1994a, 1994b; Stegman, 2001, Yourn, 2000). Researchers have examined
student teachers’ attitudes and perceptions about field experience (Frederickson &
Pembrook, 1999; Kelly, 2000; Madsen & Kaiser, 1999). Paul et al. (2001, 2002)
investigated the relationship of occupational role development and prior field experience

to initial teaching performance in student teaching. Krueger (1985) and Schmidt (1994a,




1994b) both studied the development of teacher identity, beliefs, and learning about
teaching over the course of the internship. Stegman (2001) studied the reflective practices
of student teachers. Schmidt and Knowles (1994) examined the failure experiences of
four student teachers following their internship. Schleuter (1991) investigated student
teachers’ instructional and curricular thinking during the internship.

Madsen and Kaiser (1999) and Kelly (2000) investigated the pre-internship fears
of student teachers. Over a 3-year period, subjects (N = 115) in an orientation session
prior to student teaching were asked to write down their three greatest fears about student
teaching (Madsen & Kaiser, 1999). Reponses were analyzed and classified into
categories. Student teachers were also classified into groups of exceeds expectations,
meets expectations, and adequately meets expectations. Descriptive analysis of subjects’
answers revealed that the biggest fear of student teachers related to student teaching was
discipline and classroom management, which was identified twice as often as the second
most closely rated fear, that of failure (Madsen & Kaiser, 1999).

Kelly (2000) asked subjects (N = 62) to write down their three greatest fears about
student teaching and their three greatest fears about their first year of teaching. Data were
analyzed and classified using the same taxonomies as Madsen and Kaiser (1999). Like
subjects in the Madsen and Kaiser (1999) study, discipline was ranked as the number one
fear associated with student teaching. The second greatest fear about student teaching in
this study was concern over relationships with supervisors and principals (Kelly, 2000).
Madsen and Kaiser (1999) and Kelly (2000) suggested that music teacher educators

incorporate experiences in undergraduate preparation alleviate these fears and bui
rporate expe dergrad preparation that alleviate these f d build




confidence in preservice music teachers, therefore leading them to success (Kelly, 2000;
Madsen & Kaiser, 1999).

Frederickson and Pembrook (1999) investigated the perceptions of student
teachers during field experience. Student teaching placements for all subjects (N = 30)
included an elementary general music placement for half of the semester and a secondary
setting for the other half. Subjects were asked to keep a daily journal throughout the
practicum. Each day subjects recorded their expectations for the day, described daily
activities, reported best and worst aspects of the day, and gave an overall evaluation at
the end of each day.

Frederickson and Pembrook (1999) found that the best aspects of the day were
related to the advantages of teaching, like choosing literature and getting to talk with
other teachers. The highest and lowest evaluations for each day revolved around music-
making with students, either excellent or poor. Most evaluations focused on positive
examples of music-making rather than negative. When expectations and evaluations
differed significantly, control was the main issue. If the student teacher perceived a lack
of being in charge or in control of a situation in the classroom in terms of student
instruction and behavior or decision-making, evaluations tended to drop sharply when
compared to the expectations for the day. Frederickson and Pembrook suggested that
helping student teachers gain control during student teaching could be a key issue in
music teacher education.

Paul et al. (2001) examined the effects of authentic-context learning (ACL)
activities on initial teaching performance in student teaching for instrumental music

education majors. Initial teaching performance was significantly related to the number of
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early field experiences, number of peer-teaching experiences, and the number of self-
observations of peer-teaching. There was a significant difference in initial teaching
performance for high, medium, and low levels of ACL activity (p = .001). Differences
existed between high and medium groups and high and low groups, but not medium and
low groups. Paul et al. suggested that more research into appropriate feedback from
instructors, reflective practice techniques, and those factors’ relationships to initial
teaching performance is warranted. The researchers also recommended further research
into ACL activities and initial teaching performance for choral and general music student
teachers.

Paul et al. (2002) investigated the level of occupational role development in
instrumental music student teachers and their initial teaching performance in the student
teaching practicum. Role development did not correlate significantly with initial teaching
effectiveness. The researchers encouraged continued study of occupational role
development and initial teaching performance that included a subject sample from a
wider range of universities and specialty areas.

Qualitative researchers in music education have also turned their attention to the
student teaching experience. In ;1 collective case study of six choral music student
teachers, Stegman (2001) looked at student teachers’ perceptions of their own successes
and failures using guided reflection. Participants engaged in guided questioning
following instruction, completed questionnaires, and provided lesson plans to the
researcher. The researcher also used field notes and her own journal as data. Coding of

data revealed five themes: Beliefs about Teaching and Learning, Orientation to Subject
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Matter, Perspectives Regarding Curriculum and Planning, Reflective Capacity, and
Images/Models/Metaphors.

The student teachers who perceived their role as one of facilitator better
understood student learning (Stegman, 2001). Stegman suggested that guided
observations focusing on student-teacher interactions, student participation, instructional
representations, and assessment would provide contrasting views from which student
teachers could learn. A powerful connection between the images student teachers had of
teaching and their teaching practice was discovered. Inquiry into student teachers’
practices and the practices of others, and time spent considering theory and philosophy,
may help construct images. Exposure to a wide variety of classrooms is important also to
the construction of images. Following up this exposure with discussion and activities like
writing personal histories and biographies was suggested. Stegman recommended that
supervision be based on guided questioning to increase meaningful reflection by student
teachers. Discussing images, models, and metaphors that emerge during student teaching
is important to reflection and development of teaching practice. Focusing supervision on
dialogue that builds collegiality and collaboration models these attributes, which are
necessary for future success in the profession.

Yourn (2000) examined preservice music teachers’ perceptions of how they learn
to teach during a four-week practicum. Nine student teacher and cooperating teacher
participants engaged in interviews, focus group meetings, and completed questionnaires.
Yourn analyzed data using a developmental model illustrating student teachers’ concerns
in three sequential stages: (1) concern with self, (2) concern with teaching, and (3)

concern with pupils. Yourn found that student teachers often moved back and forth
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between the three stages, though all did not progress from one stage to the next. Student
teachers and cooperating teachers expressed concerns about classroom management and
about the limitations of the teaching placement. Student teachers’ relationships with their
cooperating teacher and university supervisor also emerged as important. A variety of
relationships were formed including ones that clicked and ones that were wrought with
conflict. Yourn encouraged further research into the cooperating teacher’s role as mentor
and its effect on the student teacher’s development.

Four student teachers’ beliefs about good teaching were reported by Schmidt
(1994a). Using participant-observation, audio and video of teaching, weekly discussions
during student teacher seminar, interviews, and journals, Schmidt delineated three
themes: Personal Qualities, Instructional Practices, and Management Strategies. Personal
qualities of good teachers as identified by student teachers included respect, which good
teachers earned from their students. Good teachers also created community in their
Classrooms. Good teachers’ instructional practices were informed by university methods
courses, ensembles, and applied teachers. Student teachers believed that a good teacher
used well-paced and interesting instruction that minimized behavior problems. Good
teachers communicated high expectations to students. Though each student teacher had
multiple cooperating teachers, only one cooperating teacher stood out for each student
teacher as an example of good teaching.

Student teachers’ own experiences as students guided their teaching practices, so
music teacher educators must work to expand their experiential knowledge of good
teaching (Schmidt, 1994a). Guided reflection to identify and evaluate beliefs could be

implemented using case studies, observations, mini-ethnographies of classrooms, and
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experimentation with teaching practices in a safe environment. Because of the wide range
of contextual and personal variables, teaching ‘good teaching’ is difficult (p. 23).
Schmidt encouraged more research detailing preservice music teachers’ construction of
beliefs about good teaching. She also recommended investigating the developmental
patterns of beliefs about good teaching in terms of age, gender, and personality.

Schmidt and Knowles (1994) combined several case studies to tell the story of
four women who experienced failure in their music student teaching experience. This is
the only known study that examines failed student teaching experiences in music. The
researchers uncovered four factors of failure: personal histories, understanding of self as
teacher, instructional problems, and contexts of the student teaching experience. The
personal histories of each woman played an important role in the failure of the internship,
along with the relationship established with mentors. None of the four women ever
viewed themselves as successful during any point of their student teaching practicum.

Music teacher educators must broaden the concept of the ways people learn to
teach in order to avoid failure experiences (Schmidt & Knowles, 1994). Using prior
experience to explore personal histories and develop models of teaching could lead to a
positive internship. Validating the personal experience of the preservice music teachers as
students and as teachers, and helping student teachers create expectations of success for
themselves might help. Expectations for appropriate support and mentoring are also
important to ensure a successful experience. Schmidt and Knowles recommended
investigating the personal qualities of effective student teacher-cooperating teacher

matches to find how and if they impact the success of the student teaching experience.
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Both quantitative and qualitative music education researchers have examined the
student teaching experience. Most research has focused on the student teacher as primary
participant, during the student teaching internship (Frederickson & Pembrook, 1999; Paul
etal., 2001, 2002; Schmidt, 1994a; Stegman, 2001; Yourn, 2000). Personal history, prior
experience, and reflection emerged as important factors in student teaching (Paul et al.,
2001, 2002; Schmidt, 1994a; Schmidt & Knowles, 1994; Stegman, 2001). A few studies
revealed the importance of context and mentoring in the student teaching experience and
suggested further research into contexts of student teaching and the match between
student teacher and cooperating teacher (Schmidt, 1994a; Schmidt & Knowles, 1994;
Stegman, 2001; Yourn, 2000).

The following three studies used the qualitative paradigm to explore student
teachers’ experiences during student teaching. Incorporating ethnographic techniques,
such as participant-observation, was a core part of each study. All three studies followed
a case study design, and data were analyzed within and across cases.

Krueger (1985) examined choral music student teachers’ perspectives toward
their role as teacher and the influence of the hidden curriculum on those perspectives.
The hidden curriculum was defined as existing school structures and policies like
organization, scheduling, curriculum, and the cooperating teacher’s instructional
practices. Krueger found that student teachers’ perceptions were greatly influenced by the
hidden curriculum and that student teachers perceived this hidden curriculum as
unchangeable. Developing reflective and critical thinking skills in the music teacher

preparation program may help student teachers better negotiate the hidden curriculum.
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Schleuter (1991) examined the preactive and postactive curricular thinking of
elementary music student teachers in a mixed-methods ethnographic case study. She
wanted to understand the curricular thinking of the student teachers and how it changed
over the course of the student teaching experience. Data included notes from participant-
observation, lesson plans, journals, audiotapes of meetings between student teachers and
cooperating teachers, and formal and informal interviews. Curricular thinking was
categorized by five frameworks: (1) Aims/Goals/Objectives/Scope/Sequence, (2)
Content/Concept, (3) Activities, (4) Nature of the Learner, and (5) Pupil/Program/Self-
Evaluation.

Schleuter (1991) discovered that student teachers devoted attention to all
categories at times throughout the semester, but not all categories all the time.
Cooperating teachers influenced the curricular goals of student teachers more than any
other factor in the student teaching practicum. Schleuter concluded that student teachers
needed to learn in methods courses the clear connection between concept, activity, scope,
and sequence. She also recommended more instruction about musical development in
children, individual and group evaluation techniques, and more practice of appropriate
feedback for failure outcomes.

Schmidt (1994b) investigated the learning of four instrumental music student
teachers during student teaching. Through observations, interviews, journals, notebooks,
student teacher seminar, formal observations and conferences, and informal interaction,
Schmidt examined the lessons learned by the participants. She found that not all of the
student teachers learned the same things from their internship, though they had all

completed the same university music teacher preparation program. Their learning was
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cumulative, based on prior experience, and dependent on the nature of the relationship
formed with the cooperating teacher. The importance of “being themselves” as teachers
permeated all aspects of the student teachers’ experiences.

The preceding research focused on the student teacher as the primary participant,
with research taking place during the student teaching experience (Frederickson &
Pembrook, 1999; Krueger, 1985; Schleuter, 1991; Schmidt 1994a, 1994b; Schmidt &
Knowles, 1994; Stegman, 2001, Yourn, 2000). Though the research focused on a variety
of aspects of student teacher development and practice, there were some common
findings. Past experiences of student teachers played an important role in the student
teaching experience (Schmidt, 1994a, 1994b; Schmidt & Knowles, 1994; Stegman,
2001). Personal beliefs about self and about teaching influenced perceptions (Schmidt,
1994a, 1994b; Schmidt & Knowles, 1994; Stegman, 2001). Cooperating teachers and
mentoring practices also affected student teachers’ experiences (Krueger, 1985;
Schleuter, 1991; Schmidt, 1994a, 1994b; Schmidt & Knowles, 1994; Yourn, 2000).
Despite evidence of their importance in the student teaching experience, less research has

focused on the roles and perspectives of cooperating teachers.

Role-Identity and Socialization of Music Teachers
Sociological and educational researchers have studied role identity, occupational
identity, and socialization, and their applications to preservice teacher education (Bouij,
1998, 2004; Broyles, 1997, Isbell, 2006, 2007; Fuller, 1969; McCall & Simmons, 1978;
Paul, 1998; Raiber, Teachout, Killian, Dye, & Vandehey, 2007; Roberts, 1991; Scheib,

2007; Waterman, 1984; Yourn, 2000). McCall and Simmons (1978) defined role-identity
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as “the character and the role that an individual devises for himself as an occupant of a
particular social position” (p. 65). They went on to state that “more intuitively, such a
role-identity is his imaginative view of himself as he likes to think of himself being and
acting as an occupant of that position” [italics in original] (p. 65). This theory of role-
identity, along with theories of occupational identity and teacher concemns, has been the
basis for a growing body of research on music teacher identity and socialization (Bouij,
1998, 2004; Broyles, 1997; Carper, 1970; Conkling, 2003, 2004; Ferguson, 2003; Fuller,
1969; Mark, 1998; Isbell, 2006, 2007; Paul, 1998; Raiber et al., 2007; Roberts, 1991;
Robinson, 2005; Scheib, 2007; Yourn, 2000).

Fuller (1969) examined the concerns of preservice and inservice teachers across
multiple studies. He identified three stages of concern: (1) concern with self, (2) concern
with teaching, and (3) concern with pupils. Fuller found that student teachers were
concerned with themselves for most of the student teaching semester, and then became
concerned with pupils towards the end of the semester. Subsequent studies supported
these findings; preservice and novice inservice teachers were often more concerned with
themselves, while experienced teachers were more concerned with pupils. Music
education researchers have used Fuller’s stages of teacher concerns to analyze, interpret,
and foster the formation of teacher identity in preservice music teachers (Broyles, 1997,
Paul, 1998; Raiber et al., 2007; Yourn, 2000).

Woodford (2002) identified two categories of socialization for undergraduate
music education majors: primary and secondary (Woodford, 2002). Primary socialization
occurs prior to entering college and is influenced mostly by family members, teachers,

- and others to which a person is emotionally close. Secondary socialization begins post
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high school and is less salient in the formation of a music teacher identity than primary
socialization (Woodford, 2002). University schools of music socialize students as
performers, making the development of a teacher identity difficult for undergraduate
music education majors until they actually begin teaching (Bouij, 1998, 2004; Mark,
1998; Roberts, 1991; Scheib, 2007; Woodford, 2002).

Reflective and critical practices throughout.the undergraduate music program can
foster music teacher socialization (Woodford, 2002). Activities and experiences that
challenge students’ thinking and encourage them to “explore a wide variety of teaching
roles” may promote teacher identity development in undergraduate music education
majors (p. 690). To help music education majors begin thinking of themselves as
teachers, music teacher educators must make explicit students’ beliefs about teaching and
challenge the idea of performer as “primary determinant of their social status and
professional identity” (p. 690).

Bouij (1998, 2004) explored role-identity theory in the socialization of preservice
music teachers. He found that new activities or experiences during secondary
socialization can change the role-identity of music majors from performer to teacher.
When an undergraduate music education major’s collectivity — the place where norms
and values of a certain group are transmitted — becomes teachers and pupils, a shift in
identity occurs. The preservice teacher begins forming their identity in relation to this
new collectivity.

Feedback from members of the collectivity implies one’s potential for success in
teaching and further informs identity formation (Waterman, 1984). Mentor teachers, who

are experts in the craft, can be helpful in the identity formation of preservice teachers
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(Waterman, 1984). They should allow the preservice teachers to discover their own
identity within the profession, rather than fitting the preservice teacher into their
preconceived mold of what a teacher is or should be (Waterman, 1984).

Isbell (2006, 2007) administered a questionnaire to more than five hundred
preservice music teachers to elicit information about socialization and occupational
identity in preservice music teachers. He found slightly stronger correlations between
secondary socialization and occupational identity than primary socialization and
occupational identity. Results also showed that experiences, rather than people, were
significant predictors of occupational identity. Isbell concluded that various experiences
and people impact occupational identity during preservice training. He recommended a
diversity of curriculum offerings, multiple methods of instruction, and patience with
students in their early field experiences to help foster the formation of a teacher identity
in undergraduate music education majors.

Paul (1998) studied the impact of a two-year peer teaching lab experience on the
professional teacher role development of three instrumental music education majors.
During their student teaching semester or first year of teaching, the three participants met
with Paul for interviews and to view and discuss video from their peer teaching
experience. Paul used Carper’s (1970) four categories of role development as a
framework: (1) ownership of occupational title and identity, (2) commitment to
professional tasks and knowledge, (3) institutional position and reference group
identification, and (4) recognition of social position. Paul also examined participants’

development using Fuller’s (1969) stages of concerns of teachers.
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Participants varied in strength in role development category one, occupational
title and identity. Paul (1998) attributed this variation to experiences outside of the peer-
teaching laboratory, particularly interactions with students and other teachers in “real”
classrooms. Category two, commitment to professional tasks and knowledge, showed the
strongest link to the peer teaching laboratory, with the length and structure of the
laboratory experience being beneficial in this area. Categories three and four were strong
in all three participants. Paul observed movement of all of the participants to the third
stage of Fuller’s (1969) model of teacher concerns: concern with pupils. Paul concluded
that, overall, the peer teaching laboratory experience contributed positively to the
participants’ development of a teacher identity. Peer teaching helped them learn how to
teach, develop a strong base of professional knowledge, and helped move them through
Fuller’s stages of concern so that they were prepared for interactions with students in
their student teaching experience.

Broyles (1997) studied the effects of videotape analysis on the identity
development of music student teachers. Twelve undergraduate music education majors
answered questionnaires, kept journals, and completed observation instruments while
viewing video of themselves teaching. University supervisors and cooperating teachers
also completed questionnaires about student teachers’ development. Using Fuller’s
(1969) three stages of teacher concerns and Carper’s (1970) levels of occupational
identity, Broyles interpreted each student teacher’s level of role development. Over the
course of the semester, the student teachers’ concerns for self diminished and concerns
for students increased. Occupational identity increased for most of the student teacher

participants. Both university supervisors and cooperating teachers liked the videotape
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analysis and observed positive changes in student teachers’ practices and understanding
of teaching and learning.

Ferguson (2003) used a multiple case study approach to examine the relationship
between a university String Project and the development of the undergraduate
participants’ understanding of themselves as teachers. Four undergraduates who were
assistants in the String Project served as participants. Ferguson collected ethnographic
data including field notes, interviews, email correspondence, and documents. The
undergraduates’ past personal experiences with teaching and learning and their personal
beliefs about themselves filtered the experience of becoming a teacher for each of them.
For example, participants varied in their reactions to full group teaching based on their
past experience as students and teachers in individual and group settings. Feedback
played a prominent role in the participants’ ideas of themselves as teachers. They valued
the feedback received not only from their mentor teachers in the String Project, but from
the students as well. Ferguson recommended that field experiences be designed to engage
preservice music teachers’ personalized definitions of teaching. Through that
engagement, teacher educators can challenge students to take risks as they grow and
develop as teachers.

Conkling (2003) examined the role of reflective thinking in preservice choral
music teachers’ process of learning to teach in a professional development school (PDS).
She was particularly interested in what their reflective thinking showed about their
professional growth and identity development in an early field experience. Using
observations, student journals, and interviews, Conkling found that the cooperating

teacher was an influential model whom the preservice teachers “looked to for stréngth of
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character and the relationships she developed with students,” though they did not imitate
her teaching (p. 17).

The preservice teachers tested their own competency for teaching and tried out
various teacher personas during their field experience at the PDS (Conkling, 2003). They
felt a sense of ownership of their own teaching practices. Conkling found that the
preservice teachers were concerned with constructing their teacher identities as well as
the technical aspects of their teaching. She recommended further research on preservice
teachers’ reflective thinking as it relates to their professional growth.

Scheib (2007) made recommendations for fostering socialization and providing
support to preservice and inservice music teachers. He recognized the tension between
the musician-performer identity formed in undergraduate studies and the teacher identity.
In order to ease the transition and support both identities in music teachers, Scheib
developed recommendations for preservice and inservice activities. For preservice
teachers he proposed mentoring and immersive experiences that bridged the gap between
the two identities. He suggested music-makir;g at professional conferences, musicianship
components in music education graduate programs, and participation in community
ensembles for inservice teachers. These solutions may help ease the transition from
college to professional life, and sustain the practicing music teacher over the course of
her career.

Conkling (2004) turned her attention to inservice teacher identity in another study
of a PDS. Conkling discovered the possibility that the inservice teachers who were part of
the PDS restyled their identities as they worked with the preservice teachers. The

inservice teachers perhaps found that “the boundary between teaching and learning to
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teach is less certain than they previously believed it to be” (p. 13). She suggested further
research on teacher identity development in all participants in a PDS.

Robinson (2005) studied the effects of a state sponsored new music teacher
evaluation program on the veteran teachers who participated as evaluators. He looked
specifically at changes in the classroom performance and attitude towards teaching of the
veteran educators, their professional growth, and changes in their relationships with
fellow teachers. Four themes emerged during data analysis: (1) Professional
Awareness/Recognition of “Best Practices”, (2) Confidence/Validation, (3) Reflection
and Critical Analysis of One’s Own Practice, and (4) Professional Development and
Growth.

The veteran teachers changed their own teaching practices to ensure they were
including “best practices” (Robinson, 2005). Participation in the program boosted the
confidence of the veteran teachers and solidified their belief in the importance of music
teaching. Veteran teachers reported that they reflected and analyzed their own teaching
practices more often. They found themselves considering if what they were doing in their
classrooms was worthy of being a model for a novice teacher. As a result of their
participation, veteran teachers were challenged and grew professionally without having to
leave their classroom. Robinson suggested implementing mentoring, induction, and
assessment programs that challenge and sustain veteran teachers while allowing them to
stay in their classrooms. “In order for our best teachers io have the opportunities to
advance without leaving the profession, there is a need for the creation of new roles and

responsibilities for teachers” (p. 57).
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Researchers have examined socialization and identity formation in preservice
music education majors (Bouij, 1998, 2004; Broyles, 1997; Ferguson, 2003; Isbell, 2006,
2007; Paul, 1998; Scheib, 2007; Woodford, 2002). Secondary socialization, which occurs
during college studies, typically fosters a musician-performer identity in undergraduate
music education majors (Bouij, 1998; Mark, 1998; Roberts, 1991; Scheib, 2007,
Woodford, 2002). Experiences, people, and reflective and critical thinking during
secondary socialization potentially influence the formation of a teacher identity in
preservice music teachers (Broyles, 1997; Conkling, 2003; Ferguson, 2003; Isbell, 2006,
2007; Paul, 1998; Woodford, 2002).

Certain curricular tools and models like reflective thinking and PDS have shown
promise in fostering teacher identity in preservice music teachers (Broyles, 1997,
Conkling, 2003; Ferguson, 2003; Paul, 1998). Conkling (2004) and Robinson (2005)
researched the effects of two different programs on teacher identity and development in
practicing music teachers, while Scheib (2007) recommended specific activities to sustain
the musician identity of inservice music teachers. Research remains unclear about the
impact of student teaching on the teacher identity of preservice and inservice music
teachers. The importance of fostering and sustaining a music teacher’s identity across a

career points to the need for further research in this area.

Cooperating Teacher Research
Cooperating Teacher Preparation
In a delicate balancing act, any preparation of cooperating teachers must meet the

needs of the cooperating teacher while also meeting the needs of the university and
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student teacher. Issues of time, relevance, graduate credit, and status abound when
attempting to develop and implement an appropriate preparation program for cooperating
teachers (Connor, Killmer, McKay & Whigham, 1993; Hamlin, 1997; Kent, 2000;
Richards & Killen, 1994; Smith, 1990). Ideas about what cooperating teachers need prior
to their first assignment as a cooperating teacher are plentiful (Clarke, 2001; Connor &
Killmer, 1995; Connor et al., 1993; Garland & Shippy, 1991; Kahn, 2001; Kent, 2000;
Smith, 1990).

Connor et al. (1993) identified four areas of importance to address in cooperating
teacher preparation. One area of importance included a collaborative approach that gives
cooperating teachers respect and recognition, the inclusion of current research so that
cooperating teachers will know what their student teachers are learning, interpersonal
communication skills such as mentoring, counseling, conferencing, and observation
techniques, and well-stated expectations with clearly defined roles for each member of
the student teaching triad — student teacher, cooperating teacher, and university
supervisor (Koerner, Rust, & Baumgartner, 2002).

Koermer (1992) found that cooperating teachers expect the university to provide
definitions of their role. One preparation program meeting this particular expectation of
cooperating teachers revolves around the implementation of the clinical supervision
model. Several studies in general education investigated the use of the clinical
supervision model in the student teaching experience (Kent, 2000; Smith, 1990). This
model consists of a pre-observation conference, observation, and post-observation
conference, ideally completed many times throughout the practicum. When student

teachers and cooperating teachers both received training in this model, the student
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teaching experience seemed most satisfying to the student teacher (Smith, 1990). Kent
(2000) found that using the clinical supervision model decreased the tension in the
cooperating teacher-student teacher relationship. A foundation of trust developed
between the student teacher and cooperating teacher, and the cooperating teacher
functioned more as helper than an evaluating supervisor (Kent, 2000).

Drafall (1991) conducted a case study that followed two choral music cooperating
teachers who had been trained in clinical supervision. Data were collected through
observations, interviews with participants and secondary informants, videos of weekly
supervision conferences between cooperating teachers and student teachers, videos of
student teachers’ lessons, and cooperating teachers’ and student teachers’ journals. Both
cooperating teachers expressed high opinions of the clinical supervision program
regardless of the performance of their student teachers. They also expressed satisfaction
with the preparation and instruction they received in clinical supervision.

The Clinical Supervision Model is one way to prepare cooperating teachers for the
responsibility of accepting a student teacher into their classroom. Preparation of any type
must meet the needs of the individual cooperating teacher, making them highly

contextual.

Characteristics of Effective Cooperating Teachers

To be a successful and effective cooperating teacher, one must possess certain
characteristics. The selection of cooperating teachers should be based upon the
cooperating teacher’s ability to provide a supportive environment, organization,

enthusiasm, pedagogical skills, and flexibility (Connor et al., 1993; Morin, 2000). One
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study in general education determined that the selection and evaluation of cooperating
teachers has remained unchanged over decades (Blocker & Swetnam, 1995). Due to their
influential role in shaping the teaching behaviors and curricular thinking of preservice
teachers, cooperating teachers must be selected, trained, evaluated, and valued
appropriately in a teacher preparation program (Connor & Killmer, 1995; Morin, 2000;
Schleuter, 1991).

In a longitudinal study conducted by Woolley (1997), student teachers identified
positive qualities of cooperating teachers. On the open-ended survey, student teachers
indicated they valued cooperating teachers who were experts, provided feedback, were
welcoming, supportive, and shared ideas and power in the classroom. Findings of a study
seeking to define the role of each person in the student teaching triad supported the
earlier conclusions of Woolley. Those findings showed agreement among all three
members of the student teaching triad that good cooperating teachers take time with
student teachers, share their knowledge about good teaching, and are good role models
and mentors.

Connor and Killmer (1995) reported evaluations of cooperating teacher
effectiveness as measured by student teachers and cooperating teachers themselves. In the
study, cooperating teachers responded to a questionnaire that identified attributes of
effective cooperating teachers. Cooperating teachers indicated that flexibility, providing
feedback, sharing ideas, nurturing, and encouraging were all qualities that they should
possess. In Kahn’s (2001) qualitative study of twenty cooperating teachers, they named

flexibility and good communication skills as important cooperating teacher
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characteristics that contribute to success in the student teaching experience, supporting
the earlier findings of Connor and Killmer.

Cooperating teachers and student teachers hold similar opinions about
characteristics of effective cooperating teachers. Flexibility, communication skills, and
interpersonal skills were cited as important attributes (Connor & Killmer, 1995; Connor,
et al., 1993; Kahn, 2001; Morin, 2000; Woolley, 1997). These characteristics, along with
knowledge of subject matter, increase the likelihood of a positive student teaching

experience for all members of the student teaching triad.

Cooperating Teachers as Teacher Educators

Clarke (2001) surveyed 1300 cooperating teachers who had worked with student
teachers from the University of British Columbia. Cooperating teachers completed a
survey that requested demographic information as well as their beliefs about important
issues in student teaching. The findings of this large-scale study led Clarke to conclude
that common assumptions about a lack of preparation among cooperating teachers were
false. Cooperating teachers suggested that qualifications for becoming a cooperating
teacher be put in place, including requirements for teaching experience, the right
personality for working with student teachers, excellence in teaching, and a willingness to
work hard in their role as cooperating teacher. Furthermore, an overwhelming eighty-five
percent of the cooperating teachers in the study desired feedback on their own
performance as cooperating teachers.

When asked about important ideas they conveyed to their student teacher,

cooperating teachers pointed to preparation, which they believed was the most important
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pedagogical task in teaching (Clarke, 2001). Classroom management, flexibility, and
relationships with the students ranked high as well. Clarke suggested that the information
from his study reflected a shift in the role of cooperating teacher from supervisor to
teacher educator. “This shift underlines a professional practice dimension that
[cooperating] teachers perceive in their work with student teachers” (p. 15).

Schleuter (1999) examined the in-conference sharing of curricular information by
cooperating teachers in elementary general music. Using a case study design, Schleuter
gathered data from dialogue of conferences between cooperating teachers and student
teachers and information provided by cooperating teachers. Data were triangulated using
student teachers’ interviews, observation and conference notes of the university
supervisor, and student teachers’ lesson plans and journals. The pattern of
communication between the cooperating teachers and student teachers was established
early in the relationship. The cooperating teacher guided the conference style, and the
cooperating teacher’s influence on the student teacher was determined by the conference
style and control orientation of the cooperating teacher (p. 97). Most of the curriculum
sharing related to classroom events and how the cooperating teacher approached planning
greatly influenced the student teacher. Data revealed that the cooperating teachers
assumed the student teachers knew more about curricular planning than they actually did.

Schleuter (1999) recommended that the university supervisor play a bigger role in
facilitating communication between the cooperating teacher and student teacher and
prepare the student teacher to ask questions about curriculum. As teacher educators, the
cooperating teachers needed to focus more on sequence and relay their students’ prior

experiences with concepts when talking with the student teachers. When the cooperating
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teacher let the student teacher plan long-range, the student teacher experienced a more
real-world situation. Longitudinal studies on cooperating teachers could examine the
mentoring role in terms of curricular sharing. Schleuter suggested comparing the
curricular sharing of cooperating teachers who had and had not received training for their
role as cooperating teacher.

Brophy (2002) administered a survey about general music teachers’ perceptions
of preservice teacher preparation. Respondents indicated that the student teachers they
mentored were lacking in pedagogical and classroom management skills. Suggestions to
improve these deficiencies revolved around more fieldwork experience for teachers prior
to student teaching, implying that the cooperating teachers themselves had a desire to be
more involved in the education of the preservice music teacher or, in other words, be a
teacher educator. Kahn’s (2001) study of twenty cooperating teachers also showed a
desire by cooperating teachers to be more involved and valued in the teacher preparation
process by participating in and providing input for methods classes.

Classroom teachers need the time to develop the necessary skills to make the shift
from educator to teacher educator (Feiman-Nemser & Buchmann, 1987). “Cooperative
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” (Feiman-Nemser
& Buchmann, 1987, p. 256). Cooperating teachers became more like teacher educators as
they developed communication and listening skills and knowledge of different teaching
models. In an ideal student teaching practicum, cooperating teachers believed they should
have an active role in teaching the student teacher how to teach rather than just letting

them practice over and over (Borko & Mayfield, 1995). Proper preparation and valuation
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of cooperating teachers as teacher educators will help ensure a positive and successful

student teaching placement.

Cooperating Teachers’ Professional Growth

Koemer (1992) examined the professional growth that cooperating teachers
experience as a result of their role. In journals kept by eight elementary level cooperating
teachers, consequences of having a student teacher included interruption of instruction,
cooperating teacher displacement, disruption of classroom routine, breaking cooperating
teacher isolation, and shifting of the cooperating teacher’s time and energy. Because
having a student teacher affects the cooperating teacher so profoundly, one questions the
motivation for accepting a student teacher. One benefit that cooperating teachers reap
from their experience with student teachers is professional development and growth.
Throughout their experience, the eight teachers in Koerner’s study experienced growth as
they reflected upon themselves as practitioners and the teaching profession in general.

Being a cooperating teacher promotes reflection and rejuvenation (Ganser, 1997).
Teaching can be an isolated profession, particularly in music, and talking with another
person about teaching benefits the cooperating teacher as well as the student teacher.
Ganser found that cooperating teachers identified learning new ideas as the largest area of
their own professional growth as a result of having a student teacher. Cooperating
teachers reflected on their own work as they acquired new knowledge in their content
area and new teaching techniques from their student teacher.

Another study focusing on the self-reported professional growth of the

cooperating teacher uncovered similar ideas. From the responses of cooperating teachers
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on an open-ended survey, Hamlin (1997) concluded that the benefits to cooperating
teachers of having a student teacher could be classified into the following categories:
New Activities Learned, Refinement or Review of Teaching Methods, Team-teaching,
Analysis of Practice, and Good Role Modeling. Cooperating teachers learned new ideas
from their student teachers and began closely scrutinizing their own practices. Having
someone to share ideas with also pushed them to be good role models, boosting the
professional development of the cooperating teacher. Because cooperating teachers found
the experience so valuable, some suggested a Professional Development Component
option that provided graduate credit be made available to interested cooperating teachers.

Conkling and Henry (1999) discussed Professional Development Schools (PDS)
as a way of preparing new music teachers. With PDS as a learning community between
the university, student, and public school teacher, cooperating teachers benefited through
this collaboration by continuing their own professional development. The partnership
ideally allowed for ongoing dialogue between all parties and helped turn theory into
practice, from the university classroom to the public school classroom. University
supervisors’ first responsibility is to their student teachers, just as the cooperating
teachers’ first responsibility is to their students; a professional development partnership
provides the opportunity to address both needs and enhance the learning experience for
all.

Promoting and encouraging professional growth surfaces as an advantage of
serving as a cooperating teacher. The opportunity for professional growth and increased
reflection helped cooperating teachers become better educators and improved student

achievement in their class (Arnold, 2002). The collaboration with student teachers over
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the course of the internship benefited cooperating teachers as well as student teachers and
students (Arnold, 2002). Cooperating teachers enjoyed the sharing and mutual learning,
especially in subjects such as music in which teachers may feel isolated (Veal & Rikard,
1998).

Several important studies exist in general education addressing the viewpoints of
cooperating teachers. There are studies of cooperating teachers’ perspectives about
preparation programs, such as Clinical Supervision training (Daane, 2000; Kent, 2000;
Smith, 1990; Stanford, Banaszek, McClelland, Rountree, & Wilson, 1994). Other
researchers investigated the professional development that occurred with and among
classroom teachers when they served as cooperating teachers (Amold, 2002; Conkling &
Henry, 1999; Ganser, 1997; Hamlin, 1997; Koerner, 1992). Studies exist that define
characteristics of effective cooperating teachers by those serving as cooperating teachers
(Clarke, 2001; Connor & Killmer, 1995; Kahn, 2001). In several studies, the desire of the
cooperating teacher to be viewed as a teacher educator emerged (Borko & Mayfield,
1995; Brophy, 2002; Clarke, 2001; Feiman-Nemser & Buchmann, 1987; Kahn, 2001).
While these studies investigated the student teaching experience as seen by cooperating
teachers, a dearth of information exists about the student teaching experience specifically
in music as seen from the viewpoint of the cooperating music teacher.

“Only a few music researchers have studied the role of the cooperating teacher”
(Rideout & Feldman, 2002, p. 878). Research has shown that student teachers identify
most with cooperating teachers who share the student teachers’ beliefs and views of
teaching (Rideout & Feldman, 2002; Schmidt, 1994b). When a cooperating teacher

validates the student teacher as a person and a developing teacher, the experience is more
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educative (Rideout & Feldman, 2002; Schmidt, 1994a, 1994b; Schmidt & Knowles,
1994). A difficult match between cooperating teacher and student teacher, though, can
lead to less development and reflection by the student teacher, because the student
teacher focuses more energy on negotiating the stormy relationship (Laboskey & Richert,
2002). All student teaching placements are difficult for everyone in the experience at
some point. The challenge is to make sure the experience has the highest educative
quality possible, even when the match between cooperating teacher and student teacher is
imperfect (Clark, 2002).

The cooperating teacher has been treated by most researchers in music education
as an independent variable “whose instructional setting and learning context are
independent of the conditions of the research study” (Rideout & Feldman, 2002, p. 879).
However research has borne out the fact that the match between student teacher and
cooperating teacher and school setting is important (Krueger, 1985; Schmidt, 1994a,
1994b; Schmidt & Knowles, 1994). Researchers have failed to follow up on Krueger’s
(1985) findings that the hidden curriculum prevents the full involvement of student
teachers in their placemént (Rideout & Feldman, 2002). A student teacher may become
an assistant, rather than being allowed classroom teaching or podium time. There is a gap
in the .research literature in music education on the amount of time that cooperating
teachers give student teachers in actual teaching situations, like running class or a
rehearsal. Perhaps university supervisors feel powerless to dictate this and therefore do
not address it (Rideout & Feldman, 2002, p. 880). Research that examines the

relationship between the cooperating teacher and student teacher and the effects of the
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hidden curriculum may illuminate how cooperating music teachers share power with
music student teachers (Rideout & Feldman, 2002).

The lack of music education research investigating the cooperating teacher’s
viewpoint indicates a need for this research study. Knowledge about the relationship
formed between a cooperating teacher and student teacher affects the understanding and
growth of both parties. An incomplete picture of this influential bond leaves a gap in the
knowledge of the educational process. With the importance of the student
teacher/cooperating teacher relationship evident in other research, this relationship must
be studied in the context of the music student teaching practicum. The performance
emphasis in music adds a unique contextual dimension to the relationship formed by
cooperating music teachers with their student teachers, making it unique and worthy of
closer examination.

By exploring the relationship viewed as successful by the cooperating teacher, a
university professor can prepare student teachers more effectively for the practicum.
Because the student teaching practicum provides learning and growth opportunities for
cooperating teachers, student teachers, and their pupils, providing a positive and
successful student teaching experience for all parties involved is paramount. As
preservice teachers become inservice teachers, they rely on their student téaching to
inform their practice. To build a successful career in education, novice teachers must
enter the profession with the best preparation possible. Therefore, a close examination of

the student teacher/cooperating teacher dynamic is imperative.
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Purpose and Problems

With the intent of understanding the music student teaching experience, the
purpose of this research project is to examine the nature and extent of the student
teacher/cooperating music teacher relationship, looking specifically at the various types
of relationships that exist between student teacher/cooperating music teacher pairs. The
following four research questions were designed to guide this investigation:

1. How do cooperating music teachers describe their relationship with their

student teacher?

2. What personal, musical, educational, and professional characteristics of student

teachers contribute to developing the relationship between the student teacher and

cooperating teacher?

3. How is that relationship developed in a music classroom?

4. How does any preparation or experience of the cooperating music teacher,

including their own student teaching experience, contribute to the type of

relationship that is developed with a student teacher?
In a qualitative study, emic issues often emerge during the data collection and analysis
and may guide the formation of new research questions (Stake, 1995). Following data
collection and analysis in this study, the issue of teacher identity emerged and a fifth
research question was added.

5. How does the relationship impact the teacher identity of both the student

teacher and cooperating teacher?
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Secondary questions include:

a)

b)

c)

d)

How do cooperating music teachers decide what the student teachers’ teaching
responsibilities will be?

What constraints prevent cooperating music teachers from sharing the
classroom fully with the student teacher?

When do cooperating music teachers feel that an equitable partnership in the
classroom in possible? When is it not possible?

What type of power sharing is most satisfying for cooperating music teachers?
How do the student teachers’ views of the power sharing in the classroom

differ from their cooperating teachers’ views?
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CHAPTER 11

RELATED RESEARCH

The related research for this dissertation begins with an in depth look at three
seminal studies in music education introduced in Chapter I: Krueger (1985), Schleuter
(1991), and Schmidt (1994b). These studies are seminal not only for their findings, but
for their methodologies and the tangential information that they revealed about contexts
and cooperating teachers.

The review continues with frameworks or models of mentoring as illustrated by
Mclntyre and Hagger (1993), Maynard and Furlong (1993), Amherst School of
Education (1989, as cited in Martin, 1994) and Abell, Dillon, Hopkins, McInerney, and
O’Brien (1995), followed by research exploring the student teacher viewpoint and the
cooperating teacher viewpoint on mentoring relationships. Some researchers examine the
mentoring relationship from the perspective of the student teacher (Agee, 1996; Capa &
Loadman, 2004). Other researchers have studied the relationship collaboratively with
student teachers and cooperating teachers (Fairbanks, Freedman, & Kahn, 2000;
Liebhaber, 2003; Stanulis & Russell, 2000). Elliott and Calderhead (1993), Hawkey
(1998), Veal and Rikard (1999), Weasmer and Woods (2003), and Sanders, Dowson, and
Sinclair (2005) focused primarily on cooperating teachers’ viewpoints in their research.
Krueger (2006) looked specifically at cooperating music teachers and their perspectives

of the student teaching experience.
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Seminal Studies of the Music Student Teaching Experience
This section begins with Krueger’s (1985) ethnography of the hidden curriculum
in music education. Following Krueger is Schleuter’s (1991) case study of student
teachers’ curricular thinking, and Schmidt’s (1994b) exploration of experiential learning
by student teachers. Each research study has the student teacher as primary participant,

but findings about others, including cooperating teachers, emerged.

Krueger: The Hidden Curriculum

Krueger’s (1985) ethnography examined the extent to which student teachers’
perspectives of their teacher role changed over the course of the student teaching
experience due to influence of the hidden curriculum. The hidden curriculum was defined
as established school structures, policies, and goals such as organization, scheduling,
curriculum, and the cooperating teacher’s instructional practices. Using ethnographic
research techniques, Krueger studied two cases in-depth through interviews and
participant-observation. She used a framework of five dilemmas to guide her initial data
collection: (1) The Teacher’s Role: What to Teach, (2) The Teacher’s Role: How to
Teach, (3) The Teacher’s Role: School Rules and Regulations, (4) Teacher-Pupil
Relationships: Distant-Personal, and (5) Teacher-Pupil Relationships: Teacher vs. Pupil
Control over Pupil Behavior High-Low (pp. 216-217). The findings most relevant to this
dissertation are discussed here and focus on the influence of the cooperating teacher and
the existing school structures as they related to student teacher growth.

Participants were two choral music student teachers, chosen on the basis of their

responses to a questionnaire administered to 40 total student teachers prior to the research
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study (Krueger, 1985). The two participants were typical of the student teacher
population. Both participants had placements in elementary general music and choral
music, with eight weeks spent in each setting. Krueger spent two days a week over the
course of the semester observing each student teacher in the classroom. The researcher
observed student teacher interactions, collected video and audio tape, conducted formal
and informal interviews, examined artifacts provided to the student teacher by school
personnel, and read the student teachers’ journals. Secondary participants were
cooperating teachers, school personnel, and pupils in the student teachers’ classrooms.
Data collected from the informal discussions with these secondary participants were used
for triangulation. The two participants member-checked and provided feedback on the
data.

In terms of what and how to teach, the student teachers were strongly influenced
by the existing school structures (Krueger, 1985). They made little effort to implement
their own ideas and even began using previously rejected ideas as they attempted to work
within the existing constraints of the school setting. The cooperating teacher’s modeling
and positive reinforcement implicitly communicated acceptable behavior to the student
teacher. These institutional constraints and the influence of the cooperating teacher
became increasingly important over the course of the experience (Krueger, 1985, 1987).
The hidden curriculum influenced the student teachers’ ability to learn and grow during
the student teaching experience, and to implement what they were taught in their
undergraduate preparation program (Krueger, 1985, 1987).

Krueger (1985) believed that student teachers could think more critically about

their teaching during the student teaching experience. She argued that, if student teachers
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are to become independent professionals capable of decision-making, they must develop
critical and reflective thinking skills in music education courses prior to the student
teaching practicum, particularly in curriculum and pedagogy. She suggested that research
concerning the student teacher continue into the induction year of teaching, when the
influence of the cooperating teacher is not present. Krueger also encouraged more
ethnographic research in music education.

As one of the first qualitative research studies in music education, Krueger (1985)
blazed the trail for researchers to follow, especially those wanting to use an ethnographic
approach. Since its completion, her study has influenced research in teacher preparation
in music education, student teaching, and induction year teaching. Findings from
Krueger’s study revealed the importance of context and the effect of the cooperating
teacher on the student teacher. Krueger examined a unique aspect of the student teaching
experience in music education — the hidden curriculum — that begs, but has not received,

further investigation in subsequent research (Rideout & Feldman, 2002).

Schleuter: Curricular Thinking

Schleuter (1991) used an ethnographic approach to a collective case study that
examined the preactive and postactive curricular thinking of elementary general music
student teachers. Schleuter wanted to find out what the participants’ preactive and
postactive curricular thinking was in terms of five categories, and how it emerged or
changed over the course of the student teaching practicum. The five foci of curricular

thinking that provided the framework for her study were as follows:
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(1) Aims/Goals/Objectives/Scope/Sequence, (2) Content/Concept, (3) Activities, (4)
Nature of the Learner, and (5) Pupil/Program/Self-Evaluation (p. 48).

The three student teacher participants in Schleuter’s (1991) study included two
males and one female. They all split their day with momings in secondary schools and
afternoons in elementary schools. Though all of the student teachers indicated a desire to
teach at the secondary level in their first jobs, they all had a positive attitude toward
elementary general music. Schleuter collected data through participant-observation,
examination of lesson plans and daily journals of participants, audiotapes of conferences
between student teacher, cooperating teacher, and university supervisor, structured
interviews before, during, and after student teaching, and informal interviews. She
employed stimulated recall to help participants remember and describe events in detail.
All data were triangulated on a weekly basis to help guide further inquiry and were
analyzed using the five curricular codes.

Schleuter (1991) found that all of the student teachers prepared lessons with
objectives, activities, and pupil evaluation as components. The individual nature of the
student teaching experience for each participant was evident in lesson planning. Goals
were developed based on interactions with cooperating teachers. One participant was
completely unaware of classroom goals for learning and relied on continuous help from
the cooperating teacher. Another participant formulated his own goals for lessons, while
the third participant formulated his own goals until the cooperating teacher shared hers
and then he followed her structure. Overall, the cooperating teacher in each situation
provided inadequate curricular information to the student teacher, particularly in terms of

the students’ prior knowledge or experience with musical concepts.
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The Nature of the Learner was the category that was most influenced by the
student teaching experience (Schleuter, 1991). Consecutive grade placements seemed to
increase awareness of this, perhaps due to the longitudinal view of learning they
provided. Preactive and postactive planning focused primarily on group instruction with
little attention given to individualized instruction. Schleuter recommended that student
teachers be exposed to elementary music basal series due to the curricular knowledge
they provide in terms of planning, even if they do not use them for instruction.

Schleuter (1991) is another example of a music education researcher who used
qualitative methodology before its widespread acceptance in the discipline. Interestingly,
she also used quantitative analysis to answer two of her research questions; the
information from the ethnographic data provided richer insight and greater detail. The
sheer number of conclusions she provided, 15 total, opened a wide variety of future
research agendas and implications for practice. Presented in her conclusions were several
points involving the cooperating teacher, including their influence over the planning

decisions made by student teachers.

Schmidt: Learning from Experience

The depth and richness of Schmidt’s (1994b) study of student teacher learning
during the practicum make it an important study in music education research. Schmidt
followed four instrumental music student teachers throughout their internship to discover
the lessons they learned. She specifically looked at learning in terms of perceptions of

good and poor teaching, defining themselves as teachers, and problems and successes in



the classroom. She also explored what experiences shaped their perceptions and what
connections existed among experiences, perceptions, and teaching practices.

Schmidt (1994b) followed an emergent case study design and employed
ethnographic techniques including participant-observation to collect data. Data from
student teacher participants included observations, journals, notebooks, formal
observations and conferences, informal conversation, and comments from student teacher
seminar. Other data were collected from secondary participants including cooperating
teachers, university supervisors, and other music faculty. Schmidt coded data and
compared cases with one another.

Schmidt (1994b) discovered that, though all of the student teachers went through
the same teacher preparation program, they did not all learn the same things from their
experiences. Their perceptions of self and of teaching directly influenced instructional
practices, and learning from instructional practices altered their perceptions of self and of
teaching. Participants seemed to be in a constant state of flux. The learning that
participants experienced was all based on prior experience. Student teachers filtered their
learning through the lens of previous experience in order to make sense of present
experience. Participants’ perceptions of the ability to “be themselves” as teachers was the
mitigating factor in terms of what they learned from evaluation and feedback from others,
and from any coursework they applied to student teaching. The relationship established
with their mentor was also important to what was learned; a supportive relationship could
make any experience, good or bad, an educative one for the student teacher.

Devoting more attention to reflective practice in music teacher preparation,

beginning with students’ own experiences in education, would improve the educative
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quality of student teaching (Schmidt, 1994b). Comparing their experiences to other
situations may help student teachers gain multiple perspectives of teaching. Preservice
music teachers must learn to identify and evaluate other models of teaching, beyond the
ones they ascribe to, so they do not lose the ability to learn from a variety of models and
experiences. A one-size-fits-all approach to field experience may not be best for
preservice music teachers. Novice music teachers who are shy or timid may need more
field experience prior to student teaching. An appropriate preparation program that is
tightly prescribed may not meet the needs of all of its students.

Schmidt (1994b) proposed several avenues for further inquiry. Research into early
field experience, because of its influence on student teaching, was recommended. She
also suggested research into age and gender and its impact on student teachers’ learning.
The examination of teacher role identity was also recommended, as well as examining
student teachers’ perceptions of their own successes during the internship. Because of the
interaction among personalities that she found in her study, Schmidt proposed that further
research could examine the contexts and placements that affect the educative experiences
of student teachers. Schmidt also suggested examining the supervisory practices and
styles of cooperating teachers and university supervisors.

Schmidt (1994b) has been cited in numerous studies of music teacher preparation.
Her thorough look at student teacher learning during the practicum was the first of its
kind in music education. Like Krueger (1985), Schmidt provided a new view of the music
student teaching experience. Schmidt was also one of the first researchers to study
instrumental music student teachers in qualitative research. This study produced many

implications for research and practice, opening up inquiry into gender issues and
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attention to reflective practices of preservice music teachers (Schmidt, 1994b). Like
Krueger (1985) and Schleuter (1991), evidence of the influence of the cooperating
teacher emerged in Schmidt’s (1994b) study. The student teacher/cooperating teacher
relationship affected the educative quality of the experience.

Krueger (1985), Schleuter (1991), and Schmidt (1994b) were pioneers of
qualitative research in student teaching in music education. The findings from all of these
studies have continued to affect music education research and practice. Krueger (1985)
essentially paved the way for Schleuter (1991), Schmidt (1994b), and many others to
employ an ethnographic approach to music education research. While these researchers
opened the door to this paradigm, and to research in the music student teaching
experience, gaps still persist in this area of the literature. More qualitative research,
focusing on a variety of issues in the student teaching experience, is needed. The
importance of the student teaching experience is evident in the research discussed here,

and continues to demand the attention of music education researchers.

Frameworks of Mentoring
Mentoring goes far beyond the instinctual, habitual, repetitive, reinforcement, or
pedagogical steps that comprise training. It is the sum of all of these steps. A
high-order communication and learning process, mentoring is built on the analysis
of professional-environment experiences, a learning cycle that includes observing,
analyzing, and comparing known experiences and situations and applying them in

new situations (Conway, 2003, p. vii)
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This explanation of mentoring defines the essence of the student teaching
experience. Often the student teacher begins the experience by observing. A cooperating
teacher as mentor makes craft knowledge, defined as actions taken in the classroom and
the reasons for them, accessible to the student teacher (McIntyre & Hagger, 1993). Both.
cooperating teacher and student teacher should discuss the preconceived notions and
ideas held by the student teacher and use them to make sense of the current setting.
Ideally, from these discussions and interactions, a close relationship forms.

Danger exists, though, in the relationship that the cooperating teacher and student
teacher develop through this mentoring process (Mclntyre & Hagger, 1993). When both
parties recognize one another’s commitment to teaching and validate one another’s
beliefs, a supportive and close relationship results. When this type of relationship does
not develop, it can be devastating to a student teacher’s growth and development.

In order to create this supportive relationship, McIntyre and Hagger (1993)
propose that mentors employ four strategies. The first strategy is collaborative teaching,
where cooperating teachers and student teachers plan together and teach together. A
second strategy involves accessing cooperating teachers’ craft knowledge. Cooperating
teachers should be sharing their craft knowledge with their student teachers, so that the
novices can begin to understand the decisions made by experienced teachers. The last two
strategies the cooperating teachers should employ are the discussion of the student
teachers’ ideas and management of student teachers’ learning opportunities. Using these
four strategies enables cooperating teachers to guide student teachers as they learn the

complex process of teaching.
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Mclntyre and Hagger (1993) suggest that mentors may extend mentoring beyond
these four strategies once a student teacher shows gains in competency. Once a student
teacher displays competence, the cooperating teacher and student teacher become more
equal partners. The student teacher takes the lead in his or her own development as the
role of the mentor shifts. Transitioning to this new type of relationship may be
challenging for the cooperating teacher, but it is needed to support the student teacher’s
continued development.

Three models, or phases, of mentoring were outlined by Maynard and Furlong
(1993). The apprenticeship model, the competency model, and the reflective model are
progressive stages through which the mentoring relationship moves. In the apprenticeship
model, the student teacher works alongside the cooperating teacher, who acts as a model.
The cooperating teacher and student teacher often engage in collaborative teaching
during this early stage, which is most appropriate while the student teacher is still
becoming acclimated to the classroom.

The competency model is a model of “systematic training” (Maynard & Furlong,
1993, p. 80). The cooperating teacher lays out a specific program of behaviors that the
student teacher must demonstrate. Observation and feedback from the cooperating
teacher is a critical part of this model. The feedback helps the student teacher gain
competency in the prescribed behaviors. Once the student teacher has gained
competence, the reflective model can be implemented. The cooperating teacher should
encourage the student teacher to change focus from self and begin reflecting on student

learning. Cooperating teachers must take an active role in getting student teachers to
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move to this stage following the competency model. The reflection model demands that
the mentor role shifts “from being a model and instructor to being a co-enquirer” (p. 82).

Ambherst School of Education (1989, as cited in Martin, 1994) described three
stages in the mentoring relationship between cooperating teachers and student teachers.
The formal stage begins with the student teacher as prospective teacher. The cordial stage
follows this formal stage, as the student teacher and cooperating teacher begin to get to
know one another. Trust and respect grows on personal and professional levels, and
mentors serve as instructors and critics during this phase. In the last phase, the friendship
stage, student teachers have gained confidence in their new role. They begin to see
themselves as teachers and need their mentors less as they prepare to move on to their
first professional positions.

The mentoring relationship has been described as a series of phases through
which the parties involved pass (Maynard & Furlong, 1993; McIntyre & Hagger, 1993).
Amberst School of Education (1989, as cited in Martin 1994) described specifically the
type of interpersonal relationships that develop between student teachers and cooperating
teachers. In all cases, the relationship formed between the cooperating teacher and
student teacher gradually becomes more equal as it progresses successfully through
various phases (Maynard & Furlong, 1993; Mclntyre & Hagger, 1993; Amherst School
of Education, 1989, as cited in Martin 1994). In my pilot study for this dissertation, I
discovered a power sharing continuum that progresses through three phases that become
more equal as well: student/teacher relationship, team-teaching relationship, and
collaborative partnership (Draves, in press). The investigation of a relationship

framework or continuum between cooperating music teachers and student teachers is the
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basis of my dissertation. The viewpoint of the cooperating teacher on how the
relationship forms and progresses along a continuum, if it indeed does, to a collaborative

partnership is of particular interest.

The Mentoring Relationship

Student Teacher Perspectives

Researchers have devoted attention to student teachers’ perspectives of their
student teaching experience. Both quantitative and qualitative research has examined
student teachers’ beliefs about the mentoring relationship they had with their cooperating
teachers. Capa and Loadman (2004) asked 66 student teachers to evaluate the mentoring
they received from their cooperating teachers. They investigated four aspects of the
mentoring experience and included mentoring strategies used by their cooperating
teacher, the relationship between themselves and the cooperating teacher, the mentor’s
performance as a teacher, and the mentor’s personality. A Likert-type survey was
designed to measure the responses of the student teachers in terms of their ideal mentor
and their actual mentor. The researchers then used t-tests to find differences between the
student teachers’ ideal mentoring experience and their actual mentoring experience.

Significant differences were found between the ideal mentoring and the actual
mentoring that student teachers received (Capa & Loadman, 2004). In all cases, the ideal
mentor rankings were higher. In terms of the relationship, student teachers had hoped that
the cooperating teachers would keep aspects of the student teachers’ performance
confidential in order to build more trust between them. Overall, student teachers had

hoped that their cooperating teachers would be more “patient, helpful, and caring” (p. 8).

51



Because the researchers operated under the assumption that the student teachers’
reported perceptions accurately reflected reality, Capa and Loadman (2004)
recommended that more research include direct observation of cooperating teachers and
their relationships with student teachers. In-depth interviews with cooperating teachers
and student teachers would yield rich and meaningful data that may elaborate on the
survey findings. Research on the cooperating teachers’ perceptions of mentoring
practices was also recommended.

A qualitative case study examined two English student teachers’ lived experience
during their internship (Agee, 1996). Lived experience fell into four categories that
included issues of space, body, time, and human relations. Space referred to physical
space, which included the classroom that the cooperating teacher and student teacher
shared daily. Body referred to the “physical messages” sent between two people “with
little or no prior knowledge of one another who are expected to form a working
relationship” and that define “gender, position, and openness to others” (p. 282). Time, in
this case, meant the way time was spent in the relationship between the cooperating
teacher and student teacher and how the time spent met each person’s expectations. It is
subjective in nature; time was what the person experienced rather than actual clock time.
Human relations was defined by the relationship formed between cpoperating teacher and
student teacher as their “lives and work intersect” (p. 282). Data included personal
histories and expectations of the student teachers as gathered through observations,
interviews, and documents. Agee investigated the way relationships formed between the
student teachers and cooperating teachers, and its effect on the student teachers’

pedagogies and attitudes.
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Anne, one of the student teachers, held expectations for her cooperating teacher
that revolved around freedom (Agee, 1996). She wanted her cooperating teacher to be
supportive, while allowing her to grow as a teacher. It was important to Anne that she
become independent as a teacher, and that meant that the cooperating teacher would
eventually leave her alone to practice her teaching. She hoped her cooperating teacher
would hold beliefs about teaching similar to hers, would help her see potential pitfalls,
and would preferably be a female.

Anne’s expectations were fulfilled in her relationship with Jeannie (Agee, 1996).
Jeannie, the cooperating teacher, drew on her own experience as a student teacher to
inform her practices for mentoring Anne. She was committed to making the experience a
positive and successful one for Anne. Jeannie began this collegial relationship by
providing physical space in her classroom for Anne. By the end of the first week, she
already had Anne teaching in some of her classes.

Anne and Jeannie planned together and regularly discussed instruction (Agee,
1996). Anne trusted Jeannie and felt validated by her. This validation allowed Anne to
develop her own teaching persona. The match of teaching philosophies between Anne
and Jeannie also contributed to their collegial relationship. Anne felt that she learned how
to be a teacher and a future mentor while being mentored by Jeannie.

Wendy, the second student teacher in the study, desired a female cooperating
teacher because she believed a female would be more nurturing (Agee, 1996). Wendy
expressed concern about being left alone in the classroom by her cooperating teacher, and
preferred to be supervised most of the time. She hoped to gain a lot of ideas from her

cooperating teacher and wanted their teaching styles to match.
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Wendy was assigned two different cooperating teachers, Harry and Tim. Harry
had never student taught prior to becoming a high school English teacher and, as a first
time cooperating teacher, said that he was learning throughout the experience along with
Wendy. His desire for Wendy was for her to have the freedom to try her own things and
be “innovative” in his classroom (Agee, 1996, p. 295). Tim recalled his own positive
student teaching experience, in which he and his cooperating teacher shared similar
philosophies about teaching. Tim believed a student teacher could be successful without
much guidance from a cooperating teacher.

Wendy struggled in her experience with both Harry and Tim (Agee, 1996).
Wendy perceived Harry’s teacher presence in the classroom as so strong that she was
unable to develop her own. With Tim, Wendy desired more communication about
planning for classes. Tim blamed the university’s preparation program for Wendy’s
shortcomings, effectively shutting down discussion between him and Wendy. Neither
Harry nor Tim shared physical space with Wendy in their classrooms.

The sharing of physical space can be a concern of cooperating teachers and
student teachers (Agee, 1996). Often the “intruder phenomenon” occurs, in which the
student teacher is perceived to be encroaching on the territory, in this case the classroom,
of the cooperating teacher (p. 295). Wendy seemed to expeﬁence this in both of her
placements. Discussion time between the student teacher and cooperating teacher also
affected the formation of the relationship between the cooperating teachers and student
teachers. For Anne and Jeannie, discussion was a daily part of their life, whereas Wendy
and her cooperating teachers rarely engaged in discussion, particularly toward the end of

the practicum. The similarity of the cooperating teacher and student teacher’s teaching
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philosophies provided the opportunity for a strong bond to form between Anne and
Jeannie, while the differences between Wendy and her cooperating teachers prevented a
bond from forming.

“Crucial to the relational health of these partnerships was the ability of the
cooperating teacher to share power and status with the preservice teacher” (Agee, 1996,
p- 299). Jeannie made a concerted effort from the beginning of the placement to make
Anne feel like it was her classroom and that she shared ownership in it along with Jeannie
and the students. Harry and Tim did not attempt to share power and status with Wendy in
any way during the experience and afforded her no situational power with students.

Agee (1996) encouraged placements of student teachers with cooperating teachers
who had the time to mentor and share with the student teacher. She also encouraged
cooperating teachers to take the time to talk with student teachers when there is a conflict.
In turn, she suggested that the cooperating teachers and university supervisor must listen
to student teachers. She recommended further case studies investigating the dynamics of
student teacher/cooperating teacher relationships. Focus group discussions with
cooperating teachers and student teachers might bring to light important issues in the
mentoring relationship.

The theme of power sharing from Agee’s (1996) study will be investigated in my
dissertation. Recommendations from both Capa and Loadman (2004) and Agee (1996)
are followed in the current study. Direct observation, which in my study will be
conducted in the form of participant observation, is one type of data collection. Individual
interviews with cooperating teachers and student teachers, as well as focus group

interviews, are also part of data collection. As a multiple case study, data are rich and
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plentiful and will provide insight into this complex relationship from the cooperating

teacher’s viewpoint.

Student Teacher and Cooperating Teacher: Joint Perspectives

In an action research study, Liebhaber (2003) examined the development of the
mentoring relationship between the members of the music student teaching triad. Using
two triads as cases, she looked at the relationships between each member, and then the
triadic relationship as a whole. Interviews, observations, and journals provided data for
the study. Liebhaber found that the cooperating teacher and student teacher relationship
was strengthened when there was an early meeting prior to the beginning of the
practicum. The cooperating teachers and student teachers both learned teaching
strategies, assessment techniques, classroom management, scheduling, motivational
techniques, rehearsal techniques, and materials from one another. The optimal situation
was one in which the triad worked together as a collaborative group of individuals.
Though finding the time to schedule meetings was challenging, substantive issues were
addressed in meetings including assessment methods, classroom management, student
teacher preparation, student teacher responsibility, the cooperating teacher’s program,
scheduling, teaching concepts, and teaching strategies.

Liebhaber (2003) concluded that the choice of a cooperating teacher should be
based on finding someone who is interested in not only teaching the student teacher, but
also in learning from the student teacher. The cooperating teacher should have the ability
and desire to communicate with the student teacher and university supervisor. She

recommended that the university supervisor invite the cooperating teacher to join weekly
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student teacher seminars and make time to meet with the cooperating teacher and student
teacher on a regular basis. The cooperating teacher and the university supervisor set the
overall tone for the student teaching experience, with the university supervisor being the
primary force in nurturing a collaborative relationship. Liebhaber encouraged further
research on how cooperating teachers are chosen, suggesting the use of graduates of the
university or graduate students at the university who are teaching full-time. She also
urged researchers to look further into what the university supervisor and university can
do for the cooperating teacher in terms of support, seminars, and professional
development.

Trust and Communication, Jumping In, and Conversation emerged as themes in a
case study of how two student teacher/cooperating teacher pairs — Jane and Diane, Julie
and Andrea — made sense of their role in a year-long student teaching placement (Stanulis
& Russell, 2000). Using field observations, conferences, and journals, the researchers
constantly compared data to guide their research over the course of the study. The student
teachers, Jane and Julie, were part of an alternative masters program in which teacher
candidates with Bachelor’s degrees in disciplines outside of education enter a program to
earn a Master’s degree in Education.

Stanulis and Russell (2000) found that trust and communication in the mentoring
relationship moved through three stages: observing, questioning, and participating.
Initially, student teachers observed their mentors, received emotional support from them,
and asked many questions. In the next phase, student teachers assumed more teaching
responsibility and began framing their questions in terms of curriculum and students. By

the time student teachers were fully participating as teachers in the classroom, the student
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teacher had eamned trust of the mentor by displaying enthusiastic teaching and kindness
toward students.

Jumping In was defined by the researchers as easygoing participation in the
mentoring relationship and was based on trust (Stanulis & Russell, 2000, p. 69). A caring,
supportive atmosphere with open conversation between student teacher and cooperating
teacher promoted trust. This trust and conversation paved the way for the student teacher
to fully “jump in” to the experience, and for the cooperating teacher to fully “jump in” to
the mentoring role. Though Jane and her cooperating teacher, Diane, fully “jumped in” to
the relationship, Julie and Andrea did not.

The researchers found that as challenges increased and support decreased, Julie
“shut down” in terms of her active engagement in her teaching responsibilities, thus
preventing her full participation in her student teaching placement (Stanulis & Russell,
2000). Collaboration among all members of the triad that includes scaffolding for the
student teacher could help prevent this scenario. Mutual mentoring between all parties is
important, and the university supervisor and cooperating teacher must be actively present
for the student teacher during the experience: “For it is only as mentoring becomes
mutual and shared that equity can be achieved among all participants” (p. 79).

Fairbanks et al. (2000) explored the characteristics of successful mentoring with
15 cooperating teachers and student teachers. “Mentoring consists of complex social
interactions that mentor teachers and student teachers construct and negotiate for a
variety of professional purposes and in response to the contextual factors they encounter”
(p. 103). Interviews, journals, videotaped conferences between cooperating teacher and

student teacher, monthly workshops, and artifacts from student teacher supervision
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provided data. Participants aided the researchers in data analysis, which resulted in three
categories: (1) helping the student teacher survive their beginning teaching experiences
and define their teaching lives, (2) establishing relationships based on dialogue and
reflection, and (3) building professional partnerships.

Helping the student teacher survive revolved around concerns for instructional
practices along with negotiating a new professional setting (Fairbanks et al., 2000).
Cooperating teachers began by introducing student teachers to the school setting, with
some cooperating teachers choosing to do this on the weekend so that they could give the
student teacher their full attention without the presence of students. Cooperating teachers
welcomed student teachers into their schools, provided them physical space such as their
own desk, and introduced them to other faculty and staff in the building. Developing a
relationship with other faculty and staff in the school helped student teachers adopt a
teacher role and view themselves as professionals.

Conversation and reflection formed the basis of effective relationships between
mentors and student teachers. Cooperating teachers described mentoring a student teacher
as a give and take process. Establishing a relationship that promoted the professional
growth of the student teacher was important, and negotiating power was part of that
process. This type of relationship resulted in role shifting between student teacher and
cooperating teacher in terms of leading, following, supporting, and challenging one
another (Fairbanks et al., 2000).

Mentors and student teachers described their professional relationships as
collegial (Fairbanks et al., 2000). This collegial relationship resulted in two-way learning

through questioning, sharing opinions, and offering suggestions. Though some found the
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progression to a collegial relationship more difficult, all of the mentor/mentee pairs
described their relationship as collaborative by the end of the practicum. “What began as
a clearly experienced/novice relationship moved progressively toward collaborative
partnerships™ (p. 108).

Stanulis and Russell (2000) explained that mutual mentoring between parties was
necessary to achieve an equitable relationship, an assertion echoed by Fairbanks et al.
(2000) and Liebhaber (2003). Conversation was paramount to the development of an
equitable relationship (Agee, 1996; Fairbanks et al., 2000; Liebhaber, 2003; Stanulis &
Russell, 2000). Through participant observation of dialogue between cooperating teacher
and student teacher, I will collect fieldnotes on this facet of the relationship. Power also
emerged as an important issue across several studies and will be investigated in my study

as well (Agee, 1996; Fairbanks et al., 2000).

Cooperating Teacher Perspectives

Hawkey (1998) studied two mentoring relationships using a case study design.
She collected data through interviews with cooperating teachers and student teachers and
through audiotapes of recorded conversations between the two parties. In the initial
interviews with cooperating teachers, Hawkey discovered that the preservice preparation
of the cooperating teachers influenced their approach to mentoring student teachers. This
was borne out in the conversations between the cooperating teachers and student
teachers. The style of each cooperating teacher came thropgh clearly; one implemented a

directive, advisory approach and the other a collaborative approach (p. 662).
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Hawkey (1998) concluded that the cooperating teachers’ approaches to the
mentoring relationship were rooted in the school culture, the status of the cooperating
teacher in the school, their own teacher preparation, and personally held perspectives
about mentoring. These conclusions led Hawkey to suggest that a model program of
mentor training may have little value to cooperating teachers, since prior experience
seemed to be most influential. The agency of the mentoring relationship might be
compromised by promoting one model of mentoring, which could “undermine mentor
authenticity” (p. 667).

In a study of elementary school cooperating teachers, cooperating teachers
perceived their role as one of guide, leader, good listener, or being a friend (Elliott &
Calderhead, 1993). Overall, they believed that their relationship should center on
nurturing and supporting the student teacher. The cooperating teachers reported a variety
of approaches to mentoring that were compatible with their perceptions of their role. For
example, those cooperating teachers who believed the relationship was the most
important aspect of mentoring approached conversations with student teachers like
interpersonal counseling sessions. The rationale for the approach chosen by a cooperating
teacher was based on personal experiences and the cooperating teacher’s image of
teaching. The importance of the interpersonal relationship was stressed by most of the
cooperating teachers, and they believed that mentoring was a function of that
relationship.

In research conducted by Abell et al. (1995), mentor teachers in a state-mandated
beginning teacher intern program in Indiana defined their roles as mentors. Eight

mentor/beginning teacher pairs participated in the study. Mentors defined their roles in
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four ways: (1) parent figures, (2) support system and trouble shooters, (3) colleagues, and
(4) scaffolders. As a parent figure, mentor teachers believed they should let the beginning
teacher develop into the teacher they wanted to be and not the notion of what the mentor
teacher believed they should be. Mentors as parent figures sought to shield beginning
teachers while also promoting their independence and struggled to strike a balance
between helping and stepping back.

Mentor teachers as support system and trouble shooters included “supporting and
helping the intern during moments of crisis” (p. 181). Mentor teachers believed that,
without their help, the beginning teacher could fail and therefore strived to provide the
beginning teacher the knowledge and support needed for success. As a colleague, mentor
teachers believed that both parties could bring new ideas to one another and therefore
learn from one another. Mentor teachers showed the beginning teachers that they valued
learning from them. When mentors acted as scaffolders, they shared their own “paths or
models for how they addressed everyday issues” (p. 182) like parent communication,
conceptual teaching, and student motivation.

Roles adopted by the mentor teacher determined the nature of the relationship
between the mentor and mentee, including interactions and learning. Both mentors and
mentees desired multiple roles for the mentor within the relationship. In terms of
interaction, proximity, frequency and format of meetings, and meeting topics, all helped
foster the relationship. These roles and the daily interactions between both parties
determined the overall success of the relationship. Mentors and mentees placed more

intrinsic value on the mentoring relationship than the state-mandated program and those
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relationships that were full of trust and respect were most productive and successful
(Abell et al., 1995).

In a qualitative study conducted by Veal and Rikard (1998), the interpersonal
relationships between cooperating physical education teachers and their student teachers
emerged as such a major theme in the cooperating teacher interviews that it warranted a
second in-depth analysis. In this second analysis, Veal and Rikard defined two triads in
the student teaching experience, the Functional Triad consisting of cooperating teacher,
student teacher, and pupils and the Institutional Triad of university supervisor,
cooperating teacher, and student teacher. The Institutional Triad emerged when the
university supervisor visited the school for an observation. The Functional Triad emerged
in the daily routine of the student teaching practicum.

In the Functional Triad, the cooperating teacher described working with the
student teacher as “teaching together and sharing ideas” (Veal & Rikard, 1998, p. 114).
When the university supervisor visited, power shifted away from the cooperating teacher
and student teacher to the university supervisor. This power shift resulted in tension,
which the cooperating teacher minimized for the student teacher by emphasizing their
interpersonal relationship. The cooperating teacher hoped that focusing on the
interpersonal relationship would make the shift between the Functional and Institutional
triads easier. By focusing on the interpersonal relationship, both cooperating teacher and
student teacher benefited from a sense of mutual respect and learning.

Weasmer and Woods (2003) interviewed 28 cooperating teachers about their
perceptions of their roles as mentors to student teachers. Three roles emerged thrqugh

data analysis: model, mentor, or guide. When serving in the model role, the cooperating
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teacher had a stake in looking good in front of the student teacher. The cooperating
teacher modeled behaviors inside and outside of the classroom, working hard to provide
an appropriate model as instructional leader and professional. Cooperating teachers were
motivated to demonstrate their very best teaching at all times, thus benefiting both
parties.

The mentor role involved an intervention approach on behalf of the cooperating
teacher (Weasmer & Woods, 2003). When acting as mentor, the cooperating teacher
observed the student teacher, took notes, and met with the student teacher to discuss
strengths and areas for improvement. Frequent conferences with the student teacher were
necessary and helped promote professional growth. In these conferences, the cooperating
teacher encouraged the student teacher to begin reflecting on his or her own practices. As
a guide, cooperating teachers believed they could develop a non-threatening rapport with
the student teacher that would enhance the overall mentoring process. Weasmer and
Woods concluded that exposing cooperating teachers to various styles of mentoring is
important for the development of the mentoring relationship.

Sanders et al. (2005) observed cooperating teachers in action to compare observed
roles with those defined in research. Sanders et al. also wanted to discover what
cooperating teachers said about their roles. From existing research on cooperating
teachers, Sanders et al. identified seven roles: (1) Model Teacher, (2) Observer/Evaluator,
(3) Planner, (4) Conferencer, (5) Professional Peer, (6) Counselor, and (7) Friend.
Analysis of interviews and observations revealed that the roles of Model Teacher and

Planner were most important to cooperating teachers. Closely following Model Teacher
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and Planner were Observer/Evaluator, Friend, and Professional Peer, with Counselor and
Conferencer appearing least often in role descriptions and observed interactions.

Cooperating teachers believed that, as a Model Teacher, it was their responsibility
to demonstrate effective teaching. As Planner, they helped the student teacher determine
what and how to teach. Evaluations, stemming from the Observer/Evaluator role, were
typically short and done ‘on the run’. When in the Friend role, the cooperating teacher
was concerned with the student teacher as a whole person. All of the cooperating teachers
acknowledged their student teacher as a professional colleague and conveyed it by
communicating it directly to the student teacher, communicating it to students in the
presence of the student teacher, insisting that students show respect for the student
teacher, and letting the student teacher develop his or her own teaching style. As
Counselor, the cooperating teacher attended to the emotional well-being of the student
teacher. When engaged in the role of Conferencer, cooperating teachers usually discussed
topics related directly to teaching like pedagogy.

Multiple roles were required of cooperating teachers. Though Model Teacher and
Planner dominated the interactions between cooperating teacher and student teacher, the
importance of these roles are not reflected in the literature. Sanders et al. (2005)
concluded that being a good teacher did not make someone a good cooperating teacher,
particularly when related to evaluation of the student teacher. However, time constraints
and a lack of understanding about their roles affected the opportunity for cooperating
teachers and student teachers to talk meaningfully. Sanders et al. recommended further

explanation and exploration of cooperating teachers’ roles with the cooperating teachers
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themselves, and further research investigating roles and potential role conflict in the
cooperating teacher-student teacher relationship.

Cooperating music teachers shared their views on empowering music student
teachers during their practicum (Krueger, 2006). Ways to empower student teachers
began with the introduction of the student teacher as a full partner in the classroom. This
meant providing physical space to student teachers and gradually increasing their
teaching responsibilities. Cooperating teachers described their introduction of the student
teacher to their classes, often explaining to students that the student teacher was a teacher
who would be spending the next ten weeks with them. This collaborative approach to
establishing the relationship benefited both parties. As the student teacher moved in to
their first year of teaching, the cooperating teacher hoped to continue serving as a mentor
and colleague upon whom the student teacher could call.

Cooperating music teachers serve as mentors to preservice music teachers
throughout their practicum experience (Duling, 2000; Krueger, 2006; Liebhaber, 2003).
Training in interpersonal communication, especially mentoring techniques, is vital for
cooperating teachers (Connor & Killmer, 1995; Sanders et al., 2005; Weasmer & Woods,
2003). The overall success of the practicum depends heavily on the rapport between the
cooperating and student teacher (Agee, 1996; Berthelotte, 2007; Elliott & Calderhead,
1993; Fairbanks et al., 2000; Veal & Rikard, 1999). Issues of power and communication
are particularly salient in the development of a positive relationship (Abell et al., 1995;
Agee, 1996; Fairbanks et al., 2000; Liebhaber, 2003; Sanders et al., 2005; Stanulis &

Russell, 2000). Often the cooperating teacher occupies multiple roles in the relationship
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with the student teacher (Abell et al., 1995; Berthelotte, 2007; Elliott & Calderhead,
1993; Sanders et al., 2005; Weasmer & Woods, 2003).

The cooperating teacher and student teacher forge a deeply personal relationship.
Cooperating teachers value this personal relationship and believe they must establish a
pattern of communication that fosters positive rapport (Abell et al., 1995; Berthelotte,
2007, Elliott & Calderhead, 1993; Fairbanks et al., 2000; Koerner, 1992; Krueger, 2006;
Veal & Rikard, 1999; Weasmer & Woods, 2003). This dissertation explores the
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