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ABSTRACT 

The purpose of this investigation was to compare the at

titude shift of student teachers in a regular (part-day) labora

tory program to the attitude shift of student teachers in a 

professional semester (a full-day program). The following hy

potheses were advanced: 

1. (a) There is no difference between the attitudes of stu

dent teachers in the regular program and those of student 

teachers in the professional semester before a training 

assignment, but (b) there is a difference between the 

attitudes of student teachers in the regular program and 

those of student teachers in the professional semester 

after a training assignment. 

2. There is a significant shift in student-teacher attitudes 

after a training experience. 

3. There is a difference in the degree of the attitude shift 

between student teachers in the regular program and those 

in the professional semester. 

4. There are significant relationships between attitude gain 

and the specific variables of age, sex, marital status, 

academic status, grade-point average, general subject 

area, and level of student-teaching assignment. 
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Sixty-one subjects were tested before and after an 

eighteen-week practice-teaching assignment at the secondary level 

with the Minnesota Teacher Attitude Inventory (MTAI) and the 

Bills' Index of Adjustment and Values which measured educational 

openness or closedness and self-concept respectively. The study 

also employed personal data sheets to record the subjects' age, 

sex, marital status, general subject area (academic vs. non-

academic), academic status (senior vs. graduate), grade-point 

average, teaching level (junior high vs. senior high), and 

student-teaching program (part-day vs. full-day). 

T-tests were used to detect pre and post group differ

ences in the raw score means of the MTAI and the IAV. Point bi-

serial correlations were used to examine relationships between 

changes in attitude scores and the nominal-dichotomous variables 

of sex, marital status, academic status, general subject area, 

teaching level, and student-teaching program. Pearson product-

moment correlations were performed to explore relationships be

tween attitude measure gains scores and the interval variables of 

grade-point average and age. 

The study discovered there was no statistically signifi

cant (.05) difference between attitude score means of the part-

day group (n=38) and attitude score means of the full-day group 

(n=23) before or after student teaching. Secondly, although the 

pre-to-post mean score changes of the entire group (n=61) on the 

self-concept measure were not statistically significant (.05), 

the pre-to-post difference in MTAI score means was statistically 



significant at the .001 level of confidence. Thirdly, the study 

revealed no significant difference in the degree of attitude 

shift between student teachers in the regular program and those 

in the professional semester. Fourthly, only the correlations 

between grade-point average and gains scores on the MTAI (.05) 

and between academic status and gains scores on the self-concept 

measure (.001) were statistically significant at the indicated 

levels of confidence. The correlation between teaching level and 

MTAI gains scores approached but did not achieve statistical sig

nificance (.05). No other correlations between the remaining 

variables and gains scores on the MTAI and the self-concept mea

sure approached or achieved statistical significance. 

While no significant differences were discovered between 

the attitudes of part-day trainees and attitudes of full-day 

trainees, the study did reveal that: 

1. Attitudes of student teachers, as measured by the MTAI, 

tended to decline (i.e., become more closed) during 

practice teaching. 

2. There is a tendency for the grade-point averages of stu

dent teachers to be inversely correlated with the magni

tude of attitude decline as measured by the MTAI. 

3. There appears to be a correlation between the academic 

status of student teachers and the gains scores of self-

concept as measured by the IAV. The self-concept of 

senior student teachers improved, while the self-concept 

of graduate student teachers declined. 



CHAPTER 1 

INTRODUCTION 

In recent years many critics of education have focused 

their attention on the professional preparation of American 

teachers, and the critics have found teacher preparation inade

quate and unrealistic. However, these critics, among whom edu

cators themselves are numbered, have highly regarded the 

student-teaching requirement of teacher-education programs, con

sidering the requirement as the most profitable part of teacher 

training. With such value imputed to student teaching, educa

tional reformers have been concerned with further improving the 

student-teaching experience by extending the time spent by 

teacher trainees in a clinical setting. One increasingly popular 

alternative to a part-day obligation of the student teacher is 

the professional semester or the block program. Educators view 

the professional semester as more realistic than the part-day 

program because the requirements of the professional semester 

closely resemble the temporal, social, emotional, and extracur

ricular demands made on a regular classroom teacher. 

Whatever the imperatives of student or practice teaching 

may be, a number of researchers have inferred that the labora

tory experience, regardless of type, has resulted in changes in 



the degree of greater autocracy or closeness, others toward 

greater democracy or openness . Some educational thinkers and 

writers believe that democracy, the theories of which provide 

the foundation for American politics, should be the basis for 

education. For example, R. Dreikurs (1964, pp. 7,9) Professor 

of Psychiatry at the Chicago Medical School, Director of the 

Alfred Adler Institute of Chicago, and author of Psychology in 

the Classroom and Children: The Challenge, believed that "... 

democracy is not just a political ideal, but a way of life . . 

he perceived a need in public education for a ". . . change . . . 

from the autocratic relationship of the superior-inferior, of 

dominance and submission, to the democratic relationship of 

equals . . . ." 

Background of the Problem 

Of the courses of study in teacher-education programs in 

American universities and colleges, student teaching is highly 

regarded by graduates, educators, and a variety of educational 

critics. E. G. Pogue (1969, p. 17), Director of Student Teaching 

at Ball State University, reported: "Follow-up studies of be

ginning teachers reveal that student teaching was the most valu

able course in their preparation programs." In his introduction 

to A National Survey of Student Teaching Programs, J. A. Johnson 

0L968a, p. 1), Associate Director of Student Teaching at Northern 

Illinois University, stated that "Unlike many other aspects of 

teacher education, . . . student teaching seems to be rather 
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universally accepted as an essential and even crucial part of 

teacher education." Critics of education, both traditionalists 

and progressives, concur that practice teaching in a realistic 

setting is a worthwhile training experience. J. B. Conant 

(1963, p. 142) regarded it as ". . . the one indisputably essen

tial element in professional education . . . According to 

basic-studies advocate J. D. Koerner (1963, p. 66), "Practice 

teaching is the one Education course, not really a course, uni

versally recognized as useful. It consistently gets a vote of 

confidence from professors and students alike as being by far 

the most valuable part of the professional training." Although 

opposing educational traditionalists on scores of other matters, 

journalist-scholar C. E. Silberman (1970, p. 451) is in accord 

with them on the worth of practice teaching: "To the extent to 

which they value any aspect of their professional education, 

teachers generally cite practice teaching as the most valuable— 

sometimes the only valuable—part. Critics of teacher education, 

too, all agree that whatever else might be dispensable, practice 

teaching is not." 

While there is general concord among critics about the 

indispensability of student teaching in professional prepara

tion, institutional and professional differences concerning var

ious aspects of student teaching do exist. For example, 

practices, and often theories, vary widely regarding: the time 

during which practice teaching should occur in a student's 
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training; admission to clinical experience; selection, remunera

tion, and status of cooperating teachers; supervision of student 

teachers; articulation relevant to trainee placement between the 

sending institution and the receiving public school; and duration 

of the student-teaching assignment. Indeed, all facets of the 

student-teaching process merit assiduous study, for the status of 

the above considerations is frequently less than satisfactory. 

Regarding the length of the student-teaching assignment, 

there appears to be a tendency to have future teachers spend more 

time in a school classroom. Conant (1963, pp. 167, 172) sug

gested "... prolonged periods of practice teaching . . ." and 

nine hours of credit for "Practice teaching and special methods." 

But Conant does not recommend a specific number of hours in the 

secondary-school practice classroom. As a result of the "Flowers 

Report" (Flowers 1948), Pogue (1969, p. 19) foresaw a ". . . 

movement toward scheduling student teaching as a full time ex

perience . . . and away from one- or two-hour daily assignments." 

Admiral Hyman Rickover (1960, p. 78) made a general appeal for 

more practical preparation, asserting that "All teachers need 

. . . a good deal of practice teaching." Although important, 

". . . practice teaching falls woefully short of the mark," be

lieved Silberman (1970, p. 451). He (1970, p. 460) added, "For 

one thing, student teachers rarely spend more than a half-day at 

a time in the classroom, yet there is something different in 

kind, not just in degree, about teaching a whole day." In 
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Schools Without Failure, W. A. Glasser (1969, p. Ill) suggested 

students take fewer formal courses in order to . . spend the 

time instead in additional practice teaching." A full-day pro

gram enables the teacher-trainee ". . .to serve only one mas

ter . . . . .to secure an overview of . . . the total 

j ob . . . ," and to ". . . get better acquainted with faculty 

and pupils ..." submitted Gail M. Inlow (1952, pp. 516-517), 

Director of Student Teaching at Northwestern University. The 

Assistant Secretary for Professional Relations of the Kansas 

State Teachers Association, Ruth A. Stout (1961, p. 194), 

envisioned the day when colleges, teachers, and administrators 

will be insisting on a ". . . full semester of full time partici

pation and student teaching." Nationally, of 385 teacher-

training institutions surveyed by J. A. Johnson (1968b, p. 32), 

forty-nine, thirteen percent, employed a professional semester, 

a full-time teaching assignment, in 1968. A number of critics, 

in spite of philosophical differences, appear to agree that more 

student-teaching experience offers numerous benefits to the 

teacher trainee. 

The movement toward a full-time laboratory experience for 

student teachers, while not alacritous, seems irreversible and 

inevitable in viev; of recent and current professional opinion. 

Yet, there are problems associated with attempts to diffuse edu

cational innovations. Many authorities claim advantages a 
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priori. Others advised caution. M. B. Miles (1964, p. 658) 

warned: 

In the absence of evaluatory evidence, substitute 
bases for judgment are used, such as educational ideol
ogy, sentiment, or persuasive claims by advocates or 
salesmen .... Most educational decisions appear to 
be made in an intuitive, prudential manner. Sometimes 
the merits of an innovation are said to be "self-
evident ." 

Similarly, L. L. Stiles and R. Parker (1969, p. 1414), 

while advocating more research of teacher-education programs, 

observed that "Innovations have tended to be imitated with a 

minimum of evaluation. Practices and procedures have evolved 

rather than developed through controlled experimentation." 

Clearly, neither efficiency, in this case the efficiency of the 

school in which student teaching occurs, nor the enthusiasm of 

sponsors and participants would be the sole determinant of the 

acceptance of an increasingly popular innovation. 

For a number of reasons, educational authorities adopt 

innovations rather slowly. P. R. Mort (1964, p. 318) estimated 

that total diffusion of an educational innovation takes approxi

mately fifty years. Miles (1964, p. 634) stated: 

The diffusion rates in educational systems may be 
slower than those found in industrial, agricultural, or 
medical systems for several reasons: the absence of 
valid scientific research findings . . . ; the lack of 
change agents to promote new educational ideas . . . ; 
and the lack of economic incentive to adopt innovations 

. . . certain ideological beliefs in the educational 
profession serve to block effective innovation by ef
fectively insulating educational practitioners from 
reality. 
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Between the Scylla of innovating precipitiously and the 

Charybdis of innovating too slowly, educational authorities must 

proceed with both deliberation and speed. In turn, the re

searcher must investigate both current practices and alternatives 

with an urgency necessitated by a world changing with astonishing 

rapidity. Most critics agree that student teaching is a valuable 

experience. Yet, many critics believe certain aspects of student 

teaching are less than satisfactory. The researcher must objec

tively analyze the process of student teaching, detect weaknesses, 

and suggest appropriate correctives. 

The trend ... is toward more scientific inquiry. 
Historical, philosophical and normative survey types 
of studies are being supplemented by analytical and 
experimental investigations. Established traditions as 
well as new changes are being challenged to demonstrate 
their superiority. The past decade has seen programs 
of teacher education the center of intensive controver
sy; the prospects are that this will become a field of 
more concentrated and more objective research in the 
years ahead (Stiles and Parker 1969, p. 1414). 

Unfortunately, the difficulties inherent in the evalua

tion of student teaching are identical to those related to the 

appraisal of professional teaching. While experts have developed 

numerous instruments to record classroom behavior, satisfactory 

measurement of teaching effectiveness related to pupil learning 

is still only an aspiration of educators: 

"It is not an exaggeration to say that we do not today 

know how to select, train for, encourage, or evaluate teacher 

effectiveness (Biddle and Ellena 1964, p. vi)." 
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". . .no appreciable relationships exist between rating 

criteria and pupil attainment criteria (Anderson 1954, p. 67)." 

"Whatever pupil gain measures in relation to teaching 

ability it is not that emphasized in supervisory ratings (Jones 

1946, p. 98)." 

"The simple fact of the matter is that, after forty years 

of research on teacher effectiveness during which a vast number 

of studies have been carried out, one can point to few outcomes 

(Remmers 1953, p. 657)." 

In addition to the problem of estimating teaching effec

tiveness is the problem of innumerable variables, some quanti

fiable and some not. Since it is possible to isolate and 

consider specific variables, it follows that each research effort 

must analyze the teaching process and subsequently concentrate on 

the investigation of a single significant component. The present 

study concentrates on one aspect of student teaching—attitude 

shift of student teachers. 

One constituent of the classroom Gestalt is teacher at

titude, which includes the concurrent and related aspects of 

values, personality, and concept of self and others. Teacher 

attitude is generally recognized as the prime determinant of the 

social-emotional climate within the classroom. 

On the effects of attitudes, M. Rokeach (1968, p. 450) 

affirmed that "Each belief within an attitude organization . . ." 

has ". . .a behavioral component, because the belief . . . must 
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lead to some action when it is suitably activated." He (1960, 

p. 50) also stated, "Regardless of whether a belief-disbelief 

system is open or closed, it forms a psychological system." 

That system, claimed Rokeach, can be described and measured. 

D. G. Ryans (1960, p. 385) revealed that "The attitudes 

of teachers who were judged by their principals to be superior 

in teaching performance were significantly and distinctly more 

favorable toward pupils . . . than the attitudes of teachers who 

were judged . . . to be unsatisfactory or poor." He (1960, 

p. 366) also declared that outstanding teachers are characterized 

by ". . . good emotional adjustment, attitudes favorable to pu

pils, enjoyment of pupil relationships, £and] generosity in the 

appraisal of the behavior and motives of other persons . . . ." 

There are certain personal functions and qualities which 

are inextricably related to an individual's attitudinal pattern. 

E. C. Kelley (1962, pp. 18-20) in "The Fully Functioning Self" 

stated that "The fully functioning personality thinks well of 

himself," "... thinks well of others," "... sees the value 

of mistakes," ". . . develops and holds human values," ". . . 

knows no other way to live except in keeping with his values." 

In the same volume, A. W. Combs (1962, pp. 50-51) asserted that 

". . . the truly adequate, self-actualizing person . . pos

sesses ". . .a positive view of self, . . . identification with 

others, . . . openness to experience and acceptance, and . . . 

a rich and available perceptual field." 
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Personality, that totality of personal characteristics 

among which attitude is paramount, is what differentiates a su

perior teacher from an inferior one according to D. Hamachek 

(1969, pp. 341-344) and P. B. Kimmel (1964, p. 5765). A. S. 

Barr (1960, p. 400) considered personality a factor in teacher 

effectiveness equivalent to ". . . scholastic proficiency, un

derstanding of children, or verbal fluency." After surveying 

the qualities of "best liked" teachers as evaluated retrospec

tively by adults, A. T. Jersild and F. B. Holmes (1940, p. 142) 

were impressed with their finding that ". . .a large proportion 

of the characteristics that are mentioned relate to the teacher's 

personality—his or her qualities or merits as a person or human 

being rather than specifically as a pedagogue." Another study by 

P. M. Symonds (1954, p. 83) concluded: 

. . . teaching is essentially an expression of per
sonality. The teacher adapts himself to teaching in a 
manner that is harmonious with his expressions toward 
life situations in general. Methods and procedures 
learned during college preparations may influence teach
ing superficially but they do not determine the nature 
of the relation of a teacher to his pupils or the teach
er's basic attitude toward teaching. 

Statement of the Problem 

This study concerns two groups of student teachers en

rolled in practice teaching at the secondary level, one group in 

a regular program, the second in a professional semester. The 

design of the study was to examine the answers to the following 

questions: 
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1. What are initial attitudes of student teachers as mea

sured by the Minnesota Teacher Attitude Inventory (Cook, 

Leeds, and Callis 1951a) and the Bills' (n.d.) Index of 

Adjustment and Values? 

2. What are the attitudes of student teachers after practice 

teaching? 

3. In what ways do attitudes shift or remain stable similar

ly? 

4. In what ways do attitudes shift or remain stable dissimi

larly? 

5. Are there further relationships between attitude shift 

and a number of variable factors such as age, sex, grade-

point average, general subject area, and teaching level? 

Significance of the Problem 

The measurement of attitude shift among student teachers 

is significant because it may yield to educational planners and 

innovators one standard by which the relative merit of the part-

day program may be compared to that of the professional semester. 

Secondly, it may also serve to help directors of student 

teaching, supervisors and cooperating teachers in adjusting pro

grams and providing ancillary services thus encouraging desirable 

attitudinal shifts or discouraging undesirable attitudinal tenden

cies . 

Thirdly, certain inferences may be drawn from the accu

rate measurement of attitude shift and educational values which 

may be of assistance to professors of education in the 



formulation of criteria for the admission of aspirants to a pro

fessional program. Similarly, these informed inferences may 

equip counselors with a profile for estimating the suitability 

of individuals for teaching careers and may enable school ad

ministrators and supervisors to develop standards for evaluating 

a student or in-service teacher's classroom performance. 

Hypotheses to Be Tested 

This study examined the attitudes of student teachers be

fore and after practice teaching in two different clinical pro

grams . The study attempted to discover whether pre-experience 

attitudes differ between enrollees in each program. Secondly, 

the study attempted to ascertain whether changes in attitudes 

occur during a semester of student teaching. Thirdly, if changes 

in attitudes did occur, the study described the direction in 

which attitudes shift during the laboratory experience. Finally, 

the study attempted to compare the attitudinal shifts of student 

teachers in each program. Subordinate considerations include 

the relationships between attitude change and a number of spe

cific variables. 

Several hypotheses were advanced: 

1. There is no difference between the attitudes of student 

teachers in the regular program and those of student 

teachers in the professional semester before a training 

assignment, but there is a difference between the atti

tudes of student teachers in the regular program and 
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those of student teachers in the professional semester 

after a training assignment. 

There is a significant shift in student-teacher attitudes 

after a training experience. 

There is a difference in the degree of attitude shift be

tween student teachers in the regular program and those 

in the professional semester. 

There are significant relationships between attitude gain 

and the specific variables of age, sex, marital status, 

academic status, grade-point average, general subject 

area, and level of student-teaching assignment. 

Assumptions 

This study was based on the following assumptions: 

Educational attitudes, teacher dogmatism, and beliefs 

about self can be described and measured (Rokeach 1960, 

Combs, Soper, and Courson 1963). 

A teacher's beliefs influence his or her professional 

behavior (Rokeach 1968), and success in teaching is di

rectly related to personality factors (Kimmel 1964, 

Turner 1968, Rippy 1960, Lewis 1966). 

The student teacher or new teacher is exposed to numerous 

pressures and demands for which he or she has not been 

prepared (Dreikurs 1957, Metzner 1972, Clinton 1965, 

Elwell 1964, Walberg 1967b, Getzels arid Guba 1954, 

Turner, White, Quinn, and Smith 1963). 
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The Minnesota Teacher Attitude Inventory (MTAI) can be 

used to predict the kind of interpersonal relations which 

will exist in the classroom (Callis 1953, Popham and 

Trimble 1960, Kearney and Rocchio 1955a, Arnold 1953). 

5. An individual's expressed self-concept will closely ap

proximate his true self-concept (Burt 1945, Cropper 

1971). 

6. The Bills' Index of Attitudes and Values provides valid 

measurement of emotional adjustment (Roberts 1952, Bills 

1953b). 

7. The responses elicited from study participants were made 

with serious and honest intent. 

Limitations 

The following limitations of this study were recognized: 

1. The study, although asserting that the social-emotional 

climate of a classroom and teacher-student rapport is 

determined by a teacher's openness or closedness and 

person-emotional adjustment, does not purport to estab

lish a relationship between classroom climate and teacher 

effectiveness as interpreted by pupil achievement test 

scores . 

2. Individual reports of self-concept are colored by one's 

perceptions and are, to some degree, removed from 

reality. 
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The researcher acknowledges that a subject's responses 

may be influenced by factors other than the beliefs and 

attitudes measured, that the purpose of the instruments 

and the implications of his replies are apparent to the 

respondent, and that the subject can consciously control 

his answers. 

The sample of student teachers studied is comprised of 

voluntary participants. 

The study is limited to secondary school student teachers 

in one urban area served by four public school districts. 

Definitions 

Attitude: a relatively enduring organization of beliefs 

around an object or situation predisposing one to respond 

to some preferential manner (Rokeach 1968, p. 450). 

Clinical setting: the secondary school classroom in 

which the student teacher is placed; the laboratory. 

Closedness: a quality found in the individual who values 

universal, fixed principles; absolutism rather than rela

tivism; and autocracy rather than democracy. 

Cooperating teacher: the regular classroom teacher to 

whom the student teacher is assigned; the supervising 

teacher. 

Negative attitude change: a relative shift in attitude 

from a more open (democratic) position to a less open 

position; a shift toward autocratic attitudes. 
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6. Openness: a personal characteristic of the individual 

who is receptive and adaptable to change, possesses a 

less than rigid system of beliefs, tends to be relativ-

istic rather than absolutist, and to be democratic rather 

than autocratic. 

7. Positive attitude change: a relative shift in attitude 

from a more closed (autocratic) position to a less closed 

position; a shift toward more open democratic attitudes. 

8. Professional semester: the program which obligates the 

student teacher for the entire school day; also referred 

to as the block program because the student-teaching ex

perience is integrated with an on-site course entitled 

"Teaching in the Secondary School;" the full-day or 

full-time program. 

9. Regular student-teaching program: a semester-long pro

gram during which the student teacher is obliged to spend 

three hours in the receiving school. Usually two hours 

are spent teaching and one planning with the cooperating 

teacher. The terms "part-time" or "part-day" will refer 

to the regular program. 

10. Student teacher: the teacher-trainee, future teacher en

gaged in student teaching. 

11. Student teaching: a course which involves the future 

teacher's participating in the educational activities of 

an elementary or secondary school classroom under the 
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guidance of the regular teacher and with the supervision 

of a university staff member (Conant 1963, p. 27). 

12. Supervisor: a representative of the university education 

department who periodically observes the student teacher 

in the classroom for purposes of assistance and evalua

tion . 

13. University: refers to The University of Arizona. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

While there has been no lack of studies of student-

teacher attitude change, there has been a pronounced absence of 

concord among research findings. Some research efforts, saying 

little or nothing about direction of attitudinal shift, simply 

affirm that change does, indeed, occur as a result of student 

teaching. Conversely, other studies reveal that there is no 

significant change in student-teacher attitudes. Still other 

studies indicate that negative change, a shift to less open and 

therefore less desirable attitudes, takes place although spe

cific conclusions vary. In addition, there are research projects 

which find a positive change, a shift toward more desirable at

titudes, taking place after practice teaching. Lastly, there are 

several studies which emphasize attitudinal shifts of student 

teachers in both positive and negative directions. 

The following review consists of summaries of those find

ings which relate to the question of attitudinal shift among 

student teachers, and, in a few instances, to that among begin

ning teachers. Also mentioned are various conclusions which are 

germane to the secondary interests of this research: the rela

tionship of age, sex, general subject area, grade average, 

18 



19 

marital status, and grade level of assignment to the degree of 

attitudinal shift. 

Shift Recognized 

E. A. Lipscomb's (1966, p. 159) problem was "To explore 

the attitudes of student teachers in elementary education before 

and after their student teaching experience in an effort to de

termine whether attitudinal change had occurred." Forty-four of 

the 165 seniors enrolled in student teaching took the Lipscomb 

Scale of Teacher Attitudes pre and post. In taking the Lipscomb 

Scale, each subject is confronted with twenty-four classroom prob

lems to which he proposes one of several listed solutions . The 

individual responses or solutions each represent alternative ex

pressions of teacher attitude. Lipscomb (1966, pp. 162-163) con

cluded that attitudes of student teachers toward children, toward 

curriculum, and toward the teacher's role did indeed change as 

the result of student teaching. He found the attitude change in 

twelve student teachers significant at the .001 level, in twenty 

students significant at the .01 level, and in nine students sig

nificant at the .05 level. The change in only three student 

teachers was not great enough for acceptance at the .05 level. 

R. D. Price's (1961, p. 474) major conclusion was that 

. .a considerable change occurred in student teachers' atti

tudes during the student teaching semester . . . ." He used the 

Minnesota Teacher Attitude Inventory (MTAI) and the Sanders 
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Observation Schedule on a sample of ninety subjects, forty-five 

cooperating teachers and forty-five student teachers . 

The MTRI is an instrument designed to measure to what 

degree a teacher's attitude is "open" (i.e., democratic) or 

"closed" (i.e., autocratic). The instrument consists of 150 

statements with which the subject "agrees strongly," "agrees," 

is "undecided," "disagrees," or "disagrees strongly." The higher 

a subject's score, the more "open" his educational attitudes. 

The Sanders Observation Schedule is an assessment tool used by 

an observer in the classroom to evaluate the teacher's perfor

mance. The teacher's practices are rated on a five-point scale 

extending from "least" to "most desirable." The general areas 

evaluated are five: provision for individual differences, cur

riculum organization and teaching techniques, social organization 

and classroom psychological climate, efficiency and orderliness, 

and teacher control techniques. 

Interested in ascertaining to what extent cooperating 

teachers influenced student teachers, Price (1961) assigned to 

each of three groups, designated respectively as high-, middle-, 

and low-dogmatic, fifteen student teachers paired with fifteen 

cooperating teachers. At the end of the student-teaching semes

ter, each of the three groups revealed score changes significant 

at the .05 level. Recognizing that "considerable change" oc

curred in the attitudes of student teachers as a group, Price 

stated that individual changes were less dramatic. On the 
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question of the influence of cooperating teachers, Price found 

that there was a tendency for student-teacher attitudes to shift 

in the direction of cooperating teacher attitudes . 

F. R. Smith (1953) explored changes in personal qualities 

of student teachers in elementary education as recorded by a 

test-retest battery comprised of the Minnesota Teacher Attitude 

Inventory, the Guilford-Zimmerman Temperament Survey, and A Study 

of Sam Smith. The Guilford-Zimmerman Temperament Survey is a 

measure which yields a score for ten personal traits of the re

spondent: General Activity (G), Restraint (R), Ascendance (A), 

Sociability (S), Emotional Stabibility (E), Objectivity (0), 

Friendliness (F), Thoughtfulness (T), Personal Relations (P), and 

Masculinity (M). A high score on the Guilford-Zimmerman is in the 

direction of the generally desirable norm (Van Steenberg 1953, 

p. 97). A Study of Sam Smith is an artificially constructed case 

study which poses typical intellectual-academic problems. The 

test subject, after reading the problems, must respond to twenty-

five diagnostic items and twelve proposals for remedial action. 

The test measures one's "... knowledge of facts and principles 

about human development . . . ," and one's "... ability to 

apply this knowledge . . . (Watson 1949, p. 471)." 

Smith (1953) selected two groups from the student teach

ers at a university laboratory school. One group, the check 

group, was taking student teaching only in the fall semester. 

It was to provide test-retest data. The second group, the study 



group (n=33), was student teaching during both fall and spring 

semesters. The study group was given the test-retest battery 

both semesters. In addition, case studies were done on all in

dividuals in the study group. Smith's (1953, p. 1107) summary 

included these findings: 

1. The case study method of interpretation revealed 
one hundred and four statistically significant changes 
in thirty-one of the thirty-three cases of the Study 
Group. 

2. There were statistically significant differences 
in the average performance of the Study Group on the 
Minnesota Teacher Attitude Inventory; and on Traits G 
(General Activity), E (Emotional Stability), and F 
(Friendliness) of the Guilford-Zimmerman. 

No Attitude Shift 

There was no significant change in Teacher Attitude In

ventory scores of senior students who experienced student teach

ing contended R. Callis (1950, p. 726), claiming "... attitudes 

. . . are rather well formed by the time the subject enters pre-

professional training and are influenced to only a minor extent 

by training and the first half year of teaching." However, he 

did find meaningful differences in attitudes among student 

teachers classified by major field of study. Special field 

majors (art, home economics, industrial arts, music, and physical 

education) score less open in attitudes than academic field ma

jors (English, speech, foreign languages, mathematics, science, 

and social studies). Callis discovered no distinctions in the 

scores of the Teacher Attitude Inventory, an early form of the 



Minnesota Teacher Attitude Inventory, which correspond to sex 

difference of the subjects. 

Proposing to determine if any changes occurred in the 

attitudes, philosophic views, and professional knowledge of stu

dent teachers over the practice-teaching course, J. E. Castek 

(1970) employed the MTAI, the Philosophy of Education Test, and 

the General Knowledge of Secondary Education Test. His study of 

290 student teachers disclosed that no significant changes oc

curred during a semester of student teaching. Significant dif

ferences in attitudes did occur among student teachers grouped 

by teaching major and among student teachers arranged according 

to overall grade point average. There were differences in phil

osophical views among groups classed by teaching major and among 

groups classed by grade point average. No difference in philo

sophical views among groups arranged by grade point average was 

found, and no difference in attitudes, philosophical views, or 

professional knowledge existed among groups classified by 

student-teaching grade level. 

A study by M. Gelke (1956), which explored the nature of 

the changes in student teachers' attitudes toward children, in

volved forty-four practice teachers who completed the MTAI and a 

modified Thematic Apperception Test for Teachers, a projective 

test which presents the subject with a number of pictures and 

requires the subject to tell a story about each picture. Gelke 

found that there was no significant change in mean MTAI scores 
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after student teaching. The TAT revealed significant differences 

in only two of eleven areas: a decline in empathy and an in

crease in optimism. Neither instrument detected any meaningful 

correspondence between the teaching field, age, and sex of sub

jects and test scores. 

In his study of student teachers, H. M. Loy (1955) uti

lized the Kuder Preference Scale and the MTAI to measure atti

tudes toward teaching, the MTAI and Q-sort tests to .gauge 

attitudes toward pupils, and the Mickey Murphy Case Study Test 

to estimate the constructive use of behavioral principles . The 

Kuder Scale records a subject's preference for six situations: 

group activity, stable situations, working with others, avoiding 

conflict, directing others, and verification. The Mickey Murphy 

Case Study Test is a measure of the ability of an individual to 

interpret information about children. It includes a case study 

of a fourteen year old boy and 150 multiple choice questions 

which yield scores in three areas: (a) avoiding hasty conclu

sions, (b) interpretation of data, and (c) formulation of plans 

of action (Arnold 1959, pp. 628-629). Loy (1955) revealed that 

none of the three factors, attitudes toward teaching, attitudes 

toward pupils, and the use of behavioral principles, were sig

nificantly altered by the laboratory exposure. 

L. G. Nichols (1963) using the MTAI and the Thompson 

Scale for Evaluating the Relative Significance of Secondary 

School Teaching Practices to measure attitude change relating 
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to the selection of teaching practices after the laboratory ex

perience, divulged that one experimental group (n=31) produced 

mean scores on both scales which were not statistically signifi

cant at the .01 level of confidence, and a second group (n=69) 

similarly showed no attitude change, but it did reveal a signifi

cant inability to select "desirable" teaching practices after 

student teaching. 

E. A. Rothwell (1970) studied the personality traits, 

attitudes, anxiety levels, academic achievement, and ratings of 

twenty-six social science interns by means of the Sixteen Per

sonality Factor Questionnaire, the MTAI, and the Anxiety Scale 

Questionnaire. The Sixteen PF measures an individual's person

ality with sixteen bipolar terms: 

1. aloof—warm, outgoing 
2 . dull—bright 
3. emotional--mature 
4. submissive—dominant 
5. glum, silent—enthusiastic 
6. casual— cons cientious 
7. timid—adventurous 
8. tough—sensitive 
9. trustful—suspecting 
10. conventional—eccentric 
11. simple—sophisticated 
12. confident—insecure 
13. conservative—experimenting 
14. dependent—self-sufficient 
15. lax—controlled 
16. stable—tense 

Among Rothwell's (1970, p. 4021) conclusions was the 

finding, "There was no significant difference in attitude and 

anxiety scores before and after the internship." 
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In a study of the judgmental changes of student teachers 

of English, F. E. Sanders (1969, p. 1123) discovered "... stu

dent teachers . . . did change their judgments about selected 

English teaching practices . . . ," but they "... did not 

change their judgments about educational ideas . . . ." Sixty-

nine subjects were tested with Tovatt's Selected English Teaching 

Practices and Kerlinger's A-B score on the Education Scale VI. 

A. S. Sanford's (1959, p. 1) stated problem was ". . .to 

investigate the changes that occur in cadet teacher attitudes 

toward pupils during the practice teaching experience ..." with 

"particular attention ... to the influence of the critic teach

er on changes in attitudes of the cadet teacher." With that end, 

he secured the initial cooperation of every elementary student 

teacher in the publicly-supported teacher-training institutions 

in Vermont. Numbering 102, the student teachers came from three 

schools: two state colleges and the University of Vermont. 

During the study, only two participants did not follow through. 

The pre-test battery consisted of the MTAI, which aims to esti

mate teacher-pupil rapport; the Guilford-Martin Inventory of 

Personality Factors GAMIN, which measures five temperament 

traits: general activity, ascendancy in social settings, 

masculinity-femininity, self-confidence, and nervousness; and 

the Abridged Mahoney Child Development Expectancy Index, which 

records the estimations of adults concerning the expected devel

opment of children. After eight weeks, the three inventories 
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were readministered; the student teachers were interviewed by 

Sanford; and the critic or cooperating teachers took the battery. 

The researcher also interviewed the respective directors of stu

dent teaching. 

Sanford disclosed that, taken as a group, the student 

teachers manifested no significant attitude shift after the lab

oratory experience, but, regarded individually, they clearly did 

change. Some changed as much as fifty raw score points on the 

MTAI. Researcher Sanford claimed that sex, age, and teaching 

experience did not seem to influence MTAI scores. Among Sanford's 

(1959, pp. 123-124) other findings were related claims: 

1. Critic teachers' attitudes towards pupils do not 
necessarily influence cadet teachers' attitudes towards 
pupils in the same direction. 

2 .  . . .  w h e n  a  c a d e t  p o s s e s s e s  a  h i g h e r  d e g r e e  o f  
general activity, masculinity, or self-confidence than 
his critic, he is less likely to adopt the MTAI atti
tudes of his critic. 

3. When the cadet expresses positive identification 
with his critic, MTAI shifts toward the critic are more 
likely. 

Positive Shift 

B. J. Brim (1966), author of "Attitude Changes in Teacher 

Education Students," used the MTAI and studied the attitudes of 

250 undergraduates in education. His subjects were placed in one 

of five sub-groups arranged progressively. Students enrolled in 

introductory educational psychology comprised the first group; 

those in an introductory course in elementary education made up 



the second; the third group consisted of students enrolled in 

both introductory educational psychology and elementary educa

tion; the subjects in group four were taking an introductory 

course in secondary education which included forty clock hours 

of observation and assistance in the classroom; and the last 

group contained those who were actually student teaching in the 

public elementary or secondary schools. Brim (1966, p. 442) 

concluded that "... there was a highly significant overall 

change to a higher attitude mean ... on the Minnesota Teacher 

Attitude Inventory," even though on an individual basis the di

rection of change varied. He (1966, p. 445) added, "Student 

means on the MTAI were higher (more open) with each level of 

progression through the undergraduate teacher education program." 

The student teachers viewed the laboratory experience itself as 

the factor influencing attitude change the most. 

D. C. Dornack (1970) in "A Study of Attitude Change in 

Student Teachers in Two Different Types of Student Teaching Situ

ations" reported on an experimental group of twenty-five student 

teachers who taught in an Upward Bound Project in which individ

uality and small group instruction were characteristic, and a 

control group of ninety who student-taught in typical public 

high schools. The MTAI and Trait P (Personal Relations) in the 

Gordon Personal Inventory were the instruments used. Although 

the measures failed to indicate any statistically significant 

differences between the two groups, the attitudinal growth of 
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the experimental group was significant at the .05 level of con

fidence . 

Examining student-teacher self-concept, W. Dumas (1969) 

concluded that student teachers generally tend to acquire a more 

positive view of self during practice teaching. However, he 

found that only the student teachers of English manifested a 

"significant improvement of self-perception," while student 

teachers of physical education tend to be identified with a "neg

ative view of self." Working with homogeneous groups of "slow 

learners" tends to modify student-teacher self-concept in a posi

tive direction, as does serving under a cooperating teacher who 

is present in the classroom most of the time. Dumas administered 

the Fiedler Interpersonal Perception Scale pre and post to 106 

student teachers. The Fiedler Scale gauges self-concept and in

terpersonal attitudes of classroom teachers. It is a six-point, 

twenty-four item, rating scale employing bipolar adjectives 

(Dumas 1969, p. 276): 

1. Friendly—Unfriendly 13. Thoughtless--Thoughtful 
2. Cooperative—Uncooperative 14. Frank--Reserved 
3. Quitting—Persistent 15. Meek--Forceful 
4. Stable—Unstable 16. Careless--Care ful 
5. Confident—Unsure 17. Easygoing—Quick-Tempered 
6. Shy—Sociable 18. Practical--Impractical 
7. Upset—Calm 19. Boastful—Modest 
8. Bold—Timid 20. Intelligent—Unintelligent 
9. Ungrateful—Grateful 21. Gloomy—Cheerful 
10. Energetic—Tired 22. Responsible—Undependable 
11. Impatient—Patient 23. Unrealistic—Realistic 
12. Softhearted--Hardhearted 24. Efficient—Inefficient 



30 

Using Freeze's College Student Problems Q-Sort, a measure 

of openness, C. R. Kinard (1968) investigated the changes in the 

psychological concept of openness among student teachers during 

the laboratory experience. He also considered changes in open

ness related to teaching grade level, location of assignment, and 

student-teacher grade point averages. Acknowledging there was no 

significant (.05 level) change in openness, Kinard asserted that 

what change did occur was generally in a positive direction. He 

also stated that no significant relationships existed between 

teaching grade level, location of assignment, and grade point 

averages and the shifts in openness of the student teachers. 

D. L. Lantz (1964) discovered that, after the practice-

teaching assignment, student teachers regarded themselves as more 

trustful and accepting, deprecated themselves less, and viewed 

other teachers as less blunt and aggressive and more trusting and 

open. They also felt themselves more capable of interpreting 

pupil behavior. Lantz studied thirty-seven student teachers and 

used a modified Interpersonal Check List, a device which records 

a subject's self-concept and concept of others on an octant 

scale. Lantz (1964, p. 201) modified the ICL ". . .so that a 

subject indicated how often an adjective or phrase was charac

teristic of him." Among the adjective pairs used on the scales 

were: 

1. Skeptical—Distrustful 
2. Cooperative--Overconventional 
3. Responsible—Overgenerous 
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4. Trustful—Accepting 
5. Normal—Realistic 
6. Modest—Self-Effacing 
7. Blunt—Aggress ive 

R. G. Oana (1965), using a sample of sixty-four student 

teachers in childhood education, found that MTAI scores were 

highest immediately after student teaching. However, after one 

or two years of regular teaching, the subjects' attitude scores 

revealed a "definite drop," indicating more closedness . 

The conclusion that "... there was a significant im

provement in the attitudes of the prospective teachers ..." 

after practice teaching was the chief finding of G. M. Rawlins' 

(1970, p. 3397) study which measured the attitudes of 135 ele

mentary and secondary student teachers with a twenty-item Problem 

Instrument and the MTAI. The twenty-item Problem Instrument, 

created by Rawlins, required student teachers to react to teach

ing problems. The student teachers recorded the extent to which 

they perceived the problem might make the practice teaching ex

perience more difficult. Rawlins also discovered there was lit

tle direct relationship between attitude changes and the student 

teachers' evaluation of their overall practice-teaching exposure. 

Inquiring if practice teaching changes attitudes toward 

teaching, D. L. Sandgren and L. G. Schmidt (1956) studied 393 

student teachers with the MTAI and the Student Teaching Report, 

a cooperating-teacher evaluation of student teachers, and they 

found that the MTAI mean of the post-inventory was significantly 



32 

higher, indicating more openness, than the mean of the pre-

inventory. They also learned that the women in their study 

generally had higher MTAI scores than the men, that there is 

probably no relationship between MTfll scores and critic teacher 

ratings, and that the highest MTAI scores were recorded by ele

mentary majors who were followed in order of descending scores 

by secondary academic majors and secondary non-academic majors. 

In addition, Sandgren and Schmidt stated that student teachers 

who practice-taught only one-fourth of the day had higher scores, 

indicating greater openness, than their peers who taught a half-

or a full-day. The full-day student teachers scored higher than 

those on half-time. The researchers cautioned, however, that the 

quarter-time student teachers included a large number of elemen

tary majors, while the half-time group was dominated by secondary 

non-academic majors. 

0. Scott and S. G. Brinkley (1960), who also used the 

MTAI, measured the pre- and post-student-teaching attitudes of 

seventy-seven subjects enrolled in a full-time laboratory experi

ence and found a significant (.05 level) increase in mean scores. 

Specifically, nineteen of seventy-seven made statistically sig

nificant gains in scores; twelve underwent significant losses; 

and forty-six saw no significant change. The researchers also 

divulged that attitudes are likely to improve when the attitudes 

of the cooperating teacher are superior (i.e., more democratic) 

to those of the student teacher. 
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A. T. and L. M. Soares (1968), working on the self-

perception of student teachers, had 111 education seniors rate 

themselves according to how they thought they were viewed as 

teachers by themselves, their college supervisors, and their co

operating teachers. The study revealed that elementary and sec

ondary majors alike manifested "positive self-concepts" on all 

three scales, and that the elementary majors have noticeably 

higher opinions of themselves than do secondary majors. The 

study did not measure a shift over a period of time but recorded 

student-teacher perceptions after the internship. The rating 

scale was constructed by the researchers themselves. 

One hundred and twelve elementary teacher trainees were 

tested by J. H. Young using the California F Scale and the Young 

Opinionnaire. The California F Scale, a measure of convention

alism and submissive tendencies, was used by Young (1971, p. 70) 

as "... a survey of general attitudes toward social issues." 

The Opinionnaire, constructed by Young (1971, p. 70) himself, was 

used ". . .to gain data that were used to analyze each student 

teacher's presumed cause of attitude change." Young (1971, 

p. 71) concluded, "Student teachers did change significantly 

during student teaching—in a less authoritarian direction." He 

also found that the relation between student-teacher and 

cooperating-teacher F-Scale scores was not meaningfully strength

ened during practice teaching and that attitude change of student 

teachers was caused more by what actually happened during 



practice teaching than by considerations of methodology and per

ceived duties. 

Negative Shift 

S. Alper and P. M. Retish (1972, p. 74), who studied the 

effects of student teaching on the attitudes of students in spe

cial education, elementary education, and secondary education, 

concluded "... that prospective teachers' attitudes tend to be

come more negative [i.e., closed] about teaching and children 

after the student teaching experience." In their study, Alper 

and Retish administered the MTfll pre and post to a volunteer 

group of thirty college seniors. They found that the scores of 

elementary school student teachers declined significantly at the 

.05 level of confidence, the scores of the secondary students de

clined but not significantly, and the scores of special education 

students increased insignificantly. Evidence exists, they 

stated, which indicates there are attitudinal differences among 

the three student-teacher groups. 

T. J. Czajkowski (1968), whose focus was confidence lev

els' of student teachers as related to personal characteristics 

and performance, concluded that the confidence levels of student 

teachers increased substantially during practice teaching. How

ever, he also stated that high confidence levels were associated 

with closed-mindedness. Czajkowski used several instruments: 

the Confidence Level Inventory for Teaching, the MTfll, the 
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Rokeach Dogmatism Scale, and the Edwards Personal Preference 

Schedule. According to Rokeach (1960, p. 19), the Dogmatism 

Scale is a measure of ". . . individual differences in the extent 

to which belief systems are open or closed." It registers one's 

tendencies toward authoritarianism and intolerance. The Edwards 

Personal Preference Schedule measures a subject's personal needs 

for: achievement, deference, order, exhibition, autonomy, af

filiation, intraception, succorance, dominance, abasement, nur-

turance, change, endurance, heterosexuality, and aggression 

(Buros 1959, p. 47). 

I. J. Dahl's (1968) investigation, entitled "Analysis and 

Evaluation of Certain Attitudinal and Behavioral Changes in Se

lected Student Teachers During the Professional Laboratory Ex

perience with an Experimental Variable of Supervisory Personnel," 

described a significant loss between the mean pre-test and the 

mean post-test scores of the experimental group. The MTAI, the 

Watson-Glazer Critical Thinking Appraisal, the Pupil Observation 

Survey, and Flander's System of Interaction Analysis were the 

instruments used in the study. The Watson-Glazer Appraisal 

(Hovland 1959, p. 797) evaluates "... the capacity of the in

dividual to draw correct inferences, recognize assumptions, draw 

appropriate deductions, interpret data, and evaluate arguments." 

The Pupil Observation Survey measures the teacher's classroom 

behavior characteristics from the viewpoint of the pupil. The 

Flanders' System of Interaction Analysis records the direct or 
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indirect influence of the teacher upon the students in his class . 

Twenty-six student teachers and twenty-six cooperating teachers 

served as subjects. Dahl (1968) pointed out that MTfll scores 

varied in direction from individual to individual and that the 

scores of some student teachers dropped as much as seventy-five 

raw score points. 

In "Attitude Changes of Beginning Teachers After Initial 

Teaching Experiences," H. P. Day (1959) commented that a "drastic 

shift" occurs in the direction of less desirable, more closed, 

attitudes in teacher graduates . Testing seniors before and after 

an eight-week student-teaching assignment revealed a greater loss 

in desirable attitudes as measured by the MTAI than that pre

dicted by authors of the instrument. The subjects of Day's in

vestigation were 196 graduates of a university teacher-education 

program and 154 student teachers in their senior year. The 

scores of the student-teacher graduate group exhibited a mean 

loss of twenty points after the first six months of teaching, 

while the scores of student teachers suffered a loss of 4.2 

points over the eight-week training period. 

W. H. Dutton (1962) studied attitude change in ninety-one 

elementary student teachers, discovering that, although 22% 

showed a positive gain, 78% declined or became more closed. He 

administered the MTAI pre and post, and both the Taylor Manifest 

Anxiety Scale and the Anxiety Differential once. The Taylor 

Manifest Anxiety Scale (Spence and Taylor 1951, p. 183) consists 
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of ". . . sixty-five items from the Minnesota Multiphasic Per

sonality Inventory judged by clinicians to be indicative of 

manifest anxiety." Dutton (1962) stated that among those who 

declined in attitudes were both highly anxious and non-anxious 

student teachers who changed in the direction of their supervis

ing teachers. Scores of a control group of 150 education stu

dents not student teaching did not change measurably. 

M. N. Gewinner's (1967) concern was the interaction of 

student teachers with their supervising teachers . He measured 

the attitudes and personalities of 150 student teachers with the 

MTfll and the Sixteen Personality Factor Questionnaire . Scores 

revealed "a highly significant, negative change in student-

teacher attitude beyond the .01 level of confidence . . . 

(Gewinner 1967, p. 165)." Degree of similarity between student-

teacher personality and cooperating-teacher personality appeared 

to have no influence on the decline of student-teacher attitudes . 

R. Halpert (1966), interested in the sources, manifesta

tions, and magnitude of stress among student teachers, inquired 

into the nature and source of stress . She also attempted to de

termine what percentage of students experienced stress during 

practice teaching, and she explored the relationships between 

reported stress and respective cooperating teacher, student-

teacher background, the student's identification with the teacher 

role, the student's work load, and the socioeconomic level of the 

community to which the student was assigned. Using her own 
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instruments on three hundred student teachers, Halpert found the 

greatest period of stress to be at the beginning of the assign

ment when 70% of the subjects felt considerable psychological 

discomfort, and she estimated that, for 20% of the entire group, 

stress was a chronic condition. Sources of stress are reported 

to have been task disagreement with the cooperating teacher, am

biguity, and the dissimilarity of student-teacher and cooperating-

teacher personalities. Halpert claimed that the nature of the 

stress was manifested physically by fatigue, disruption of eating 

habits, and increased nervous habits, and psychologically by 

self-doubt and a decline in self-confidence. She found a posi

tive relationship between student-teacher stress and the cooper

ating teacher with whom the student teacher was placed. No 

significant relationships existed between reported stress and 

student-teacher background, student-teacher identification with 

the teacher role, student-teacher work load, and socioeconomic 

level of the community. 

W. K. Hoy (1967) examined 282 student teachers and their 

concepts of pupil control with the Pupil Control Ideology Form. 

His (1967, p. 154) major finding was that "The pupil control 

ideology of student teachers . . . was significantly [beyond the 

.001 level of confidence more custodial after student teaching] 

than before." Hoy (1967, p. 153) stated custodialism denotes 

". . . traditional viewpoints and policies of a mental hospi

tal . . . ," while its opposite, humanism, suggests a recognition 
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of diversity and a desire to meet a wide range of needs. Hoy 

described the custodial school as one marked by autocracy and a 

unidirectional downward flow of both power and communication. 

The custodial viewpoint tends to stereotype students according 

to their appearance, behavior, and social status, and to regard 

youth with pessimism and watchful mistrust. In contrast, the 

humanistic viewpoint, according to Hoy (1967, p. 153), encourages 

interaction, regards "student behavior and learning ... in 

psychological and sociological terms rather than moralistic 

terms," prefers self-discipline to "strict control," and fosters 

a "'democratic' atmosphere." Hoy blieved that new teachers are 

likely to encounter school values which clash with their own and 

subsequently undergo a "socialization process." 

ft. E. Hughes (1966) asserted that student teachers become 

more mean and demanding, less sympathetic, and score lower in 

"elegance" and "inspiring behavior" after practice teaching. He 

claimed that the changes are caused by an "adjustment to reality." 

His sample consisted of 218 student teachers whose attitudes were 

measured by Kerlinger's Education Scale VII and Wright and 

Tusca's Teacher Attitude Questionnaire. 

J. D. Inglis (1969) studied eighty-five elementary educa

tion student teachers, measured their attitudes with the MTAI, 

and concluded that student teachers do become more "tradition-

alistic and pessimistic," although he found no significant 
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difference between pre- and post-test scores . He contended that 

team teaching influences student teachers adversely. 

Sixty-six student teachers in agriculture education were 

E. E. Jekel's (1966) subjects who responded to the MTfll pre and 

post. Although the attitude change did not reflect a statisti

cally significant difference at the .05 level of confidence, 

Jekel did observe a mean loss in attitude scores, a decline in 

openness. The size of the schools in which student teachers were 

placed appeared to have no effect on the attitudes of the student 

teachers. 

T. McEwin (1968) studied 397 student teachers and divided 

them into several sub-groups: secondary, elementary, male, fe

male, males in secondary, females in secondary, males in elemen

tary, and females in elementary. He found that all sub-groups, 

with the exception of the male elementary group, experienced sig

nificant (.001) negative attitude changes during the internship. 

The personality of the cooperating teacher, McEwin claimed, is 

the main determinant of attitude shift. He used the MTRI and a 

questionnaire. 

R. A. Mortenson (1970), aiming to record changes in 

student-teacher attitudes toward teacher-pupil relationships and 

to determine if student teachers are likely to adopt the atti

tudes of cooperating teachers and college supervisors in regard 

to those relationships, also used the MTftI pre and post. He 

(1970), p. 5912) concluded that: 
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1. Student teachers initially having more favorable 
attitudes . . . prior to student teaching tend to have 
less favorable attitudes following student teaching 
when . . . either the cooperating teacher, or college 
supervisor, or both were rated high on the MTAI. 

2. Student teachers with initially less favorable 
attitudes . . . tend to remain the same . . . when . . . 
either the cooperating teacher, or college supervisor, 
or both have relatively high attitudes .... 

3. The direction of change . . . tends to be away 
from the attitudes held by college supervisors and toward 
the attitudes held by cooperating teachers. 

R. E. Muuss (1969) explored attitude shift in fifty-two 

elementary student teachers as measured by the MTAI. After a 

pre-student-teaching academic program, mean attitude scores rose 

15.7 points, but after student teaching 67% of the interns reg

istered a mean attitude score loss of 8.9 points. Muuss (1969, 

p. 187) claimed that the decline in openness is associated with 

a student-teacher propensity ". . .to become more traditional 

and more teacher centered in one's attitude toward children." 

He also stated that his data lended credence to the belief that 

student-teacher frustration and difficulty are related to a de

crease in MTAI scores. 

Assuming that logical inconsistency is the sign of an 

authoritarian frame of mind, G. L. Newsome, H. L. Gentry, and 

L. D. Stephens (1965), using the GNC (Gowin, Newsome, Chandler) 

Scale, inventoried the educational ideas of 130 student teachers 

before and after their classroom assignments. The GNC Scale, 

according to Weinstock and Peccolo (1970, p. 211), "... devel

oped to study how consistent prospective teachers were in their 
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ideas about education," consists of one hundred statements per

taining to educational goals, methods, curriculum, and disci

pline. The statements represent rationalistic (i.e., classical) 

and empirical (i.e., scientific) educational philosophies. Upon 

the first measurement, the total group and all subgroups (social 

studies, English, and math) exhibited logical consistency. The 

post-test, however, revealed that statistically significant (.05) 

losses occurred in the total group and in all subgroups during 

student teaching. 

R. V. Osmon (1959) studied the pre- and post-student-

teaching attitudes of 222 individuals, and he found that all stu

dent teachers showed a score loss significant at less than the 

.01 level of confidence. The MTAI and a personal interview with 

forty selected students yielded Osmon's data. The chief factors 

related to a score loss, claimed Osman (1959, p. 1281), were: 

1. A felt difficulty in motivating the pupils. 

2. Difficulty with pupil control and discipline. 

3. A belief that the pupils were not achieving com
mensurate with their abilities. 

4. A belief that the pupils had cooperated very 
poorly. 

5. A belief that supervision by the supervising 
teacher had been inadequate. 

4. A decision not to seek a teaching position the 
following school year. 

M. M. Petrusich (1966, p. 32) examined the relationship 

between student-teacher anxiety and "... human relations 
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aspects of the classroom . . . ." Her sample was forty-two ele

mentary student teachers whom she tested with the IPAT Anxiety 

Scale Questionnaire and the IPAT 8-Parallel Form Anxiety Battery. 

The IPAT Anxiety Scale Questionnaire registers an individual's 

scores in six areas: self sentiment development, ego strength, 

protension or paranoid trend, guilt proneness, ergic tension, 

and total anxiety (Buros 1959, p. 70). The IPAT 8-Parallel Form 

Anxiety Battery, according to Petrusich (1966, p. 32), ". . . was 

designed to measure anxiety experienced as a state and it can be 

administered at frequent intervals. Eight comparable forms are 

provided for repeated measurement. Each form consists of seven 

subtests of questionnaire and objective type. Each of the forms 

contains fifty items, distributed in seven subtests . . . ." The 

seven subtests consist of the following items (Petrusich 1966, 

p. 53): 

1. Questions 

2. Susceptibility to Annoyance 

3. Lack of confidence in untried skills 

4. Readiness to confess common faults 

5. Anxiety-tension Symptom Self-Checklist 

6. Susceptibility to Embarrassment. 

For the most part, the trainees taught a full daily 

schedule from the fourth week until the end of the semester, and 

an increase in anxiety level occurred during the fourth week, 

climaxing in the sixth week. The ego strength (i.e., "the 
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capacity of the individual to control and express frustrations in 

a suitable way [Petrusich 1966, p. 84]") of the student teachers, 

greater than the ego strength of a control group before student 

teaching, did not significantly differ afterward. Petrusich 

also stated that the middle segment of the student-teaching term 

was critical because the trainees experienced paranoid insecur

ity, a lowering of ego strength, and increased anxiety at that 

time. She expressed the belief that student teachers may require 

more "... guidance, counseling, and psychological support," 

than heretofore assumed. 

W. Rabinowitz and I. Rosenbaum (1960) administered the 

MTfil to student-teaching seniors and, three years later, retested 

those individuals who were teaching at the elementary level. The 

post-test scores of the 343 subjects reflected a mean decline, a 

shift to greater closedness, of 20.1 score points. Desirous of 

examining geographical differences, the researchers divided the 

test group into two subgroups, urban and non-urban, and they dis

covered the mean loss in the urban group to be 23.9 points, while 

the non-urban mean loss was 16.5 points. Rabinowitz and Rosen

baum (1960, p. 317) concluded: 

. . .  i n  t h e  t h r e e  y e a r s  b e t w e e n  t e s t i n g s  t h e  t e a c h 
ers become less concerned with pupil freedom and more 
concerned with establishing a stable, orderly classroom, 
in which academic standards received a prominent posi
tion. The change was accompanied by a decline in the 
tendency to attribute pupil misbehavior or academic dif
ficulty to the teacher or the school. 
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H. J. Walberg (1967a), using a bi-polar rating scale and 

a questionnaire designed by Wright, Tuska, and Sherman, observed 

the changes in self-concept during student teaching of 1,389 

subjects. The research instrument required subjects to rate 

"significant" persons such as a "best-liked teacher" and "myself 

as teacher" on a six-point scale. Walberg stated that all stu

dent groupings scored lower on "Teacher Role" after the labora

tory assignment, and that the student's first teaching experience 

was likely to be "conflict-laden and anxiety provoking." 

H. J. Walberg, S. Metzner, R. M. Todd, and P. Henry 

(1968) regarded the severe declines in the self-concept of stu

dent teachers as a result of "reality shock." They investigated 

the attitudes of 141 college women; sixty-four were elementary 

practice teachers, while seventy-seven were tutors who were also 

enrolled in an educational core and methods course. Instruments 

used were a seven-point semantic differential scale, a bi-polar 

semantic differential, and thirty-five modified items from the 

MTAI. After the laboratory experience, Walberg et al. (1968, 

p. 286) found "... the student teachers scored significantly 

lower on : neat, pedagogical, identified, pupil-centered, 

egalitarian; and higher on: expressive, narcisstic, controlling, 

puritanical." The tutors, after tutoring, scored significantly 

lower on: "... neat, stable, good, controlling, authoritarian; 

and higher on pupil-centered." The researchers (1968, p. 290) 

attributed the declines in self-concept to ". . . the conflict 
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between the personality need to be close to children and the role 

demand to establish authority and discipline . . . 

The theory of role conflict is again discussed by H. J. 

Walberg (1968) who reported on another study which detected sig

nificant (.05) declines in self-ratings of a group of seventy-

seven elementary and high school student teachers on a semantic 

differential and bi-polar scale. The shift in score means, ac

cording to Walberg (1968, p. 46), implies: 

1. self-depreciation on intellectual mastery and on 
the ability to present ideas effectively, 

2. a sullied self-concept, and 

3. a dejected alienation. 

Related changes which occur are: 

1. less understanding of children, 

2. lower expectation of pupil behavior and lower 
aspiration for self in the role of teacher, and 

3. less rapport with a class . 

H. R. Weinstock and C. M. Peccolo (1970) studied the at

titudes of 156 student teachers (ninety-seven secondary and 

fifty-nine elementary), before and after their internship, with 

the MTRI and the GNC Logical Consistency Scale. They (1970, 

p. 212) revealed: 

I. that both elementary and secondary student teach
ers displayed a consistent drop in mean scores on the 
MTAI after their assignments; 

2. that the pre-student-teaching MTRI scores of ele
mentary majors were significantly higher than the corres
ponding scores of secondary majors; 
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3. that there was no difference between the mean 
scores of those majoring in the humanities and the mean 
scores of those majoring in the sciences either before 
or after student teaching, although both the pre and 
post mean scores of the humanities-science majors were 
significantly higher than the mean scores for those 
majoring in the vocational areas: physical education, 
business education, and industrial arts; and 

4. that secondary-school and elementary-level 
science and vocational teachers displayed a "highly 
significant" decline in attitude scores after student 
teaching. 

Weinstock and Peccolo (1970) suggested that the results 

of their study may indicate that desirable teaching attitudes are 

seldom reinforced, and subject matter emphasis damages classroom 

rapport. 

B. Wright and S. Tuska (1965, p. 299), concerned with the 

high rate of attrition in teacher-training programs and among 

first-year teachers, studied 210 women who rated themselves 

". . . early in practice teaching, at the end of training, and 

after six to nine months of regular teaching." There were sig

nificant changes recorded each time. After training, the sub

jects viewed themselves as less "Inspiring" and less "Demanding." 

After the period of regular teaching, they viewed themselves as 

still less "Inspiring," more "Demanding," and more "Mean." 

Wright and Tuska used an instrument comprised of phrase pairs, 

groupings of which yielded a description of five types of teach

ers: "Inspiring," "Perceptive," "Sympathetic," "Mean," and 

"Demanding." 



Bi-Directional Shift 

Lastlys there are studies which emphasize attitudinal 

shifts of student teachers in both positive and negative direc

tions simultaneously, disparate findings usually being revealed 

by different measuring instruments. Other studies relate certain 

variables to the direction and degree of shift. 

G. V. Campbell (1968) found, according to the MTAI, that 

50% of his seventy-two member student population experienced 

positive shift, 20% negative change, and 25% no change at all. 

However, a second instrument, the IPAT Anxiety Scale, yielded a 

somewhat different distribution: 40% positive and 40% negative. 

The anxiety decline seems to have occurred in. relatively young 

(twenty to twenty-four-year-old), elementary-level, and male 

trainees. Among those who experienced the highest anxiety, the 

components of "ego weakness and guilt-proneness" appeared to be 

most prominent. 

D. Corrigan and K. Griswold (1963) inferred that a move

ment toward desirable attitudes appears to correlate with a stu

dent teacher's having laboratory experience in the lower grades 

(i.e., grades one and two), only one placement, and an under

graduate major other than psychology or sociology. There is also 

evidence which indicates that college supervisors' and student-

teachers T ages were factors related to attitudinal shift. Some 

college supervisors tend to be consistently associated with stu

dents who develop desirable attitudes. The MTAI was used in 

their study. 
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Using the MTAI, his own Semantic Differential Teacher 

Attitude Test (SDTAT), and the Watson-Glazer Critical Thinking 

Appraisal, J. B. Frank (1967) recorded a positive change in 

SDTAT scores, the greatest gains among student teachers who 

worked with pupils for the first time, but he also found a sig

nificant negative change, a shift to greater closedness, in MTAI 

scores. Of the two shifts, the negative change was greater. 

Frank's (1967, p. 1717) SDTAT "... tested the concepts Me As a 

Teacher, My Students, My Teaching Field, and Student Teaching 

through the use of a series of bi-polar seven point evaluative 

scales." 

J. S. Johnson (1969) approached the problem of attitude 

change using dogmatism scales and deduced that gain or loss in 

student-teacher dogmatism was directly related to the degree of 

dogmatism of the cooperating teacher. For the forty-one student-

teacher subjects whose pre-test mean was higher, indicating more 

openness, than their cooperating teachers', the mean shift was 

-5.34 points. For the thirty-nine student teachers whose pre

test mean was lower, indicating more closedness, than their co

operating teachers', the mean shift was +4.71. Johnson's 

finding appears to support Price's (1961) conclusion, mentioned 

earlier in this chapter, that student-teacher attitudes do shift 

in the direction of cooperating teacher attitudes . 

V. R. Renfro (1965) recorded a positive attitudinal shift 

in MTAI scores between the start and midpoint of one semester, 
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and a negative shift from the midpoint to the end. During an 

immediately subsequent semester, however, he observed a negative 

shift the first half and a positive shift the second. Renfro 

contended there is no evidence of a relationship between either 

the degree or direction of attitude shift and the factors of sex, 

grade level taught, subject area, size of school, and the atti

tudes of the cooperating teacher. 

Summary 

The writer has reviewed fifty studies, done since 1950, 

which explored the psychological phenomenon of attitude shift 

among more than 6,900 teacher trainees during the practice-

teaching assignment. The writer's sources include the Education 

Index (n.d.), American Doctoral Dissertations (n.d.), Psycholog

ical Abstracts (n.d.), and a number of cross references. The 

findings of those studies are characterized by disparities . 

Three studies (Lipscomb 1966, Price 1961, and Smith 1953) do 

little more than assert that attitude change does occur in stu

dent teachers, while eight (Callis 1950, Castek 1970, Gelke 1956, 

Loy 1955, Nichols 1963, Rothwell 1970, Sanders 1969, and Sanford 

1959), on the other hand, deny that any significant modification 

of attitudes occurs. Eleven of the studies (Brim 1966, Dornack 

1970, Dumas 1969, Kinard 1968, Lantz 1964, Oana 1965, Rawlins 

1970, Sandgren and Schmidt 1956, Scott and Brinkley 1960, Soares 

and Soares 1968, and Young 1971) found that there was a general 

tendency toward more positive, more open attitudes among their 



collective sample of over 1,300 individuals. Conversely, the 

greatest number of research projects, twenty-three (Mper and 

Retish 1972, Czajkowski 1968, Dahl 1968, Day 1959, Dutton 1962, 

Gewinner 1967, Halpert and Sorenson 1968, Hoy 1967, Hughes 1966, 

Inglis 1969, Jekel 1966, McEwin 1968, Mortenson 1970, Muuss 1969, 

Newsome, Gentry, and Stephens 1965, Osmon 1959, Petrusich 1966, 

Rabinowitz and Rosenbaum 1960, Walberg 1967a, 1967b, and 1968, 

Walberg, Metzner, Todd, and Henry 1968, Weinstock and Peccolo 

1970, and Wright and Tuska 1965), declared that most of their 

subjects, nearly 5,000, tended to develop negative or closed at

titudes during the laboratory experience. Finally, five studies 

(Campbell 1968, Corrigan and Griswold 1963, Frank 1967, Johnson 

1969, and Renfro 1965) either have inconsistent findings (i.e., 

shifts in two directions, each shift being indicated by a differ

ent measuring instrument, or being attributed to a time variable), 

or are chiefly concerned with the effects of specific variables 

upon attitudinal changes. 

Fourteen of the fifty studies (Brim 1966, Corrigan and 

Griswold 1963, Czajkowski 1968, Dutton 1962, Inglis 1969, 

Lipscomb 1966, Muuss 1969, Oana 1965, Petrusich 1966, Rabinowitz 

and Rosenbaum 1960, Sanford 1959, Smith 1953, Walberg, Metzner, 

Todd, and Henry 1968, and Young 1971) employed as subjects per

sons engaged at the elementary level exclusively, while fifteen 

studies (Alper and Retish 1972, Day 1959, Halpert 1966, Hoy 1967, 

Johnson 1969, Kinard 1968, Lantz 1964, McEwin 1968, Newsome, 
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Gentry, and Stephens 1965, Rawlins 1970, Renfro 1965, Sandgren 

and Schmidt 1956, Soares and Soares 1968, Walberg 1968, and 

Weinstock and Peccolo 1970) observed student teachers at both 

levels, elementary and secondary. 

Only four studies (Halpert 1966, Petrusich 1966, Sandgren 

and Schmidt 1956, and Scott and Brinkley 1960) investigated the 

modification of attitudes of student teachers engaged in a full-

time laboratory assignment, a major concern of the present study. 

None of the four studies extensively compared the attitude shifts 

of student teachers in a full-day program to those of student 

teachers in a partial-day program. Suggesting the amount of time 

spent in the classroom is not a major influence, Halpert and 

Sorenson (1968, p. 32) stated that "the particular kind of set

ting" does not render practice teaching "satisfying or disap

pointing." Sandgren and Schmidt (1956) did state that student 

teachers who worked one-quarter of a day had the highest or most 

open initial and final scores on the MTRI, but the pre-post gains 

were not significant. The one-half day assignees, by contrast, 

had the lowest or most closed initial and final scores, but did 

record a significant increase pre to post. Sandgren and Schmidt, 

however, warned against unwarranted conclusions because the one-

quarter day student teachers were elementary majors, who tend to 

score more open in attitudes, while the one-half day student 

teachers were secondary non-academic majors (physical education, 



business education, music, art, etc.), who tend to score more 

closed in attitudes. 

Contributing to the writer's difficulty in collating his

torical data on the subject of attitude change among student 

teachers was the wide variety of instruments, samples, and in

stitutional and geographical settings of past studies . The 

instruments varied from the well-knovm standardized tests avail

able from internationally-known publishing houses to little-known 

tests created for a specific study and unavailable to educational 

specialists . The samples of the studies reviewed ranged in size 

from those of modest numbers to others involving hundreds of sub

jects. Some samples were comprised of in-service teachers; some 

were limited to a specific grade level, subject area, or sex. 

The settings of the studies varied widely also. Some studies 

were done of special educational programs; others were done in 

typical school settings. Studies were done of the attitudes of 

student teachers from small liberal arts colleges, state col

leges, and large land-grant universities. Geographically, stud

ies were done in both urban and non-urban settings . Such 

diversity among the variables of the studies, along with the in

consistent findings of the studies, complicates the process of 

summation and precludes the formation of incontrovertible 

conclusions . 



CHAPTER 3 

RESEARCH PROCEDURES 

The Metropolitan Area 

Geography 

This study was conducted in a major urban area, measuring 

eighty square miles, in the southwestern part of the United 

States. A high desert region in the sun belt, the area enjoys 

mild and arid weather. The sun shines during more than 85% of 

the daylight hours annually, and average yearly precipitation is 

only ten inches. The climate has been a major factor in attract

ing certain types of employers and people to the area. A major 

United States Air Force base is there, for example. The mildness 

of the climate has also made the region a popular one with tour

ists, retirees, university students, and young families. 

Economy 

The distribution of the area labor force reflects the 

presence of the military installation, a large state university, 

and the county seat. The non-agricultural workers of the area 

number 122,400; agricultural workers, 1,800. In declining array, 

54 
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the percentages of non-farm employment in the respective economic 

sectors, according to the Development Authority for Tucson's Ex

pansion (n.d., p. 2), are: 

Government 25.5% 
Wholesale and retail trade 22 .6% 
Service industries 17.8% 
Construction 9.2% 
Manufacturing 8.8% 
Mining 6.1% 
Transportation, communications, 
and public utilities 5.6% 

Finance, insurance, and real 
estate 4.4% 

99.0% 

One striking characteristic in the above distribution is 

the relatively low percentage (8.8%) of area workers in manu

facturing. The national average of persons engaged in manufac

turing is 26% (Economic Base Analysis of the Tucson Metropolitan 

Area 1969, p. 8). The area economy receives $70 million from 

tourism, a major portion of the $140 million disbursed by the Air 

Force, and about $45 million from university students (Develop

ment Authority for Tucson's Expansion n.d.). The total income 

of the metropolitan area is approximately $1.45 billion (Ahee 

1973). The region, a commercial, educational, and military cen

ter, is served by a major railroad line, six airports, and a 

federal interstate highway. 

Demography 

Since World War II, the area has experienced dramatic 

population increases. From a figure of 58,000 in 1940, the 



metropolitan population grew to 121,000 in 1950; 243,000 in 1960; 

and 330,000 in 1970 (Population: A Report for Community Informa

tion 1971, p. 2). At the time of this study, the population was 

360,000. The rapidly rising population has been attributable to 

heavy in-migration patterns, rather than abnormally high birth 

rates. Fewer than 10% of the heads of families living in the 

area are native-born. Most migrants come from other places with

in the same state, other Rocky Mountain states, or the North 

Central states. Reasons of health and climate, and an impulse to 

live under "... generally desirable . . . conditions" motivate 

people to move in. Many military transfers are made to the local 

air base (Economic Base Analysis of the Tucson Metropolitan Area 

1969, p. 25). 

The ethnic breakdown of the area population is: 

Anglo 76.3% 
Mexican-American 17.2% 
Negro 3.3% 
American Indian 2.8% 
Oriental 0.4% 

The area is sixty-six miles from the Mexican border and 

adjacent to a federal Indian reservation (Development Authority 

for Tucson's Expansion n.d.). 

Education 

Within the metropolitan region during the 1971-72 school 

year, a total of 81,711 pupils attended 118 public schools (Edu

cational Directory: 1972-73 Public School Systems 1973, p. 5). 



57 

Approximately 6,000 pupils more attended parochial schools 

(Development Authority for Tucson's Expansion n.d.). Facilities 

for higher education include a 28,000-student state university 

and a community college serving about 5,000 transfer and terminal 

students. A number of private schools are available for students 

interested in specialized offerings. 

One of the city school districts, the largest in the 

state, serves the older sections of the city along with the newer 

sections to the west and east of the central city. In that school 

district, two high schools have student bodies dominated by 

ethnic minorities. The older high school of the two, once the 

only city high school, had in 1970, a student population, 65% of 

which was comprised of minority group members. The minority 

population in the second high school that year was 78%. By con

trast, one of the newer high schools on the east side, a neigh

borhood largely middle-class and residential, had a minority 

population of 9% (Analysis of the HEW "Working Paper" 1970, 

p. 18). In addition to the problem of racial balance, the area 

school systems have a number of minority students who have dif

ficulty using standard American English, their second language. 

In 1969 minorities made up 32.3% of the total student population 

served by the oldest and largest school district. The breakdown, 

as shown in the Analysis of the HEW "Working Paper" 1970, 

pp. 1, 3), is: Mexican-American 25.7%; Negro 5.1%; and American 

Indian or Oriental 1.5%. 
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Approximately 20% of the city's heads of households pos

sess one or more college degrees. Nineteen percent have had some 

college education; 28% hold only high school diplomas; and 33% do 

not have high school diplomas (Economic Base Analysis of the Tuc

son Metropolitan Area 1969, p. 50). 

The subjects of the present study did their practice 

teaching in the secondary schools of one of the four public 

school districts or the parochial school system serving the area. 

Table 1 contains the student population figures for the partici

pating school districts at the time of the study (School District 

Offices 1973). 

Table 1. Student Population by School District 

Enrollment Enrollment Enrollment Enrollment 
District 9-12 7-8 K-6 Totals 

1 18,458 10.564 32,339 61,361 

2 2,734 1,353 4,025 8,112 

3 1,502 2,287* 5,884 9,673 

4 1,165 728 2,288 3,131 

f- JU+.U 1,097 - 4,946*** 6,043 

88,320 

"includes 696 students in grade 9. 

""parochial system; grades organized 1-8 and 9-12. 

'""does not include kindergarten. 



The Sample 

The sample employed in this study was composed of sixty-

five secondary student teachers assigned to area public and pri

vate schools by the college of education of a major state 

university in the southwest. The number represents 39% of all 

the students who did their secondary practice teaching during 

fifteen weeks in the fall of 1972. 

Of the sixty-five, forty-one were assigned to the regular 

or part-day program, and twenty-four were assigned to the block 

or full-day program. Forty-one students taught in high schools, 

and twenty-four students taught in junior high schools (see 

Table 2). 

The group of sixty-five consisted of twenty-one males and 

forty-four females. Thirty-five individuals were single; twenty-

seven were married. Three described their marital status as 

"other." 

The student teachers in the sample had a mean age of 

twenty-six years and six months. Their ages ranged from a low 

of twenty years and eight months to a high of sixty-six years 

and five months. Median age was twenty-three; modal age was 

twenty-two. Figure 1 graphically illustrates the age distribu

tion of the student teacher population in the study. 



Table 2. Placement of Student Teachers in the Sample 

No. Student Teachers 
in High School 

No. Student Teachers 
in Junior High 

District 1 

School 1A 10 School 11 5 
School IB 6 School 1J 4 
School 1C 6 School IK 2 
School ID 3 School 1L 1 
School IE 2 School 1M 1 
School IF 1 School IN 1 
School 1G 1 
School 1H 1 

District 2 

School 2A 2 School 2C 1 
School 2B 3 School 2D 1 

District 3 

School 3A 1 School 3B 7 
School 3C 1 

District 4 

School 4 A 3 

District 5* 

School 5A _2 

Totals 41 24 

^Parochial system. 
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Figure 1. Age Distribution of Student Teacher Population in the Sample (n=65) 
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Academically, fifty-one of the sixty-five were seniors; 

twelve were graduate students; and two were classified as special 

students. Their grade point averages ranged from a perfect 

1.0000, to a 2.9556. The mean grade point average was 1.9109. 

Undergraduate majors of the student teachers are broken 

down in Table 3, while Table 4 shows the subjects taught. 

Table 3. Distribution of Student Teachers by Undergraduate 
Majors (n=65) 

No. Student No. Student 
Subject Teachers Subject Teachers 

English 17* Mathematics 2 
Physical Education 6 Social Sciences 2 
Art 5 Speech 2 
Music 4 Classics Q_-.V-.VvV 
Spanish 4 Voice 1 
Biology 3 Sociology 1 
Business Education 3 Physics 1 
History 3 Microbiology 1 
Anthropology 2 Zoology 1 
Drama 2 Earth Science 1 
Journalism 2<wV Health 1 

*0ne double major: English-History. 

**0ne double major: Journalism-English. 

***Double major: Classics-English. 



63 

Table 4. Distribution of Student Teachers by Subjects Taught 

Academic Non-Academic* 
No i. Student No. Student 

Subject Teachers Subject Teachers 

Algebra 1 Art 5 
Biology 5 Band 1 
Earth Science 1 Business Education 1 
English 16 Drama 2 
English & Reading 1 Health 1 
English & Latin 1 Journalism 2 
History 1 Music 3 
History & Government 1 Music—Strings 1 
Mathematics 1 Physical Education 6 
Physics & Astronomy 6 Speech 2 
Social Studies 6 Typing 2 
Spanish _4 

— 

Totals 39 26 

"Subj e cts are considered academic or non-academic accord-
ing to the scheme used by Cook, Leeds, and Callis (1951b, P. 7). 

The Instruments 

The Index of Adjustment 
and Values 

The Index of Adjustment and Values (IAV) was developed 

. .to test . . . theoretical formulations, ... to serve as 

a research tool, and to assess changes in adjustment which occur 

during psychotherapy (Bills, Vance, and McLean 1951, p. 258)." 

It attempts to achieve those ends by measuring an individual's 

self-concept, his level of satisfaction with that self-concept, 

and his concept of his ideal self. 
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The IAV presents the respondent with forty-nine adjec

tives or trait words. Using a scale graduated from one to five, 

the individual rates himself in three blanks adjacent to each 

trait word. In the first blank, the individual tells how often 

he thinks the trait word applies to him; in the second, he evalu

ates his feeling about himself as described in the first blank; 

and in the third, he tells how often he would like a specific 

trait word to be characteristic of him. A similar format in the 

second section records the individual's perceptions of how a peer 

regards himself. 

The forty-nine trait words used in the IAV were selected 

from a sample of 124 trait words derived from G. W. Allport and 

H. S. Odbert's (1936) list of 17,953 traits. 

The essential theory behind the IAV is that a person's 

behavior is determined by his perceptions of the world around 

him. His perceptions, in turn, are influenced by his notions of 

self, self-acceptance, ideal self, and by his opinion of how 

others accept themselves. Bills (n.d., p. 6) stated, "Personal 

maladjustment exists when the discrepancy between these two con

cepts [i.e., self-concept and ideal self] is sufficiently large 

as to cause unhappiness," and "Social maladjustment . . . devel

ops in relationships with people where a person perceives himself 

as more or less adequate than his peers." 

Bills suggested the IAV for use in counseling, in psycho

therapy, and in the classroom to aid in "self-understanding." 
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Because preliminary work on the professional selection of teach

ers is inconclusive, Bills does not yet recommend the IAV be used 

for selection purposes. 

Bills claimed the IAV has content validity (i.e., answers 

the question, "How well does the content of the IAV sample the 

universe of traits from which it was drawn?"), citing a test-

retest procedure carried out with forty-four subjects, during 

which a list of 124 trait words were reduced to forty-nine. 

Bills (n.d., p. 63) stated, "Those words were eliminated which 

showed a greater average variation of the subjects on all of the 

items." 

According to Bills (n.d., p. 64), concurrent validity is 

"... the extent to which measures derived from the IAV are re

lated to the status of people or to their concurrent perfor

mances." Referring to several studies (Bills 1953a, 1953b, 

1953c, 1954, Omwake 1954, Fink 1955, and Cowen 1954), Bills, 

citing significant correlations between the IAV and other instru

ments , claimed that the IAV has concurrent validity. 

Bills (n.d., p. 73) defined construct validity as ". . . 

the usefulness of the Index as a measure of traits or qualities 

presumed to be reflected in the test performances." He alluded 

to a number of studies (Bills, Vance, and McLean 1951, Roberts 

1952, Cowen, Heilizer, and Axelrod 1955, Bills 1956, Weider 1954, 

Eckel 1955, Jackson and Carr 1955, and Renzaglia 1952) to support 

his contention that the IAV possesses construct validity. 
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Among other users of the IAV were Boshier (1972), 

Clements (1966), Cropper (1971), Cummins (1960), Dales and Keller 

(1972), Lefkowitz (1967), McAfee and Cleland (1965), Nash (1963), 

Reynolds (1972), Shafer (1962), Shaw and Alves (1963), and 

Winkler and Myers (1963). 

The Minnesota Teacher 
Attitude Inventory 

According to its designers (Cook, Leeds, and Callis 

1951b, pp. 3-4), the Minnesota Teacher Attitude Inventory (MTAI) 

predicts teacher-student interpersonal relationships by discrimi

nating "... sharply between teachers who have and those who do 

not have good rapport with pupils . . . ." The authors further 

stated that the teacher who scores high on the MTAI should be 

able to maintain a classroom marked by "harmonious relations," 

"mutual affection," "sympathetic understanding," "freedom," and 

"cooperation." Conversely, the teacher who scores low on the 

MTAI is likely to maintain a classroom characterized by ". . . 

tension, fear, and submission." 

The MTAI consists of 150 statements with which the re

spondent either "strongly agrees," "agrees," is "undecided," 

"disagrees," or "disagrees strongly." According to Cook et al. 

1951b, p. 10), the statements or items, derived from an original 

list of 756 items, pertain to five general areas: 

1. Moral status of children . . . 

2. Discipline . . . 



3. Principles of child development and behavior . . . 

4. Principles of education . . . 

5. Personal reactions of the teacher .... 

The respondent's score, within a range of -150 to +150, 

is then translated into a percentile rank which indicates the 

relative degree of openness or closedness of the respondent. 

Because the score values on the MTAI reflect a specific 

educational philosophy, described by L. J. Cronbach (1953, 

p. 802) as ". . . child-centered, permissive . . ." the authors 

cautioned the potential user of the MTAI to ascertain whether or 

not the MTAI is appropriate to a particular educational setting. 

The MTAI norms are based on the scores of over two thou

sand subjects from a number of groups (Cook et al. 1951b, 

pp. 6-10): "Public high school seniors; university freshmen; 

early childhood education majors; elementary education majors; 

secondary education juniors, academic majors; secondary education 

seniors, academic majors; secondary education juniors, non-

academic majors; secondary education seniors, non-academic majors 

graduate students in education; and experienced teachers." 

D. L. Arnold (1953, p. 801) stated, "The MTAI presents a 

new and promising approach to a difficult but important problem. 

It deserves considered use in counseling and extensive use in 

research." 

Cronbach (1953, pp. 801-802) attributed "exceptional 

quality" to the MTAI, stating the MTAI ". . .is probably as 
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well designed and executed as any acturial test can be," and 

calling it ". . .a promising tool for research on teacher suc

cess 

Validity and Reliability. Citing their own studies (Cook 

and Leeds 1947, Leeds 1950, and Leeds and Cook 1947), the authors 

claimed the MTAI possesses both validity and reliability. In a 

Pennsylvania and Ohio study, the correlations between MTAI scores 

and three criteria, ratings of pupils, principals, and special

ists, are .45, .43, and .49 respectively. All three correlations 

were significant at the .01 level of confidence. Subsequent 

studies yielded similar findings which, according to Cook et al. 

(1951b), attest to the validity and reliability of the inventory. 

N. C. Kearney and P. D. Rocchio (1955b) compared the 

MTAI scores of two groups of teachers (n=100), one group de

scribed as "Best Liked," the other as "Least Liked" by pupil 

ratings. There was a difference in mean MTAI scores of 20.32 

points, a difference significant at the .01 level of confidence. 

C. H. Leeds (1952) in "A Second Validity Study of the 

MTAI" correlated the MTAI scores of one hundred teachers with 

teacher ratings by principals, pupils, and the researcher. The 

three resultant correlations, .46, .31, and .57 respectively, 

were each significant at the .05 level. 

H. L. Stein and J. Hardy (1957), whose validation study 

of the MTAI involved one hundred student teachers, obtained a 

correlation of .56 (significant at .01) between MTAI scores and 
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external criteria (advisors' and pupils' ratings combined), and a 

correlation of .92 between MTAI test-retest scores. 

J. W. Giebink administered the MTAI twice over a five-

week period to a sample of twenty-seven female elementary teach

ers . He (1967, p. 236) found a correlation of .80 between the 

two sets of MTAI scores, which indicated "... adequate test-

retest reliability." 

G. M. Delia Piana and N. L. Gage (1955) discovered a 

significant positive correlation "above .90" between MTAI scores 

of teachers and pupil ratings of teachers on a "My Teacher" in

ventory . 

J. F. Condell, after surveying the then-recent literature 

on the MTAI, stated that he failed to find raw MTAI scores of 

elementary and secondary education seniors and experienced ele

mentary teachers which were even "reasonably similar" to the 

scores of comparable groups used for MTAI norms. Condell (1957, 

p. 412) believed that the present MTAI norms have "only limited 

validity," and suggested that "... scoring should vary with 

local educational philosophy, and local norms should be developed 

on the basis of these local scoring systems." 

W. C. Budd and L. S. Blakely (1958, p. 707), raising the 

question of response bias on the MTAI, studied the responses of 

225 subjects. Three methods of scoring were used: (1) Standard 

scoring; rights minus wrongs; (2) Scoring only the two extreme 

positions (strongly agree, strongly disagree); rights only; and 
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(3) Scoring only the two moderate positions (agree, disagree); 

rights only. 

The scoring of extreme positions yielded a mean MTAI 

score of 58.71. The scoring of moderate positions yielded a mean 

MTAI score of 23.00. The mean difference of 35.71 points was 

significant at the .01 level. Budd and Blakely (1958, p. 709) 

Concluded that "... high scores on the MTAI are associated with 

the tendency to prefer extreme response positions to moderate re

sponse positions when taking this inventory." 

Predictability. The authors (Cook et al. 1951b, p. 3) 

of the MTAI suggested that it can be utilized in the selection 

of students for teacher preparation and in the selection of 

teachers for employment. In doing so, the authors affirmed that 

the MTAI can be used as a predictive instrument. 

R. Callis, using a sample of seventy-seven public school 

teachers, obtained a correlation of .46 (significant at '.01 

level) between teacher MTAI scores and a combined rating of prin

cipals, students, and observers. Callis (1953, p. 85) stated, 

". . .we can predict the kind of interpersonal relations which 

will exist in the 1 classroom about as well as we can predict aca

demic performance by use of intelligence tests." 

In their study of the predictive validity of the MTAI, 

W. W. Cook, C. J. Hoyt, and A. Eikaas (1956) observed the MTAI 

scores of 124 individuals both before teaching and after teaching 

two or three years. There were correlations of .70 (junior year) 
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and .60 (senior year) between pre-service and in-service MTAI 

scores of sixty-four secondary school teachers, one of the sub

groups in the sample. These researchers concluded that MTAI 

scores of college students are stable over a term of three to 

five years. 

Having studied administration-teacher relationships in 

four "typical" American school systems, F. G. Cornell (1955) con

cluded that teachers who score high on the MTAI perform well in 

the classroom regardless of the type of administrative organiza

tion of the school. 

G. M. Delia Piana and N. L. Gage (1955) believed that 

teachers scoring high on openness on the MTAI will be "better 

liked" by students who have "strong affective values." If stu

dents have "strong cognitive values," Delia Piana and Gage 

stated, the teachers' MTAI scores will make "less difference." 

Kearney and Rocchio (1955b, p. 444) felt that their most 

important finding is that the MTAI can be used to predict the 

". . . feeling tone on the part of the pupil for his teacher." 

The researchers urged educators and administrators to use the 

MTAI for the purposes of selecting and training future teachers. 

Examining the MTAI as an index of teaching competence, 

W. J. Popham and R. R. Trimble (1960) divided 180 public school 

teachers into two groups, "superior" and "inferior." The differ

ence between MTAI means of the two groups was 18.57 score points, 

a difference significant beyond the .01 level. In their 
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conclusion, Popham and Trimble stated that the MTAI may be used 

as a valid index of a teacher's general competence. 

In a similar study, L. S. Standlee and W. J. Popham 

(1959) administered the MTAI to 880 public school teachers whose 

effectiveness was rated by administrators. A statistically sig

nificant relationship was observed between MTRI scores and ad

ministrator ratings. As a result, Standlee and Popham believed 

that the MTAI, used "with caution," can serve as a valid index 

of a teacher's "over-all teaching performance." 

Among those who contend that the MTAI is not a worthy 

predictive instrument is H. P. Day who used the MTAI scores of 

154 subjects and criteria ratings by principals and supervisors. 

He found only a slight positive correlation betv/een MTAI scores 

and ratings. Day (1956, p. 501) stated: 

Utilizing the principals' ratings as a criterion of 
success there was found to be an eight percent improve
ment over chance if the MTAI were used in the selection 
of good teaching prospects. Utilizing the supervisors' 
ratings as a criterion of success there was found to be 
only a three percent improvement over chance. 

Day concluded that the MTAI has "very little value" as a predic

tive instrument. 

Comparing MTAI scores of twenty-seven female elementary 

teachers to teacher classroom behavior as recorded by principals 

using Flanders' Code for Interaction Analysis, Giebink (1967) 

found no relationship between MTAI scores and teacher behavior. 

The lack of any correspondence caused Giebink to reject the MTAI 

for use in teacher selection. 
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Fakeability. The creators of MTRI (Cook, Leeds, and 

Callis 1951b, p. 13) acknowledged a limited susceptibility of the 

inventory to faking, stating "... the MTAI is only slightly 

susceptible to attempts to 'fake good,.,, In one of their studies, 

Cook et al. (1951b, pp. 10-12) administered the MTAI twice to 

three different groups of university juniors . The first group 

was given standard instructions before the first testing and 

"faking" instructions before the second testing. The second 

group was given "faking" instructions before the first testing 

and standard instructions before the second testing. The third 

group, the control, was given standard instructions both times. 

The "faked" score mean of the first group was 9.6 points higher 

than the "standard" mean. The "faked" score mean of the second 

group was 1.8 points higher than their "standard" mean. The mean 

of the third group gained 4.19 points on the second testing. 

W. Coleman (1954) administered the MTfll twice to a group 

of seventy-six experienced teachers. For the first testing, 

Coleman used standard instructions; for the second testing, he 

asked the subjects to fake. A mean increase of 12.42 points was 

observed on the second testing, a gain significant at the .01 

level. 

K. M. Evans (1958, p. 253) in "An Examinatic: f the 

MTAI" declared "... scores on the Inventory can be raised con

siderably by faking opinions where subjects wish to do this." 
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A. G. Sorenson (1956) tested and retested 406 prospective 

elementary and secondary teachers with the MTAI. For the first 

testing, the subjects were given standard instructions. For the 

second testing, subjects were told to respond in order to make 

a favorable impression on a "progressive" school system. Half of 

the subjects signed the answer sheets; half did not. Sorenson 

found the "faked" mean to be significantly higher (.001) than the 

"standard" mean. Those subjects who did not sign the answer 

sheets had lower scores than subjects who did sign. Sorenson 

concluded that anonymity enabled subjects to respond more hon

estly. Rather than reject the MTAI as a selection instrument, 

Sorenson urged users to consider the problem of securing the com

plete cooperation of their subjects. 

W. Rabinowitz (1954), using standard instructions, ad

ministered the MTAI to fifty-six juniors and seniors in teacher 

education. For a second testing, he divided the sample into 

three subgroups. The first group received standard instructions 

again. The second group was told to fake in the direction of 

permissiveness. The third group was told to fake in the direc

tion of authoritarianism. Rabinowitz found that the difference 

between the first and second testings of the first group was not 

significant, but the differences between the first and second 

testings of the second and third groups were. Rabinowitz (1954, 

p. 663) stated, "... subjects . . . were able to alter their 

MTAI scores to a marked extent." However, he (1954, p. 663) 
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added, "To say that the MTAI may have very limited validity for 

selection purposes does not stigmatize the test." 

H. L. Stein and J. Hardy (1957) also used standard and 

biased instructions in testing and retesting three groups of sub

jects, university education students. The "progressive" group 

mean increased 68.84 points. The "traditional" mean declined 

141.68 points. The "standard" or control group mean rose 9.92 

points. All changes were significant at the .01 level. Stein 

and Hardy (1957, p. 329) conceded that a student can willingly 

raise or lower his score, but they say "... this does not mean 

that the test is susceptible to faking; it means rather that the 

test is adequate in revealing a biased or prejudiced attitude 

toward children from either extreme position." 

Recognized as the most popular instrument for the mea

surement of teacher attitudes (Getzels and Jackson 1963, p. 508), 

the MTAI was used by thirty-two (64%) of the fifty studies re

ported in Chapter 2 of this study. Thirteen of the studies used 

the MTAI exclusively, and nineteen of the studies used the MTAI 

in conjunction with other instruments. Table 5 lists the re

searchers and year of their respective studies. 

Personal Data Sheets 

In addition to the IAV and the MTAI, two personal data 

sheets were utilized in order to obtain specific information from 

the participants of the study. The sheet mailed with the pre-test 
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Table 5. Reported Studies Which Employed the MTRI 

Name Year Name Year 

Alper & Retish 1972* Mortenson 1970* 

Brim 1966* Muuss 1969* 

Campbell 1968 Nichols 1963 

Castek 1970 Oana 1965* 

Corrigan & Griswold 1963* Osmon 1959* 

Dahl 1968 Price 1961 

Day 1959* Rabinowitz & Rosenbaum 1960* 

Dornack 1970 Rawlins 1970 

Dutton 1962 Renfro 1965* 

Frank 1967 Rothwell 1970 

Gelke 1956 Sandgren & Schmidt 1956 

Gewinner 1967 Sanford 1959 

Inglis 1969* Scott & Brinkley 1960* 

Jekel 1966* Smith 1953 

Loy 

McEwin 

1955 

1968 

Walberg, Metzner, 
Todd, & Henry 1968 

Weinstock & Peccolo 1970 

*Used the MTAI alone. 
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requested the student teacher's name, matriculation number, mail

ing address, age, sex, marital status, academic status, under

graduate major and minor, type of graduate degrees if any, 

grade-point average, level at which the student teacher was 

practicing, and program, regular or block, to which the student 

teacher was assigned (see Appendix C). 

The data sheet sent with the post-test asked the student 

teacher what program he worked in; if he would elect the same 

program again; why he elected the regular block program; and 

whether or not he desired a summary of the study, when available 

(see Appendix I). 

The Design 

Prior to the start of a university semester, the writer 

mailed research packets to the 162 individuals assigned to stu

dent teaching. The University Director of Student Teaching in 

Secondary Education, Dr. Chester J. Brown, placed enrollees in 

the regular program according to their first three choices of 

schools and according to the particular needs of area secondary 

school principals. Participation in the block program was 

voluntary. 

Each research packet mailed to student teachers con

tained: a cover letter (Appendix A) explaining the project and 

soliciting each person's cooperation, a sheet of general instruc

tions (Appendix B), a personal data sheet (Appendix C), a copy 



of the Minnesota Teacher Attitude Inventory with an answer form 

(Appendix D), and a copy of the Bills' Index of Adjustment and 

Values (Appendix E). Student teachers were requested to return 

the completed inventories and data forms within two weeks of re

ceipt . They were also informed that additional information would 

be requested of them near the end of their fifteen-week practice-

teaching assignment. The writer also sent letters describing the 

project to administrators of the school systems to which the 

teacher trainees were assigned (see Appendix G). Eighty-nine 

pre-tests were completed and returned, a return rate of 55%. 

Two weeks before the end of the university semester, the 

subjects who completed the pre-tests received a second research 

packet containing the IAV, the MTAI, and a post-inventory data 

sheet (Appendix I). Sixty-five post-tests were completed and 

returned for a return rate of 73%. Forty percent (n=65) of the 

entire group of student teachers (n=162) cooperated in the study. 

After returns were made, the writer scored the invento

ries, accumulated the personal data, and encoded the resultant 

information on computer punch cards . The punch cards were then 

processed by a computer equipped with programs designed to per

form tests of statistical significance. T-tests were used to 

detect pre and post group differences in the raw-score means of 

the MTAI, the Bills' self-concept score, and the Bills' discrep

ancy score. Bills (n.d., p. 11) defined the discrepancy score 

as ". . . the total of the differences between the self-concept 



. . . and the ideal self ratings . . . Point biserial corre

lations were used to examine relationships between changes in 

attitude scores (statistically speaking, test-retest score 

changes are "gains scores" regardless of the direction of the 

score change) and the nominal-dichotomous variables: the sex, 

marital status, academic status, general subject area, level of 

placement, and student-teaching program of the student teachers 

in the sample. Pearson product-moment correlations were per

formed to explore relationships between gains scores and the in

terval variables of grade point average and age. 



CHAPTER 4 

PRESENTATION OF DATA 

The purpose of this study was to compare the attitude 

shift of student teachers in a regular, part-day laboratory as

signment to the attitude shift of student teachers in a block 

program, a full-day laboratory assignment. Attitudes were esti

mated by measuring a subject's educational openness or closed-

ness, self-concept, self-satisfaction, and ideal self-concept. 

Also measured were a subject's opinion of a peer's self-concept, 

self-satisfaction, and ideal self-concept. 

The sample of this investigation consisted of sixty-five 

student teachers in secondary education. Forty-one student 

teachers were enrolled in the regular practice-teaching program, 

and twenty-four were enrolled in the block program. The sample 

is described in greater detail in Chapter 3 of this paper. Four 

of the subjects, all of whom were numbered for anonymity, were 

excluded from the statistical analysis because of omissions in 

their test data: 

Subject Dropped Program Missing Data 

Student Teacher # 8 Regular Post test scores on IAV 
Student Teacher #36 Block Pre test scores on IAV 
Student Teacher #56 Regular Pre test scores on MTAI and IAV 
Student Teacher #60 Regular Post test socres on IAV 

80 
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In the final analysis, the test scores and personal in

formation of sixty-one subjects (thirty-eight regular; twenty-

three block) were examined. 

The Minnesota Teacher Attitude Inventory was the instru

ment used to gauge the openness or closedness of the study sub

jects. The MTAI scores placed, according to each subject's 

educational philosophy, the individual subject on a democratic-

authoritarian continuum. The Bills' Index of Adjustment and 

Values yielded measures of the subject's self-concept, his level 

of satisfaction with that self-concept, and his ideal self-

concept. The IAV measures of the subject's opinion of a peer's 

self-concept, self-satisfaction, and ideal self-concept were 

taken but not utilized in this study. The study concentrated on 

the MTAI scores, the Bills' self-concept score, and the Bills' 

discrepancy score, the difference between the self-concept score 

and the ideal self-concept score. 

Scoring on the Standardized Instruments 

The raw score range on the MTRI is -150 to +150. Indi

viduals scoring in the lower areas of that range are described 

as dominant, subject-matter oriented, closed, and authoritarian. 

Conversely, those scoring in the higher areas of the range are 

considered to be pupil-oriented, open, and democratic (Cook, 

Leeds, and Callis 1951b, p. 3). 

Possible scores on the Bills' self-concept range from 0 

to 245. The test subject can score himself as high as five 
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points on each of the forty-nine trait words listed (5 x 49 = 

245). Because most (forty of forty-nine) of the trait words have 

positive or favorable connotations (e.g., alert, competent, 

friendly), a high score on the self-concept scale is in the di

rection of desirability. Scores on the trait words which have 

unfavorable connotations (e.g., cruel, meddlesome, fault-finding) 

are reversed before the total score is calcultated. 

The Bills' (n.d., p. 11) discrepancy score, "... the 

total of the differences between the self-concept . . . and the 

ideal self ratings . . .," is an estimation of the individual's 

personal adjustment and emotional stability (Bills n.d., p. 6; 

Roberts 1952, p. 304; Winkler and Myers 1963, p. 84). Therefore, 

a low discrepancy score denotes satisfactory personal adjustment 

and emotional stability. 

T-Tests 

T-tests, which can make "... comparisons among each 

possible combination of two means (Minium 1970, p. 353)," were 

used to determine whether the differences between means were 

statistically significant. T-tests were done for the differ

ences between various score means of the student teachers in the 

block program and the score means of the student teachers in the 

regular program. T-tests were also performed on the pre and 

post score means of the entire group (n=61) to detect any sig

nificant attitude shifts by the entire sample. 



83 

Comparing pre-laboratory MTAI means, the writer found the 

block student teachers had a mean MTAI raw score of 56.04 and the 

regular student teachers had a mean of 54.37. The post-

laboratory MTAI mean for the block student teachers was 40.39, 

and the post-laboratory MTAI mean for the regular student teach

ers was 47.89 (see Table 6). Neither the pre-laboratory differ

ence (1.67 points), nor the post-laboratory difference (7.50 

points) between the block and the regular MTAI raw score means 

was significant at the .05 level of confidence. 

Table 6. Significance of MTAI Mean Differences 

Standard Probability of 
n Mean Deviation Type I Error 

Pre: 
Block 23 56.04 28 .49 
Regular 38 54.37 29.35 .828 

Post: 
Block 23 40.39 33.52 
Regular 38 47.89 35.28 .415 

Examining the self-concept measure of the Bills' Index of 

Adjustment and Values, the writer determined that block student 

teachers had a pre-laboratory raw score mean of 203.78; regular 

student teachers had a mean of 196.97. After the practice-

teaching experience, block subjects recorded a self-concept mean 

of 207.13, and regular students a mean of 200.32 (see Table 7). 
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Table 7. Significance of Self-Concept Mean Differences 

Standard Probability of 
n Mean Deviation Type I Error 

Pre: 
Block 23 203.78 13.93 
Regular 38 196.97 19.77 .153 

Post: 
Block 23 207.13 14.67 
Regular 38 200.32 22.30 .198 

Both post differences (6.81 points in each case) between the stu

dent teachers in the block program and student teachers in the 

regular program on the self-concept measure of the IAV were not 

statistically significant. 

Before the laboratory experience, the Bills' discrepancy 

score mean for block student teachers was 23.57, and for regular 

program student teachers it was 27.82, as shown in Table 8. 

After practice teaching, the respective means were 20.22 and 

27.21. Neither difference (pre = 4.25 points; post = 6.99 

points) was statistically significant. 

Gains scores represent the amount of change, in points, 

that occurs between two or more testings on the same instrument. 

Though labeled "gains," the gains scores describe either quanti

tative increase or decrease. None of the differences between the 

gains scores of the block group and the gains scores of the regu

lar group on the MTAI, the Bills' self-concept, and the Bills' 

discrepancy score approach significance as seen in Table 9. 



85 

Table 8. • Significance of Discrepancy Score Mean Differences 

n Mean 
Standard 
Deviation 

Probability of 
Type I Error 

Pre: 
Block 
Regular 

23 
38 

23.57 
27.82 

13.10 
14.06 .245 

Post: 
Block 
Regular 

23 
38 

20 .22  
27.21 

11.94 
21.16 .153 

Table 9. Significance of Gains Scores Mean Differences 

n Mean 
Standard 
Deviation 

Probability of 
Type I Error 

MTAI Gains 
Scores: 
Block 
Regular 

23 
38 

-15.65 
- 6.47 

19.68 
22.16 .108 

Self-Concept 
Gains Scores: 
Block 
Regular 

23 
38 

3 .35 
3.34 

14.00 
17.44 .999 

Discrepancy 
Gains Scores: 
Block 
Regular 

23 
38 

- 3.35 
- .61 

12.57 
20.48 .565 
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Combining the student teachers, regardless of program 

affiliation, into a single group, the writer examined the group 

(n=61) pre and post mean scores on the MTfll, the Bills' self-

concept, and the Bills' discrepancy score. The group mean of 

the pre-MTAI was 55.00, and on the post-MTfll it was 45.07. The 

group, taken as a whole, registered an average decline of 9.93 

raw score points . The difference in pre and post means was sig

nificant at the .001 level of confidence. 

As shown in Table 10, the total group pre and post Bills' 

self-concept mean scores were 199.54 and 202.89 respectively. 

The change (3.35 points) was not significant. Similarly, the 

total group pre and post Bills' discrepancy mean scores (26.21 

and 24.57) exhibited a difference (=1.64 points) which was not 

statistically different. 

Pearson Product-Moment 
Correlations 

The researcher employed Pearson product-moment correla

tions to measure the relationship between gain scores on both 

the MTAI and the Bills' measure of self-concept (interval data 

in each case) and a number of variables: 

1. Practice-teaching program assignment (regular vs. block). 

2. Level of placement (high school vs. junior high). 

3. General subject area (academic vs. non-academic as de

fined by Cook, Leeds, and Callis 1951b, p. 7). 

4. Academic status (senior vs. graduate). 
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Table 10. Significance of Pre and Post Total Group Score Mean 
Differences 

Standard Probability 
n Mean Deviation Type I Error 

Pre-MTAI 61 55.00 28.80 
Post-MTAI 61 45.07 34.54 .001* 

Pre-Self-
Concept 61 199.54 17.98 

Post-Self-
Concept 61 202.89 19.92 .110 

Pre-
Discrepancy 61 26.21 13.75 

Post-
Discrepancy 61 24.57 18.44 .476 

'•^Significant at the .001 level. 

5. Marital status (married vs. single). 

6. Sex (male vs. female). 

7. Age 

8. Grade point average. 

Point biserial correlations, a variation of the Pearson 

product-moment correlation, were employed with the dichotomous 

data. For the interval scale data, Pearson product-moment cor

relations were used. The last two variables above, age and grade 

point average, unlike the others, yield interval rather than 

dichotomous data. 

In order to facilitate the statistical analysis, the 

writer reduced two sets of tripartite responses to dichotomous 
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replies. On the "Marital Status" item, the categories "Married," 

"Single," and "Other" were reduced to "Married" and "Single." 

Two "Other" responses were added to the "Single" category. Simi

larly, the three categories listed under "Academic Status"--

"Senior," "Graduate," and "Special Student"—were reduced to 

"Senior" and "Graduate." All special students were, in fact, 

graduate students. 

None of the relationships between gains scores on the 

MTAI and the variables of sex, marital status, academic status, 

age, or general subject area even approached statistical signifi

cance . The differences due to level of placement and program 

assignment were not statistically significant ( .052 and .054 

respectively), but they approached significance at the .05 level. 

A modest but statistically significant correlation (.250) did 

exist between student-teacher grade-point averages and gains 

scores on the MTAI (see table 11). 

Regarding gains scores on the Bills' self-concept measure, 

the writer found the differences of sex, marital status, general 

subject area, level of placement, program assignment, grade point 

average, and age were not statistically significant at the .05 

level, as indicated in Table 12. The single dichotomous variable 

which proved to be significantly related to self-concept gains 

scores was academic status (senior vs. graduate). The difference 

was significant at the .001 level of confidence. 
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Table 11. Measures of Relationships Between Variables and MTAI 
Gains Scores 

Probability of 
Variable Correlation Type I Error 

Sex .159 .125 
Marital Status .046 .362 
Academic Status -.077 .279 
General Subject Area -.159 .111 
Level of Placement -.210 .052 
Program Assignment -.208 .054 
Grade Point Average .250 . .026* 
Age .006 .482 

'^Significant at the .05 level. 

Table 12. Measures of Relationships Between Variables and Self-
Concept Gains Scores 

Probability of 
Variable Correlation Type I Error 

Sex -.109 .203 
Marital Status - .122 .174 
Academic Status - .377 .001* 
General Subject Area .082 .264 
Level of Placement -.110 .200 
Program Assignment .000 .499 
Grade Point Average .041 .378 
Age -.126 .166 

^Significant at the .001 level. 



CHAPTER 5 

SUMMARY, FINDINGS, AND RECOMMENDATIONS 

Summary 

The main concern of this investigation was the comparison 

of attitude change of student teachers in a regular program to 

the attitude change of student teachers in a block program. 

Statistical analysis, however, failed to detect any significant 

differences between the attitude measures of the two groups of 

student teachers. The inability of the statistical analysis to 

reveal any appreciable differences may be ascribed to two related 

considerations. First, the within-group variance of the scores 

of both groups was high. High variances can obscure any real 

differences which may exist between groups (Cunningham 1973). 

Secondly, the instruments employed may lack the sensitivity 

necessary to register fine distinctions between groups . The 

aforementioned considerations should not be construed as asser

tions that "real differences" either do or do not exist between 

the two groups of subjects examined by the present study. 

Rather, they should be regarded as possible reasons, however re

mote, why no significant differences were discovered between 

groups. Some significant relationships were discovered between 

pre and post MTAI means of the entire group of student teachers 
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regarded as one entity and between certain secondary variables 

and standard score means. 

Minnesota Teacher 
Attitude Inventory 

Although no statistically significant differences were 

found between block and regular Minnesota Teacher Attitude Inven

tory (MTAI) mean scores, the degree to which block and regular 

means declined is noteworthy. On the post-MTAI, the mean score 

of students in the block program decreased by 15.65 raw score 

points, 9.18 more points than the mean score of students in the 

regular program declined (6.47 points). Accordingly, the mean 

score of the student teachers in the regular program declined 

only 41% as much as the mean score of the student teachers in the 

block program declined. The ratio at which mean scores declined 

raises a provocative question: Is the ratio at which mean scores 

declined, 1:2.42, related to the ratio of time spent on site, 

1:2.50, by the students in the regular and block programs re

spectively? 

Considering all of the student teachers as one group, the 

writer found the post-MTAI mean to be significantly different 

from the pre-MTAI mean at the .001 level of significance. The 

difference in means was 9.93 raw score points. The finding that 

the student teachers, as a whole, shift to a less open, less 

democratic philosophical position concurs with the conclusion of 

twenty-three of the fifty studies reviewed in Chapter 2. 
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The term "reality shock" is often used to describe the 

reaction of the new or student teacher to the classroom. S. 

Metzner (1972, p. 195) believed the cause of reality shock is 

the irrelevancy of college preparation. His solution to reality 

shock is on-site teaching, also known as the professional semes

ter or the block program. Ironically, as stated above, this 

study revealed that the MTAI mean attitude score of student 

teachers in the block program declined more than twice as much 

as the mean attitude score of student teachers in the regular 

program. R. Turner, K. White, E. Quinn, and N. Smith (1963, 

pp. 14-15) mentioned reality shock, hypothesizing that it ". . . 

may be an important factor influencing mobility during the ini

tial years of teaching." They claimed those teachers who experi

ence a high degree of reality shock have a higher rate of lateral 

job mobility than the average teacher. H. P. Day (1959, p. 328) 

stated that students who prepare for teaching "... exhibit un

realistic attitudes toward children and school work at the time 

of entering the internship phase . . . ." According to R. 

Dreikurs (1957, p. 4), reality shock occurs because "... teach

ers . . . have not been provided with the tools needed in their 

job," and because they are "... exposed to many other pressures, 

tensions, and demands ..." for thich they are unprepared. 

Walberg (1967b, 1968) contended that reality shock is caused by 

role conflict, personal needs and institutional needs often 

clashing. 
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Whatever the cause, it does appear that most evidence in

dicates that student teachers generally decline in scores on 

measures of openness like the MTAI. 

Self-Concept 

While the MTAI scores of both groups of student teachers 

dropped during the laboratory experience, the score means on the 

Bills' self-concept measure tended to rise by almost identical 

margins, 3.35 points for students in the block and 3.34 points 

for students in the regular program. The differences between 

self-concept group means both before and after student teaching 

were not statistically significant. The difference between the 

pre and post self-concept means for all student teachers, treated 

as one group, was not statistically significant either. This 

finding of the study can support neither the conclusion of Dumas 

(1969) andSoares and Soares (1968) that self-concept appreciably im

proves after student teaching, nor the conclusion of Walberg 

(1968), Walberg, Metzner, Todd, and Henry (1968), and Wright and 

Tuska (1965) that self-concept significantly declines after stu

dent teaching. 

Neither the difference between the block and regular pre-

discrepancy mean scores, nor the difference between the block 

and regular post-discrepancy mean scores were statistically sig

nificant at the .05 level. The scores of the students in the 

regular program were higher in each instance. The pre difference 



was 4.25 points, and the post difference was 6.99 points. The 

score mean of the regular group declined only 18% (.6053 points) 

as much as the score mean of the block group (3.3478) declined. 

On the discrepancy scale, a decline in score represents a shift 

in a desirable direction, that is, toward one's ideal self-

concept. The discrepancy score mean for the entire group of 

student teachers, treated as a single entity, after practice 

teaching was 1.64 points lower than the pre-laboratory mean. 

The pre and post difference of the means of the whole group were 

not statistically significant. 

During practice teaching, there was a moderate tendency 

for MTAI scores of student teachers to decline, a slight ten

dency for self-concept scores to increase, and a slight tendency 

for discrepancy scores to decrease. 

Variables and MTAI Gains Scores 

Sex 

Sandgren and Schmidt (1956) and Renfro (1965) claimed 

that females tend to score higher than males on the MTAI. Ryans 

(1960, p. 296), in his teacher characteristics study, found that 

". . . women generally . . . attain significantly higher scores 

than men on scales measuring understanding and friendly classroom 

behavior . . . favorable attitudes toward pupils, favorable atti

tudes toward democratic classroom practices, permissive educa

tional viewpoints . . . ." Day (1956) and Hughes (1966) also 



claimed that sex has a bearing on educational attitudes . Renfro 

(1965)» Callis (1950), and Gelke (1956), on the other hand, 

offered evidence which indicates that sex differences are not 

related to attitude measure scores. The present study concen

trated on the relationship of sex to MTAI gains scores. The 

correlation between sex and gains scores on the MTAI was low 

(.15) and not statistically significant. 

Marital Status 

Ryans (1960, p. 301) concluded that single teachers 

scored higher than married teachers on attitudes favorable toward 

". . . democratic classroom practices, permissive educational 

viewpoints." Focusing on gains scores rather than a single test 

score, the writer found the correlation between marital status 

and MTAI gains scores in this study to be low (.04) and not sta

tistically significant. 

Academic Status 

The findings of Brim (1966), Muuss (1969), Sandgren and 

Schmidt (1956), and Cook, Leeds, and Callis (1951b) suggested 

that more training or education tends to increase MTAI scores. 

Yet, in the related gains scores derived from a test-retest pro

cedure, this writer discovered a correlation between senior or 

graduate status and MTAI gains scores which was low (.07) and 

not statistically significant. 
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General Subject Area 

Callis (1950), Castek (1970), Sandgren and Schmidt 

(1956), and Weinstock and Peccolo (1970) found significant dif

ferences in MTAI scores between academic and non-academic groups 

of teachers and student teachers. Renfro (1965) and Gelke 

(1956), however, discovered no conclusive evidence of signifi

cant relationships. In the present study, the writer found no 

statistical significance in the correlation ( .16) between the 

academic or non-academic subject area of student teachers and 

MTAI gains scores. 

Level of Placement 

Castek (1970) and Kinard (1968) claimed that level of 

grade assignment bears no significant relationship to teacher 

attitude. However, a number of other studies (Alper and Retish 

1972, Cook et al. 1951b, Corrigan and Griswold 1963, McEwin 1968, 

Sandgren and Schmidt 1956,Soares and Soares 1968, Renfro 1965, Ryans 

1960, and Weinstock and Peccolo 1970) suggested that teachers or 

student teachers at lower levels score higher (i.e., more open, 

democratic, progressive) than teachers or student teachers who 

work in upper grades. In this study, the correlation (.21) be

tween level of placement, high school or junior high, and gains 

scores on the MTAI approached, but did not achieve, statistical 

significance. The MTAI mean of student teachers at the high 

school level tended to be lower, both pre and post, than the mean 
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of student teachers at the junior high level. During the labora

tory exposure, the mean of the senior high group declined almost 

four times as much as the mean of the junior high group. 

Program Assignment 

Also approaching, but not achieving, statistical signifi

cance was the correlation between program assignment, block or 

regular, and MTAI gains scores. As stated earlier, the MTAI 

gains score mean for the student teachers in the block program 

was -15.65. The gains score mean for student teachers in the 

regular program was -6.47. Though the correlation (.21) was not 

statistically significant, the direction and degree of the MTAI 

score shift are noteworthy. That all student teachers' mean 

attitude scores decline and that mean scores of block student 

teachers decline more than the mean scores of student teachers 

in the regular program' should raise serious questions in the 

minds of educators . 

Grade Point Average 

In this study a low but significant correlation (.25) 

was discovered between grade point average and MTAI gains scores. 

During the semester of practice teaching, student teachers who 

had higher grade point averages declined less in attitudes (i.e., 

became less closed, authoritarian) than student teachers who had 

lower grade point averages. Castek (1970), Hughes (1966), and 

Ryans (1960) claimed that grade averages of teachers and student 
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teachers bear a relationship to attitude scores. Stein and Hardy 

(1957, p. 333) stated that "scholarship" and "leadership" are 

related to attitude scores but that intelligence is not. 

Age 

The present study revealed no significant correlation be

tween age and MTAI gains scores. The correlation between those 

two factors was only .006. Day (1956) and Gelke (1956) found no 

notable relationship between age and MTAI scores . Corrigan and 

Griswold (1963) claimed that younger student teachers have higher 

positive gains on the MTAI than older student teachers. 

Variables and Bills' Self-Concept 
Gains Scores 

The variables of sex, marital status, general subject 

area, level of placement, program assignment, grade point aver

age, and age did not significantly correlate with self-concept 

gains score means in the present study. The only correlation 

which achieved significance existed between the differences of 

academic status (senior vs. graduate) of the student teachers 

and self-concept gains scores. The correlation (.38) was sta

tistically significant at the .001 level of acceptance. 

The self-concept means of the two groups, seniors and 

graduates, before practice teaching were almost identical 

(senior = 199.69; graduate = 199.00), but after practice teach

ing the means (senior = 206.17; graduate = 190.77) differed sig

nificantly at the .05 level. The self-concept mean of student 



teachers who were graduates dropped 8.23 raw score points, while 

the mean of student teachers who were seniors rose 6.48 points. 

It appears that the laboratory experience had a relatively ad

verse effect on graduate students. As the Bills' discrepancy 

scores indicate, graduates moved further away from their per

ceived ideal selves, and seniors moved closer to their perceived 

ideal selves . In addition, the post-MTAI means show that grad

uates declined one-third more than seniors did, -13.08 to -9.08 

raw s core points . 

Hypotheses 

1. (a) There is no difference between the attitudes of stu

dent teachers in the regular program and those of student 

teachers in the professional semester before a training 

assignment, but (b) there is a difference between the 

attitudes of student teachers in the regular program and 

those of student teachers in the professional semester 

after a training assignment. 

Because this study did not detect any significant differ

ences between MTAI means, self-concept means, and discrepancy 

score means of the two groups of student teachers before practice 

teaching, the first part (a) of the above hypothesis was veri

fied. There was no statistically significant difference between 

the attitudes of student teachers in the regular program and the 

attitudes of student teachers in the professional semester. On 
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the basis of raw score means, however, the attitudes of student 

teachers in the professional semester or block program were 

measured to be 1.67 raw score points higher on the MTAI, 6.81 

raw score points higher on the Bills' self-concept, and 4.25 raw 

score points lower (i.e., closer to the ideal self-concept) than 

the respective attitude scores of student teachers in the regular 

program prior to practice teaching. 

The second part (b) of the above hypothesis was not veri

fied by the present study. There was no significant difference 

between the attitudes of student teachers in the regular program 

and those of student teachers in the professional semester after 

the training assignment. According to raw score means, the MTAI 

attitude score of regular program enrollees was 7.50 points 

higher than the score of block program enrollees . Students in 

the block program, however, scored 6.81 points higher on the 

self-concept measure and 6.99 points lower on the discrepancy 

score measure than students in the regular program. 

2. There is a significant shift in student-teacher attitudes 

after a training experience. 

The second hypothesis was only partially verified by this 

study. The pre-to-post difference in MTAI score means of the en

tire group of student teachers, regular and block combined, was 

statistically significant at the .001 level of confidence. The 

group mean declined 9.93 raw score points, indicating an 
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appreciable shift to a more closed, more authoritarian educa

tional philosophy. On the other hand, the pre-to-post mean 

score changes of the group on the Bills' self-concept (+3.35 

points) and the Bills' discrepancy (-1.64 points) measures were 

not statistically significant. 

3. There is a difference in the degree of attitude shift 

between student teachers in the regular program and those 

in the professional semester. 

The third hypothesis was not supported by the findings of 

the present study. None of the differences between the gains 

scores of the block group and the gains scores of the regular 

group on the MTAI, the Bills' self-concept, and the Bills' dis

crepancy score was statistically significant. On a raw score 

basis, the mean of block students declined 15.65 points, and the 

mean of regular students declined 6.47 points on the MTAI. The 

block students' score mean increased 3.35 points, and the regu

lar students' score mean increased 3.34 points on the self-

concept measure. On discrepancy score means, block students 

declined 3.35 points, and regular students declined .61 points. 

4. There are significant relationships between attitude gain 

and the specific variables of age, sex, marital status, 

academic status, grade point average, general subject 

area, and level of student teaching assignment. 
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The present study provided only partial verification for 

the fourth hypothesis. The correlation between level of place

ment and gains score on the MTAI (.21) approached but did not 

achieve statistical significance at the .05 level of confidence. 

The correlation between grade point average and gains score on 

MTAI (.25) was statistically significant. The correlation be

tween academic status and gains score on the self-concept measure 

(.38) was statistically significant at the .001 level. None of 

the correlations between the remaining variables and gains scores 

on the MTAI and the self-concept measure approached or achieved 

statistical significance. 

Findings 

The findings of this study designed to compare the atti

tude shift of student teachers in two different programs are 

several: 

1. The attitudes of student teachers, as measured by the 

MTAI, tend to decline during the practice-teaching ex

perience . 

2. There is a tendency for the grade point averages of stu

dent teachers to be inversely correlated with the magni

tude of decline of attitudes as measured by the MTAI. 

3. There appears to be a correlation between the academic 

status of student teachers (seniors vs. graduates) and 

gains scores of self-concept as measured by the Bills' 
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Index of Adjustment and Values. The self-concept of 

senior student teachers improves while the self-concept 

of graduate student teachers worsens. 

Recommendations 

The chief findings of this study are three: attitudes of 

student teachers, as measured by the MTAI, decline significantly 

during practice teaching; secondly, there is a significant rela

tionship between the grade point averages of student teachers and 

MTAI gains scores; and, thirdly, there is a significant relation

ship between the academic status (senior vs. graduate) of student 

teachers and Bills' self-concept gains scores. 

Further studies should be done to seek the specific 

causes of attitude decline among student teachers. Investigators 

might examine reality shock, as defined and described by Walberg 

(1968) and Walberg, Metzner, Todd, and Henry (1968). Researchers 

might also study the effectiveness of proposals aimed at mitigat

ing the effects of reality shock. Among those proposals are the 

extending of more personal guidance and psychological support to 

the student teacher (Petrusich 1966), earlier exposure to the 

classroom (Day 1959, Walberg 1967a, Sarason, Davidson, and Blatt 

(1962), and greater care in the selection of cooperating teachers 

(Kearney and Rocchio 1955a). To the same end, colleges of educa

tion might grant academic credit to the student who has worked in 

a teaching or supervisory capacity with youth of public school 

age within a duly recognized community setting. Presently, some 
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educational institutions offer credit to students for related 

work experience in appropriate vocational and technical areas or 

in legitimate political, social, or ecological organizations 

("Community Service Programs; State Colleges and Universities" 

1972, Lawrence and Simpson 1973, Postman and Weingartner 1973). 

The present study reinforces the view that student teaching is 

commonly a cause of stress among trainees. Educators should 

feel impelled to examine the reasons why. 

Colleges of education should reexamine admission poli

cies, giving more attention to the attitude, incentive, and total 

personality of the applicant while not slighting academic quali

fications . Particularly disturbing is the finding of one study 

that approximately half of the students entering the college of 

education at a large state university were not highly motivated 

to become teachers (R. W. Kingsley 1966). Since the present 

study has indicated there is a significant relationship between 

grade point average and attitude shift among student teachers, 

perhaps colleges of education should become more selective 

academically. 

The writer also suggests that further studies be under

taken to explore the relationship between academic (senior vs. 

graduate) status of student teachers and alterations of self-

concept during practice teaching. The present study reveals 

that, while the self-concept of senior student teachers improved 

during practice teaching, the self-concept of graduate student 



105 

teachers declined. Schools of education might establish orienta

tion programs for graduate students which would prepare them for 

the classroom, minimizing the diminution of self-concept. 

Further investigations should also explore the hypothe

sis, raised earlier in this chapter, that the amount of time 

student teachers spend on-site is proportional to the degree of 

attitude shift experienced by student teachers as measured by 

the MTAI. This study found a striking relationship between the 

time spent on-site by regular and block student teachers and the 

rate of mean MTAI score loss. The block student teachers spent 

approximately two and one-half as much time on-site as did the 

regular student teachers. The MTAI attitude scores of block 

student teachers declined exactly two and one-half times as much 

as the scores of regular student teachers. In addition to explor

ing this phenomenon, educators might reevaluate the overall ef

ficacy of the full-day assignment for student teachers. 

Lastly, more extensive study of large-sample populations 

may yield significant distinctions between the attitude shift of 

student teachers in a part-day program and the attitude shift of 

student teachers in a full-day program, distinctions which the 

present study failed to detect. 
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T H E  U N I V E R S I T Y  O F  A R I Z O N A  

COLLEGE OF EDUCATION 
DEPARTMENT OP SECONDARY EDUCATION 

T U C S O N ,  A R I Z O N A  8 5 7 2 1  

August 21, 1972 

Dear Student Teacher: 

As part of a continuing evaluation of the secondary-school student-
teaching program here at the University, research will be conducted 
this fall under the auspices of the Department of Secondary Education. 

The study will involve all persons doir.g their student teaching during 
the fall semester and a number of professional educators in area 
school systems. 

Although the study will continue for tte entire semester, the demands 
made upon participants will be few and light, consisting chiefly of 
responding to standardized inventories and questionnaires. 

You may realize that the validity of research data, in part, depends 
heavily upon adequate returns. For th&t reason, your cooperation is 
earnestly solicited. The importance of your personal contribution 
to the study cannot be overstressed. 

While data sheets may require some personal information such as 
name, age and sex, you may rest assured that anonymity will be 
preserved for all persons involved in the study. Withdrawal will be 
possible at any time. 

To receive a reply to any pertinent questions, simply call 884-2128. 

Thank you. 

Vmiv«3 f-nil v 

I ..jsistant Professor, Secondary Education and English 

Richard C. Krebs, Head, Department of Secondary Education 

Francis J. rrbrrance, Graduate Assistant- Secondary Education 



APPENDIX B 

GENERAL INSTRUCTIONS 

The cover letter and general instructions are self-

explanatory. Please carefully read the following information 

regarding the other material. 

Personal Data Sheet: Complete legibly in ink; please reply to 
all items. 

BillsT Index: Specific directions are in the booklet itself. 
There are two answer sheets. The Index should 
take about twenty minutes. 

M.T.A.I.: There is an IBM answer sheet inside the front cover 
of the booklet. It is NOT necessary to use an elec-
trographic pencil. Write your name and the date on 
the answer sheet. The M.T.A.I, should take approxi
mately fifteen to twenty minutes . 

Please do NOT discuss the survey instruments or individual 
replies with others because such a discussion tends to influence 
your attitudes and thereby distort your responses . Please strive 
to furnish accurate and honest information. 

When you have finished, replace the Personal Data Sheet, 
the Bills' Index, and the M.T.A.I, and answer sheet in the large 
envelope. SEAL the envelope. Return the materials to the Second
ary Education Department Office, Room 635, yourself or through 
your university supervisor. Be certain that all material is re
turned. Returns should be made before September 22, 1972. 

Near the end of the fall semsster, you will be requested 
to furnish additional information for the research project. Your 
cooperation then, as now, will be greatly appreciated. 
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APPENDIX C 

PERSONAL DATA SHEET 

As stated in the cover letter, all responses will be kept 

confidential. 

Name Matric # _ 
last first 

Current mailing address 

Age Marital status: Single 
Sex Married 

Other 

Present academic status: Senior 
Grad student 
Special student 

Undergraduate major 
Teaching major (if different) 

Undergraduate minor 
Teaching minor (if different) 

Any graduate degrees? Type Field 

Current grade point average 
Do we have your permission to validate your GPA? 

Yes No Please initial 

At what level will you be student teaching? High school 
Junior high 
Don't know yet 

In which program will you be student teaching? Regular 
Block 
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APPENDIX D 

BILLS' INDEX OF ADJUSTMENT AND VALUES 

Instructions 

This device is a way of helping you to state some of your 

beliefs about yourself and a peer. It records nothing more than 

what you want it to. There are no hidden scores or tricks. It 

will have value only if your are careful and do your best to ren

der an accurate description of yourself and a peer as you view 

him/her. 

On Page 3 of this booklet is a list of forty-nine trait 

words. You are asked to answer three questions about yourself 

and, on Page 4, the same three about a peer for each of these 

traits. The questions are: 

A. How often are you this sort of person? 
B. How do you feel about being this way? 
C. How much of the time would you like this trait to be 

characteristic of you? 

As you will see on the following pages of examples, re

sponses are numerically keyed. 

Remember, when responding on Page 4, to assume the atti

tude of a member of your peer group, that of a college senior 

student teacher, for example. 
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Examples 

Example trait word: ACADEMIC (I am an ACADEMIC person.) 

Question A: How often are you this sort of person? 
(Column I) 

Possible responses: 
1. Seldom, this is like me. 
2. Occasionally, this is like me. 
3. About half of the time, this is like me. 
4. A good deal of the time, this is like me. 

Sample response: ACADEMIC 2 
(Occasionally, I am an ACADEMIC person.) 

Question B: How do you feel about being this way? 
(Column II) 

Possible responses: 
1. I very much dislike being this way. 
2 . I dislike being this way. 
3. I neither dislike nor like being this way. 
4. I like being this way. 
5. I like very much being this way. 

Sample response: ACADEMIC 2 4 
(Occasionally, I am an ACADEMIC person; 
I like being this way.) 

Question C: How much of the time would you like this trait 
to be characteristic of you? (Column III) 

Possible responses: 
1. Seldom, would I like to be this way. 
2. Occasionally, I would like to be this way. 
3. About half of the time, I would like to be this way. 
4. A good deal of the time, I would like to be this way. 
5. Most of the time, I would like to be this way. 

Sample response: ACADEMIC 2 4 5 
(Occasionally, I am an ACADEMIC person; 
I like being this way; I would like to be 
this way most of the time.) 

Please complete the ratings for yourself before you make the 
ratings for your peer. Finish the three ratings for each trait 
before going on to the next trait. 

The definitions of trait words are your personal ones. 

Fill in the blanks at the top of the pages with your name and the 
date. 

Thank you. 
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Self 

Name 

Question A: 
Question B: 
Question C: 

Date 

How often are you this sort of person? (Col. I) 
How do you feel about being this way? (Col. II) 
How much of the time would you like this trait to 
be characteristic of you? (Col. Ill) 

Column I 
1. Seldom 
2. Occasionally 
3. Half of time 
4. Good deal of 

time 
5. Most of time 

Column II 
1. Very much dislike 
2. Dislike 
3. Neither dislike, 

like 
4. Like 
5. Like very much 

I II III 

1. 
2 .  
3. 

Column III 
Seldom 
Occasionally 
Half of time 

4. Good deal of 
time 

5. Most of time 

I II III 

1. acceptable 
2. accurate 
3. alert 
4. ambitious 
5. approving 

6. busy 
7. calm 
8. charming 
9. clever 
10. competent 

11. confident 
12. considerate 
13. cruel 
14. democratic 
15. dependable 

16. economical 
17. efficient 
18. fearful 
19. friendly 
20. fashionable 

21. helpful 
22. intellectual 
23. kind 
24. logical 
25. meddlesome 

26. merry 
27. mature 
28. nervous 
29. normal 
30. optimistic 

31. poised 
32. purposeful 
33. reasonable 
34. reckless 
35. responsible 

36. sarcastic 
37. sincere 
38. stable 
39. studious 
40. successful 

41. stubborn 
42. tactful 
43. teachable 
44. useful 
45. worthy 

46. broad-minded 
47. businesslike 
48. competitive 
49. fault-finding 
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Peer 

Name . Date 

COMPLETE THIS INDEX AS YOU THINK THE AVERAGE PERSON IN YOUR PEER 
GROUP WOULD COMPLETE IT FOR HIMSELF. 

Question A: How often are you this sort of person? (Col. I) 
Question B: How do you feel about being this way? (Col. II) 
Question C: How much of the time would you like this trait to 

be characteristic of you? (Col. Ill) 

Column I 
1. Seldom 
2. Occasionally 
3. Half of time 
4. Good deal of 

time 
5. Most of time 

Column II 
1. Very much dislike 
2. Dislike 
3. Neither dislike, 

like 
4. Like 
5. Like very much 

I II III 

Column III 
1. Seldom 
2. Occasionally 
3. Half of time 
4. Good deal of 

time 
5. Most of time 

I II III 

1. acceptable 
2. accurate 
3. alert 
4. ambitious 
5. approving 

6. busy 
7. calm 
8. charming 
9. clever 
10. competent 

11. confident 
12. considerate 
13. cruel 
14. democratic 
15. dependable 

16. economical 
17. efficient 
18. fearful 
19. friendly 
20. fashionable 

21. helpful 
22. intellectual 
23. kind 
24. logical 
25. meddlesome 

26. merry 
27. mature 
28. nervous 
29. normal 
30. optimistic 

— 

31. poised 
32. purposeful 
33. reasonable 
34. reckless 
35. responsible 

36. sarcastic 
37. sincere 
38. stable 
39. studious 
40. successful 

41. stubborn 
42. tactful 
43. teachable 
44. useful 
45. worthy 

, 

46. broad-minded 
47. businesslike 
48. competitive 
49. fault-finding 
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LETTER TO ADMINISTRATORS OF SCHOOL SYSTEMS 
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r{-S-̂ \gl TUCSON, ARIZONA 8572 1 
tiSSIg 
"Jf COLLEGE OF EDUCATION 

nr-nin'rtfT-ki<r nc rr/~AKtn A TJV CTM 

B£\ THE UNIVERSITY OF ARIZONA 

DEPARTMENT OF SECONDARY EDUCATION 

Mr. 
Director of Research 
School District One 
1010 East 10th Street 
Tucson, Arizona 85719 

Dear Mr. : 

Recently I discussed with you the research I 
intend to be conducting this fall. Essentially 
I will be recording the shifts in attitudes of 
student teachers in both the regular and the 
block student-teacher programs. Data will be 
collected from student teachers directly. No 
testing, recording, observation, or data col
lecting of any type will occur in the public 
schools of Tucson. 

Because your office may be interested in my 
study for future reference, I am enclosing 
copies of my initial drafts of the statement 
of the problem, the description of the study, 
the definition of terms, and the survey packet 
the student teachers will be receiving. I 
will send you a copy of my findings when 
available. 

If you have any questions regarding the project 
you may contact me through the Secondary Edu
cation Department or in the English Department, 
telephone number 884-3266. 

Yours truly, 

Francis J. Ferrance 
Graduate Assistant 

encls. 



APPENDIX F 

FOLLOW-UP LETTER TO STUDENT TEACHERS 
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THE UNIVERSITY OF ARIZONA 
TUCSON, ARIZONA 8572 1 

COLLEGE OF EDUCATION 
DEPARTMENT OF SECONDARY EDUCATION 

November 6, 1972 

Dear Student Teacher: 

Many thanks for your assistance in completing 
the pre-inventories, the Minnesota Teacher 
Attitude Inventory, and the Bills' Index of 
Attitudes and Values, for the student-teacher 
research project. 

In the beginning of December, a similar 
packet will be sent to you for the post-
inventory. I hope you can respond to the 
post-inventory as well. At that time, you 
will be given an opportunity to request a 
summary of the research findings when 
available. 

In response to several questions which arose 
about the pre-inventory, I have enclosed 
comments on a separate sheet. If you have 
any further inquiries about the project, 
please call me on campus (884-3266) or at 
home (791-9601). Those who are frequently 
on campus may visit me at ML 421. Your 
questions and suggestions are most welcome. 

Once again, thank you for your invaluable 
help. 

Yours truly, 

Francis J. Ferrance 
Graduate Assistant 

encl. 



APPENDIX G 

RESPONSES TO STUDENT TEACHERS' QUESTIONS 

1. If data are anonymous, why are names required? 

Only to guarantee that data are attributed to the right in
dividuals and to allow mailing of the post-inventory only to the 
respondents of the pre-inventoryOnce information is collated, 
all names and matric numbers will be discarded and replaced with 
anonymous code numbers. In the final report, no student teacher 
will be identified by name or matric number. 

2. Why doesn't the MTAI allow the respondent to qualify his/her 
answer? 

The MTAI employs a forced-choice format which, while disallow
ing fine distinctions, does have the advantage of presenting re
plies in highly workable form statistically. The authors of the 
MTAI recognize the possible ambiguity and the general nature of 
some of the items which may result in varying interpretations. 
However, they urge that the respondent "answer the items accord
ing to his own understanding of them" and "to make his response 
according to the most generally occurring situations rather than 
to a specific or unusual situation." 

3. Why do the inventories take so long to fill out? 

The inventories, the MTAI and the Bills' Index, should re
quire no more than one hour for completion. If you are spending 
two or three hours on them, you are perhaps analyzing, refining, 
and deliberating, admirable exercises in another setting, but 
unnecessary ones in this survey. 

4. In regard to the second part of Bills' Index, how do I know 
how a peer of mine feels? 

You are asked to record what you think a peer's attitudes 
are. Ominiscience is not required. 
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APPENDIX H 

POST-INVENTORY DATA SHEET 

Name Date of birth 
mo. day year 

1. In which student-teaching program are you practicing? 

A. ( ) Regular program 
Would you elect the same program again? 
( ) YES 
( ) NO 
( ) UNDECIDED 

B. ( ) Professional semester 
Would you elect the same program again? 
( ) YES 
( ) NO 
( ) UNDECIDED 

2 . ONLY REGULAR ENROLLEES REPLY 

Why did you elect the regular program? 

A. ( ) Had Secondary Education 130 prior to student teaching? 

B. ( ) Lacked time for full-day obligation of professional 
semester. 

C. ( ) Other (please specify) 

3. ONLY PROFESSIONAL SEMESTER ENROLLEES REPLY 

Why did you elect the professional semester? 

A. ( ) Had to take Secondary Education 130 and 139 together 
but otherwise did not prefer full-day commitment. 

B. ( ) Preferred to practice teach in a full-day program. 

119 



120 

C. ( ) Other (please specify) 

Do you want a summary of the findings which result from this re
search project? 

( ) YES 
( ) No 

If you do, to what address should the summary be sent? 



APPENDIX I 

MISSING INFORMATION REQUEST 

i 
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THE UNIVERSITY OF ARIZONA 
TUCSON, ARIZONA 8572 1 

COLLEGE OF EDUCATION 
DEPARTMENT OF SECONDARY EDUCATION 

Dear : 

Thank you for returning the secondary-
education, student-teacher research 
packet. 

The following item/information, however, is 
missing: 

Because careful inventory and complete in
formation are essential in research projects, 
I am requesting your cooperation in returning 
the item/information mentioned above. 

If, for personal reasons, you do not wish 
to participate in the study, I urge you to 
return the entire packet unmarked to 
Secondary Education 635. Our materials are 
limited and are reused. 

Thank you, once again. 

Francis J. Ferrance 
Graduate Assistant 
Student-Teacher Research 
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