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Learning to manage a classroom of twenty-two elementary students is 

often likened to conducting a three-ring circus, particularly in the eyes of student 

teachers. As they enter the field, student teachers are given their first 

opportunities to observe and experience the delicate art of managing a 

classroom. They are faced with the challenges of handling the various aspects of 

teaching. Concurrently, they are enrolled in various methods courses as 

assigned by their university teacher preparation program, instructing them in 

various theories and best practices of their craft. In addition to enduring these 

challenges, student teachers must learn to think and make decisions as 

teachers. They are instructed to teach using explicit steps and procedures, yet 
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the decision-making processes necessary for becoming a successful educator 

and manager are not addressed. 

Through qualitative case study, five student teachers share their 

observations and experiences as they met the challenges of learning to manage 

a classroom, focusing upon the need for sound decision making skills. Data for 

this investigation was taken from observations, interviews, reflections, and 

archived documents. Cross-case analyses revealed that participants felt anxious 

and unprepared when managing a classroom and lacked the decision-making 

skills necessary for successful management. The themes and findings derived 

from the data suggest that a great deal of management learning and decision-

making skills come from time in the elementary classroom in conjunction with 

explicit teaching and conversations concerning these skills. Likewise, the 

relationship between the cooperating teacher and the student teacher, the 

authority the student teacher possesses in the classroom, as well as the teaching 

philosophies held by both greatly affect the successful acquisition of 

management decision-making skills. This study holds implications for the 

preparation student teachers receive, with regard to classroom management 

decision making, in their field-placement classrooms and university teacher 

preparation programs. 

 



 ix 

Table of Contents 

Dedication .................................................................................................. iv 

Acknowledgements .................................................................................... v 

List of Tables ........................................................................................... xiii 

Chapter 1: Introduction .............................................................................. 1 

Defining the Role of the Student Teacher .......................................... 3 

Defining the Role of Classroom Management ................................... 4 

Defining the Role of Decision Making ................................................ 4 

Theoretical Framework for Investigating Classroom Management and 
Teacher Education ..................................................................... 5 

Purpose of the Research ................................................................... 6 

Chapter 2: Literature Review ................................................................... 10 

Brief History of Classroom Management ......................................... 11 

Classroom Management Education ................................................. 13 

Reflective Practices of Student Teachers ........................................ 16 

Developing Teacher Identity and Teacher Knowledge..................... 18 

Teacher as Decision Maker ............................................................. 21 

Teaching and Managing Diverse Learners ...................................... 23 

Classroom Management Teacher Preparation at State University .. 25 

Rationale of Research ..................................................................... 27 

Chapter 3: Research Methodology .......................................................... 29 

Research Questions ........................................................................ 29 

Case Study Design .......................................................................... 30 

Participants and Settings ................................................................. 31 

Research Sites ................................................................................ 33 

Data Collection ................................................................................ 34 

Interviews ................................................................................. 34 

Observations ............................................................................ 35 



 x 

Artifacts .................................................................................... 36 

Data Analysis ................................................................................... 37 

Meeting the Criteria for Trustworthiness .......................................... 38 

Addressing Ethical Issues ................................................................ 40 

Maintaining Confidentiality of Participants and Data ................ 40 

Limitations of the Research ............................................................. 41 

Researcher Positionality .................................................................. 42 

Chapter 4: Results ................................................................................... 46 

Introduction ...................................................................................... 46 

State University‘s Cohort-Based Professional Development 
Sequence ......................................................................... 46 

The Participants ............................................................................... 48 

Chloe ....................................................................................... 50 

Eva  ......................................................................................... 51 

Kara  ......................................................................................... 52 

Lisa  ......................................................................................... 54 

Morgan ..................................................................................... 55 

Research Question Revisited .......................................................... 57 

Analysis of the Data ......................................................................... 59 

Theme 1 – General Classroom Management .......................... 59 

Classroom Management Fears and Concerns ................ 60 

Managing on Your Own ................................................... 60 

The Friend Factor ............................................................ 61 

Asserting Authority ........................................................... 62 

Acting as a Manager in the Field-Placement Classroom . 63 

Imitating ........................................................................... 65 

Modifying ......................................................................... 67 

Avoiding ........................................................................... 69 

Adopting........................................................................... 70 

Theme 2 – Decision Making in the Classroom ......................... 73 



 xi 

Comfort and Anxiety ........................................................ 74 

Preparation Meets Opportunity ........................................ 76 

Total Teach/Full Responsibility ........................................ 78 

Theme 3 – Discipline ............................................................... 80 

Discipline versus Management ........................................ 81 

The Act of Disciplining ..................................................... 82 

Consistency ..................................................................... 84 

Theme 4 – Authority in the Classroom and Confidence as a 
Manager........................................................................... 86 

Feeling like a Teacher ..................................................... 86 

Authority in the Classroom ............................................... 89 

Confidence as a Manager ................................................ 92 

Theme 5 – Cooperating Teachers ........................................... 93 

Student Teachers‘ Expectations of Cooperating Teachers 95 

Communication ................................................................ 96 

Classroom Management Conversations .......................... 99 

Theme 6 – Style Differences in Teaching and Management . 100 

Modifying ....................................................................... 101 

Avoiding ......................................................................... 103 

Adopting......................................................................... 104 

Theme 7 – University-Related Teacher Preparation .............. 107 

Employing Theory as Practice ....................................... 108 

The Importance of Classroom Management Courses ... 111 

Chapter 5: Findings, Limitations, and Implications ................................. 114 

Introduction .................................................................................... 114 

Finding 1: Understanding the Decision Making Process ................ 116 

Finding 2: Need for Focused Classroom Management Instruction and 
Reflection ............................................................................... 118 

Finding 3: Submissive and Subversive Management .................... 121 

Finding 4: Student Teachers‘ Classroom Authority ........................ 124 

Limitations ...................................................................................... 125 



 xii 

Implications .................................................................................... 127 

For Future Educators ............................................................. 127 

For Teacher Educators .......................................................... 128 

For Professional Development ............................................... 130 

Recommendations for Future Research ........................................ 132 

Final Comments ............................................................................. 134 

Appendix A: Interview #1 Protocol ......................................................... 135 

Appendix B: Interview #2 Protocol ......................................................... 137 

Appendix C: Scenario Cards .................................................................. 140 

Appendix D: 2008–2010 Bachelor of Science in Applied Learning  
and Development ........................................................................... 142 

Appendix E: EDC 331E School Organization & Classroom Management 146 

Appendix F: EDC 331C Fall 2008 Syllabus ........................................... 170 

References ............................................................................................ 178 

Vita  ....................................................................................................... 190 



 xiii 

List of Tables 

Table 4.1: State University‘s Professional Development Sequence ........ 60 

Table 4.2: Research Participant Details—Grade Levels .......................... 61 

Table 4.3: Research Participant Details—Apprenticeship ........................ 61 

 



 1 

Chapter 1: Introduction 

As a cooperating teacher for a local major university I invited interns and 

student teachers into my classroom with open arms.  I felt it my duty to provide 

not only the best mentor I could be, but allow them to experiment as a teacher in 

my classroom.  I hoped my student teachers would feel comfortable as they 

explored this new role of educator and felt free to try new teaching and 

management techniques with me there to serve as support.  I quickly noticed that 

my student teachers were not taking me up on this offer, rather choosing to 

negotiate the classroom as I would, use my teacher language, employ the 

pedagogical skills they had seen modeled, and manage solely under my pre-

established system.  Simply, my student teachers did not feel comfortable nor 

prepared to try their craft on their own style, but rather adopted a mime 

technique.  Despite my encouragement, the student teachers felt most 

comfortable in this role of mime.  However, with each semester and each new 

student teacher, came unique management issues.  As these management tasks 

presented themselves for the first time, the student teacher in charge had not 

seen my reaction previously.  This caused a great deal of difficulty for the student 

teacher as her reference was not available and she was forced to manage on her 

own with her own decisions to be made.  Unfortunately, in these instances, the 

student teacher, most often, defaulted the issue to me, as the cooperating 

teacher, not having the prior experience to draw upon, nor the necessary skill set 
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to allow her to make a rational decision as to how best handle this situation.  As I 

stepped out of the role of cooperating teacher and into the role of university 

student teaching supervisor I quickly discovered this same lack of comfort in the 

decision making aspects of classroom management.  As I spoke with my student 

teachers I also learned that classroom management was cited as the primary 

concern as they entered the field.  These discoveries served to drive the 

following research study. 

Learning to manage a classroom is of absolute importance to those 

entering the field as student teachers (Brophy, 1982; Burstein, 2009; Korthagen, 

2007; Meuwissen, 2005). Among the many challenges facing these student 

educators, rarely is any considered greater than that of juggling classroom 

management, lesson planning, grading, teaching, and assessing, to name a few. 

Student teachers need to be well equipped to face these challenges in order to 

successfully teach. University preparation programs, alongside a generous 

amount of time in the field, allow for a solid sense of preparation. However, when 

entering the field, student teachers cite classroom management as their primary 

point of concern (Daniels, 2009; Bromfield, 2006; Duck, 2007; Butchart, 1995). 

Furthermore, taking action and making decisions related to managing a 

classroom are daunting tasks to those who are just becoming acquainted with 

teaching. By allowing students to discuss this aspect of classroom management 

with cooperating teachers and university faculty, student teachers will be even 

more prepared to approach any management task. Giving student teachers the 
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questions to ask of their instructors, both university and in the field, will in turn 

allow them to better understand the underpinning issues of classroom 

management. ―Opportunities for the novice teacher to become comfortable with 

the role of teacher before they step into their first teaching assignment would be 

beneficial‖ (McCann & Johannessen, 2004, p. 145). The overall purpose of this 

research is to address the challenges facing student teachers as they step into 

their first teaching roles and to recognize the need for acknowledgment of these 

decisions that are so vital to the success of a classroom. 

DEFINING THE ROLE OF THE STUDENT TEACHER 

For the purpose of this study, the participants wear multiple titles. Whether 

they are called student teachers, student teachers, apprentices, young 

educators, novices, or teacher candidates, the participants in this study are all 

college seniors in their final semester of their teacher-preparation program at a 

state university. The role of student teacher is one that has the student 

positioned in the field and in the university simultaneously. These students are 

active observers of their cooperating teachers as they make the transition from 

theory to practice. During their time as student teachers, they are responsible for 

putting into practice all that they have learned during their preparatory methods 

courses and gleaned from their observations of practicing teachers. As Gaudelli 

and Ousley (2009) put it, ―Student teaching is the capstone‖ of teacher education 
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programs and the time in which students can truly examine and learn their craft. 

Defining the role of classroom management education 

From a perspective of educational psychology, behavior management, 

theory, or practice, it is imperative to examine the role of classroom management 

education in the lives of young educators. ―Ask your teacher-education recruits, 

‗What is your major anxiety as you face teaching?‘ Ask new teachers, ‗In what 

domain were you least well prepared as a teacher?‘… The same answer will 

come back with numbing regularity: discipline‖ (Butchart, 1995, p. 166). It is 

imperative for educators entering the field to be well versed in both the 

theoretical underpinnings and classroom practice of management. Harry and 

Rosemary Wong (1998) confidently share that classroom management is the 

most important factor controlling the education students receive. With this stated 

importance, student teachers must be given ―quality experiences‖ from which to 

learn and ample opportunity to practice their management skills (Dewey, 1938). 

DEFINING THE ROLE OF DECISION MAKING 

 ―Teachers, therefore, are decision makers who process information and 

act upon those decisions within complex environments‖ (Osam & Balbay, 2004, 

p. 746). The ability to swiftly and appropriately make decisions regarding the 

classroom environment and student behavior is one mastered primarily by 

veteran teachers. However, this skill often baffles and eludes student and novice 

educators. The act of classroom management decision making on the part of 
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classroom teachers is one that is commonly unseen and unnoticed during 

student teachers‘ observations and that is not discussed following these 

observations. Whether the decision being made regards the simplest of routines 

or a highly challenging student behavioral issue, it is imperative for teacher 

candidates to have an opportunity to understand what they have observed and to 

openly discuss and learn from their cooperating teachers and university faculty. 

The art and science of teaching is not solely devoted to the act of teaching but 

also addresses the constant need to make consistent and confident decisions 

concerning the management of a classroom. 

THEORETICAL FRAMEWORK FOR INVESTIGATING CLASSROOM MANAGEMENT AND 

TEACHER EDUCATION  

Along with unpacking the major tenets of this research, it is necessary to 

recognize the theoretical framework from which the investigation will be built. 

Jere Brophy‘s focus on classroom management, John Dewey‘s concept of 

experience in education, and Nel Noddings‘s notions of caring were all employed 

as parts of the foundation for the research due to their impact on teacher 

education and classroom management. 

Brophy offers a unique look into the realm of educating teachers to 

manage classrooms (1982, 1987, 2001). This research drew upon Brophy‘s 

major concepts of classroom management as discussed in his paper ―Classroom 

Organization and Management‖ (1982). He defines the well-organized classroom 



 6 

through a number of parameters, calling upon group dynamics, behavior 

modification, individualized counseling, and contextual situations in the 

classroom. While he determines no single approach to managing a classroom 

and student behavior to be fully appropriate in every instance, he illustrates the 

need for a comprehensive approach to classroom management and 

organization. Further, in ―Educating Teachers about Managing Classrooms and 

Students‖ (1987), Brophy discusses the tools young educators need in order to 

successfully run a classroom. He writes,  

The goal would be to train teachers to adopt classroom management 

strategies consciously and monitor their effectiveness of the classroom 

management strategies … as opposed to failing to develop strategies that 

work, adopting strategies subconsciously and implementing them rigidly, 

or adopting them for the wrong reasons and thus subverting what should 

be their primary goals. (1987, pp. 8–9) 

Brophy, in this excerpt, offers a holistic approach to classroom 

management practice. This conscious adoption of management strategies by 

student teachers is precisely the focus of this research. 

PURPOSE OF THE RESEARCH 

Again, the purpose of this research is to determine the manner in which 

student teachers adopt classroom management skills and make appropriate 

decisions in an effort to avoid the pitfalls of managing, as Brophy discusses. 
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To improve the learning and understanding of the management and 

pedagogical skills needed to successfully teach, it is imperative that one not only 

examine Brophy‘s concepts of successful management but also recognize the 

way in which this learning is best developed in student teachers. John Dewey‘s 

notion of experiential education is most often seen played out in early childhood 

settings; however, it is the experience of learning by doing that can and often 

does promote the greatest success in teacher education and preparation. 

Learning to be an effective teacher and classroom manager is a skill that is 

arguably one best learned by experiencing it while concurrently being taught the 

theories and skills. This combination of curriculum and experience is one that 

allows student teachers to apply their learning in a dynamic setting, thus 

increasing its meaningfulness. Dewey writes, ―Every experience is a moving 

force. Its value can be judged only on the ground of what it moves toward and 

into‖ (1938, p. 38). For the purpose of teacher education, this ―moving force‖ to 

which Dewey refers is the students‘ time spent in the field. Furthermore, ―It is not 

enough to insist upon the necessity of experience, nor even of activity in 

experience. Everything depends upon the quality of the experience which is had‖ 

(Dewey, 1938, p. 27). Essential to the success of young educators is to have 

―quality‖ experiences that help them better prepare for the teaching opportunities 

awaiting them in their future classrooms. A solid experience is one that produces 

―a person who is trained to consider his actions, to undertake them deliberately, 

is in so far forth disciplined. Add to this ability a power to endure in an intelligently 
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chosen course in the face of distraction, confusion, and difficulty, and you have 

the essence of discipline‖ (Dewey, 1916). With proper instruction, provided by 

Brophy, and quality experiences in the field, guided by Dewey, a student teacher 

is well equipped with the technical tools needed to be effective. 

Nel Noddings brought to research and education a notion of caring, which 

when combined with quality experience and a solid educational foundation 

creates a highly efficient and effective classroom teacher and manager. This 

concept—caring—is one commonly held outside the field as one inherent to 

teachers and women in general; however, it is necessary to make the role of a 

caring educator one that is explicitly taught and modeled for young educators 

(Noddings, 2001, 2006). The role of caring is one that is seemingly interwoven 

with managing a classroom and being an effective educator. Students must know 

they are cared for by their teacher in order to be active, contributing members of 

the classroom society and successful learners. Furthermore, caring for one‘s 

students is an effective tool in teaching them to care for themselves, others, and 

their education. ―To have as our educational goal the production of caring, 

competent, loving, lovable people is not anti-intellectual; it demonstrates respect 

for the full range of human talents‖ (Noddings, 1995). When establishing the 

foundation for preparing future teachers, it is essential to explicitly model and 

teach the elements of showing students that they are cared for through the ways 

they are taught and managed. 
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By founding this research on Brophy‘s classroom management theories, 

Dewey‘s notions of learning from experiences, and Noddings‘s idea of caring, the 

researcher is able to recognize the whole conception of a student teacher. In an 

effort to establish how student teachers learn to manage classrooms, it is 

necessary to begin not only with what they are taught but also with how they are 

taught, what is modeled, the experiences they have, and the understandings they 

glean, thus forming the tenets of this case study. 
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Chapter 2: Literature Review 

 

Teachers face a constant battle of juggling students, parents, 

administrators, faculty, paperwork, and curriculum. As novice teachers enter the 

field, they are faced with the largest of all obstacles—classroom management. 

Brophy defines the role of a teacher in the following: ―Like circus performers who 

keep plates spinning on top of sticks, teachers must not only establish a 

management system that works but keep it working by monitoring events 

continually and responding quickly when breakdowns threaten‖ (1987, p. 5). 

Classrooms have long been compared to three-ring circuses in which the 

ringmaster must be taught and well equipped to manage the madness. Teacher 

education is an ever-changing field that offers a great deal of research to support 

best practices in the preparation of future educators. Researchers have 

examined how, when, and where student teachers acquire their classroom 

management skills. It is vital to study the literature available in an attempt to gain 

a better grasp on the field. The following is a glimpse into an ever-changing and 

challenging concept: that of student teachers‘ understanding of classroom 

management decisions as outlined by the following research questions. How do 

student teachers recognize the classroom management decisions and actions 

made by their cooperating in-service teachers? In what ways do student teachers 

reflect on management in their classrooms during apprentice teaching? While a 
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great deal of the present research in classroom management is focused on in-

service teachers, the main focus of the literature presented in the following 

paragraphs is on student teacher-preparation field experiences and coursework. 

―The intersection of knowledge and identity helps facilitate the teacher as a 

decision maker, where the teacher candidate can take into account him- or 

herself, the context, and their teacher candidates when lesson and unit planning‖ 

(Ebersole & Worster, 2007). With the unfolding of the research in the field, it is 

the goal of this research to determine to what extent student teachers learn to 

manage from their experiences as students, from their management courses, 

and from observing their cooperating teachers. Research has shown that there 

continues to be a dissonance between student teachers and their comfort with 

and understanding of the tools needed to successfully manage a classroom 

(Dunn, 2009). The following is an attempt to unpack this research in an effort to 

better understand the ways in which student teachers learn their craft. 

BRIEF HISTORY OF CLASSROOM MANAGEMENT 

Ronald E. Butchart (1995) spoke about the history of classroom 

management in his presidential address to the American Educational Studies 

Association, sharing his perceptions of the serious pitfalls in classroom and 

behavior management research and education. Classroom management initially 

was established through the use of corporal punishment. ―Schools were safer, 

more orderly places with more learning going on in them when teachers ruled 
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with the ferule or the paddle, according to common wisdom‖ (Butchart, 1995, p. 

168). This issue of discontinuing corporal punishment, which began in the mid-

1800s, is often cited as the defining moment in school discipline. Traditional 

schooling, around this same time, had teachers calling on individual or small 

groups of students to recite their lessons aloud. Meanwhile, all other students, of 

all ages and levels of intelligence, found ways to entertain themselves. ―Moral 

order‖ (Butchart, 1995) was established in these classrooms to develop a sense 

of hierarchy and social castes among the students.  

Joseph Lancaster developed the next wave in school discipline, 

establishing a highly ―individualized, impersonal, and bureaucratic‖ system, 

followed by a similar New England Pedagogy (Butchart, 1995, p. 170). A 

progressive movement swept through the education field in the early part of the 

twentieth century. ―Progressive teachers constructed a new form of authority. 

Authority did not arise from a moral psychology of love and familial nurture, but 

from a professional psychology of expertise, detachment, scientific study, and a 

hierarchal professional/client relationship‖ (p. 174). A shift toward child-centered 

and activity-centered classrooms called for another adaptation to previous 

discipline systems in schools. About the same time, standardized testing was 

developed to determine the educational needs of students, resulting in grouping 

and differentiated curricula. ―A democratic notion of classroom discipline would 

seek self-authority leavened with a social consciousness‖ (p. 178). Slowly, 

educators began recognizing that the changes in the required discipline in their 



 13 

classrooms were mirroring the larger social order of the community as a whole. 

In the 1950s, a movement was made from approaching school discipline in a 

reactive manner to approaching it in a proactive manner. The final rebellion in 

classroom management came with the uprising of the traditionally powerless. 

―Ironically, perhaps tragically, throughout the last two centuries and more, the 

ends of classroom management have seldom included democratic 

considerations‖ (Butchart, 1995, p. 180). Much like the change over time in the 

field of classroom management, teacher preparation has also seen a fruitful 

history. ―The history of teacher preparation reveals an ongoing search to identify 

the most useful means of preparing teachers and to characterize the capacity 

that each teacher must possess to help educate the nation‘s student body 

population‖ (Howard & Aleman, 2008). With the rich history of the field, it is 

imperative to look at the modern leads in research to gain an accurate 

understanding. In an effort to review and synthesize the current literature, the 

researcher reviewed and analyzed prominent education journals in teacher 

education and classroom management, resulting in the following findings. 

CLASSROOM MANAGEMENT EDUCATION 

Preparing student teachers to enter the field is a daunting task for teacher 

educators. There have been long-lasting disagreements as to the format best 

suited to educate future teachers, be it methods and theory instruction or field 

placement experience (Burstein, 2009; Serebrin, 2004; Allen, 2009; Donnell & 
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Harper, 2005; Coffey, 2010; Korthagen, 2007; Meuwissen, 2005). Classroom 

management education has certainly not been excluded from this discussion. 

Banks (2003) discusses the classroom management courses provided in Texas 

colleges‘ and universities‘ teacher-preparation programs. Among her multiple 

findings, she discusses the need for classroom management coursework to be 

taught during the professional development sequence in which teacher 

candidates actively observe and work in classrooms while completing 

coursework. This is a popular belief and has been examined through numerous 

empirical studies (Banks, 2003; Good et al., 1990; Burstein, 2009; Serebrin, 

2004; Allen, 2009; Donnell & Harper, 2005; Meuwissen, 2005). Serebrin (2004) 

writes, ―Theory and practice are never far apart …‖ (p. 15). It is imperative that 

student teachers be given ample opportunity to practice the theory they are 

taught as they are learning it.  

This argument is also echoed in another form in the discussion, pitting 

methods courses in a generalist teacher education program against educational 

psychology courses. Trends indicate that the latter tend to speak primarily to 

theory; however, research shows that little focus is placed on the practice of 

classroom management in these courses (Nie & Lau, 2009; Stephenson, 2008; 

Poulou, 2005). Poulou (2005) discusses the extent to which educational 

psychology theory can be discussed in a course without becoming a detriment to 

the practical, field-based experiences and without devaluing the theory itself. A 
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marriage of classroom management theory and practice can be seen in the 

writings of Burstein (2009). She shares, 

In methods courses, pre-service teachers learn a variety of strategies, 

such as inquiry-based models, the use of primary sources and 

multimodality strategies, that are not commonly observed in today‘s 

classrooms. When placed in the field, classroom master teachers teach 

social studies using the textbook or lecture. These two experiences, the 

university methods course and field placement, do not align for teacher 

candidates. (p. 121)  

Research has likewise been conducted concerning teacher attrition with a 

focus on classroom management being a major influence (Duck, 2007; Good et 

al., 2006). Through his case study, Lloyd Duck (2007) makes an argument for a 

greater alignment of teachers‘ needs to staff development and to the issues 

taking place in the classroom. Further, he calls upon teacher education 

institutions to use ―living case studies,‖ in which the students study their own 

experiences, and to provide true school experiences to improve in an effort to 

deepen and broaden the preparation of those entering the field. Whether through 

living case studies or the combination of theory and practice, it is vital that 

teachers receive, at the very least, an adequate education focused on managing 

their current and future classrooms. 
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REFLECTIVE PRACTICES OF STUDENT TEACHERS 

The notion of reflective practice in education was first proposed by John 

Dewey, who defined it as ―a form of systematic problem-solving while 

concurrently open mindedly considering the underlying beliefs inherent in both 

the problem and possible solutions‖ (Alger, 2006, p. 287). Further, the act of 

reflection is described by Hatton and Smith (1995) as ―deliberate thinking about 

action with a view to its improvement‖ (p. 34). Student teachers‘ reflection on 

their practice, experience, learning, and understanding of teaching and 

management is imperative for growth in their craft. The opportunities for growth 

within the field of education are most often seen in the reflective practices of its 

teachers (Alger, 2006; Schön, 1983; Walkington, 2005; Hewitt, Pedretti, Bencze, 

Vaillancourt, & Yoon, 2003). While this holds true, reflection can also be seen as 

a vital habit for student educators entering the field for the first time. The teaching 

process is described as a ―lived experience‖ by Van Manen (1991), and he 

identifies four types of reflection that should be incorporated throughout a 

teaching career: anticipatory, contemporaneous, retrospective, and mindfulness. 

By engaging in thoughtful reflection, student teachers can examine their craft 

from a variety of angles. Zeichner and Liston (1996) offer five key features of 

reflective teachers, saying such teachers are people who do the following:  

 examines, frames and attempts to solve the dilemmas of classroom 

practice; 
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 is aware of and questions the assumptions and values they bring to 

teaching; 

 is attentive to the institutional and cultural contexts in which they 

teach; 

 takes part in curriculum development and school change efforts; 

and 

 takes responsibility for their own professional development 

(Grushka, McLeod, & Reynolds, 2005, p. 6) 

As pre- and in-service teachers develop their reflective practices using 

Zeichner and Liston‘s key features, one would hope that Schön‘s (1983) concept 

of reflection in action would come to fruition, leading these educators to actively 

reflect while in the ―moment‖ of teaching (Beck & Kosnik, 2001; Grushka et al., 

2005; Ottesen, 2007; Spilkova, 2001). Another form of reflection in action can be 

seen in student teachers‘ ability to reflect on observations by others. Peel and 

Shortland (2004) note how very little research on observations in higher 

education exists. Slowly, research is emerging on peer observation (Schuck, 

Aubusson, & Buchanan, 2008; Pressick-Kilborn & Te Riele, 2008). Likewise, the 

practice of reflecting on observations completed by others, such as a cooperating 

teacher, university supervisor, or school administrator, can reveal an outsider‘s 

point of view from which the student teacher can learn and grow in her craft. 

Finally, reflection on practice is often seen as an act of professional development 

(Spilkova, 2001). The focus of professional development as derived from 
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reflective practices often leads to an authentic connection to the improvement 

and learning of the craft.  

While reflection is imperative to the growth and understanding of novice 

teachers, it is also necessary to look at the use of reflection as part of developing 

a sense of critical consciousness (Howard & Aleman, 2008). ―A critical 

consciousness would take teachers‘ hegemonic thinking to task, and require 

them to reflect on the effects of their practice on the students they teach‖ 

(Howard & Aleman, 2008, p. 166). The development of this sense of critical 

consciousness will help student teachers and those entering the field develop an 

awareness of their own identities, thus making them more open to and aware of 

the identities of their students. Overall, the existing research speaks to the 

exceptional role of the reflective practices of both pre- and in-service teachers as 

they improve in their field. 

 

DEVELOPING TEACHER IDENTITY AND TEACHER KNOWLEDGE 

Maslow‘s Hierarchy of Needs argues that the needs of people are met 

through the career paths they choose (Maslow, 1968). Many students come to 

the craft of teaching having desired the career since a young age, claiming that it 

is their ―calling.‖ The question remains: how does one develop a teacher identity 

and the knowledge of a teacher? Chong and Low‘s (2009) yearlong study of why 

students chose a career in education revealed that the choice was predominantly 
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intrinsically motivated. He added that those entering into the profession often 

have an altruistic and extremely positive view of their craft. To successfully 

identify oneself as a teacher, it is vital to recognize the multiple self-identities with 

which students approach their profession. Rodgers and Scott (2008) discuss 

these multiple identities as one‘s relational and emotional identities, as storied, 

with awareness and voice, as a maker of meaning and as an agent. These 

factors all serve to create the individual identity of each teacher, and it is vital for 

these identities to be recognized and understood in relation to the educators that 

they are becoming. Further, these authors call upon the experiences had prior to 

becoming a teacher. ―The experiences include one‘s own past, one‘s existing 

perspectives on learning, teaching and school, and the decisions made in one‘s 

teaching present‖ (Rodgers & Scott, 2008, p. 745). The lived experiences of 

student teachers as students themselves greatly inform and contribute to the 

teachers they become. 

A major argument for developing a strong sense of identity and knowledge 

in student and novice teachers can be found in the combining of methods 

courses with time in the field (Ebersole & Worster, 2007; Korthagen, 2007; 

Settlage et al., 2009). ―Wilson, Floden, and Ferrini-Mundy (2001) found clinical 

experiences played an important role in teacher preparation and also asserted 

that it must be interwoven with coursework to be most effective‖ (Korthagen, 

2007, p. 336). This interweaving allows student teachers to actively put into 

practice the information they learned in their methods courses in the fields in 
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which they studied; only then do they truly begin to identify themselves as 

teachers. Sharon Feiman-Nemser (2008) discusses her ―thematic framework of 

learning to teach,‖ identifying three themes: ―learning to think like a teacher; 

learning to know like a teacher; and learning to feel like a teacher‖ (pp. 698–699). 

These three themes underpin the basic process of becoming an educator and 

the goals of most teacher education programs.  

A great deal of interest in how and what a teacher thinks as she prepares 

to teach comes from the preparation program. ―Teachers-in-becoming … 

typically abide by a received notion of teacher identity, if for no other reason than 

because it is codified in their teacher education program as the basis for their 

evaluation‖ (Gaudelli & Ousley, 2009, p. 931). Likewise, there is a strong 

argument concerning the past schooling experience and its influence on the 

teacher. This concept that ―years of classroom experience in the role of learner 

exert a powerful influence on novice teachers‘ beliefs about what constitutes 

good teaching‖ calls into question the preconceived notions of teaching that 

student teachers carry into their preparation programs (Bannink & Van Dam, 

2007, p. 81). In their empirical study, Bannink and Van Dam (2007) referred to 

Schön‘s concepts of reflection-in-action to discuss student teachers‘ 

backgrounds, notions, and understandings. Likewise, multiple researchers have 

found reflection to be a major supporting tool in the development of teacher 

identity and knowledge in student teachers (Bannink & Van Dam, 2007; Maclean 

& White, 2007; Walkington, 2005). Finally, as student teachers begin to develop 
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their sense of self as a ―teacher,‖ they employ a higher level of thinking than they 

did in their beginning teacher development (Burn, Hagger, Mutton, & Everton, 

2000). Overall, with the confluence of preconceived notions of teaching, past 

experience, teacher-preparation courses, present experiences, and reflections, 

student teachers have multiple paths to develop their identities and knowledge as 

teachers. 

TEACHER AS DECISION MAKER 

Statistics show that, on average, teachers make approximately 1,500 

educational decisions during a single school day (Teacher Vision, 2010). 

―Teachers‘ decision making in an elementary classroom is a complicated and 

demanding enterprise‖ (Salmon, Kemmeny, Rossman, & Winter, 2008). For 

many young teachers, making so many decisions seems a daunting task; 

however, an experienced teacher often does not realize the gravity of this 

number nor of her role in the decision making, as it often comes naturally to her. 

The skill of decision making is one that student teachers have little experience 

with and can be difficult to learn. 

Decision making is a key to becoming a teacher who is responsive to the 

needs of young children and who is able to make choices that are consistent with 

best practice (Bucci, 2000). The foundation of engendering good decision making 

lies in helping preservice teachers develop a sense of self-awareness (Baum & 

King, 2006, p. 217).  
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As young educators develop their sense of identity and knowledge, they 

must also be aware of their responsibilities as teachers. Whether making 

curricular, managerial, pedagogical, or operational decisions, student teachers 

must be guided in their learning, and the act of making sound decisions needs to 

be modeled. Decision making is a vital skill that teachers must develop in order 

to meet the needs of their students and employ best practices in their teaching 

and management (Bucci, 2000; Baum & King, 2006). Baum and King (2006) call 

upon teacher educators to take steps toward developing a sense of self-

awareness. Yarger et al. (1984) calls for greater collaboration between teacher-

preparation programs and cooperating school districts, schools, and teachers to 

develop a stronger base for preparing student teachers. They place a heavy 

focus on developing the student teachers‘ decision-making skills as they work in 

their field placements and methods classes. With this focus, it is imperative that 

cooperating teachers recognize their roles as decision makers prior to supporting 

a student teacher in her growth and understanding of this vital role. ―Cooperating 

teachers know that technical classroom management techniques, rules and 

regulations are just as important for successful teaching as creative decision-

making processes in practical situations‖ (Rajuan, Beijaard, & Verloop, 2007, p. 

236). This ability to employ ―creative decision-making‖ is one that often eludes 

student and novice teachers, as many approach problem solving in the 

classroom quite simplistically (Peterson & Comeax, 1987; Rust, 1994; Osam & 

Balbay, 2004). Finally, in their empirical case study, Obando, Jakubowski, and 
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Wheatley (1995) proved that prospective teachers can and do become 

autonomous decision makers in the classroom both during and after completing 

their teacher-preparation program. While a great deal of research has been 

focused on decision making in the classroom, the majority is concerned with 

instructional and curricular decisions. Even though the research is not centered 

on classroom management decision making, the overall summation of most of it 

shows that having sound judgment and decision making skills is critical to 

becoming a successful, thoughtful teacher and manager. 

TEACHING AND MANAGING DIVERSE LEARNERS 

The majority of public school classrooms in the United States consists of 

highly diversified student populations yet are taught primarily by Caucasian 

teachers (Bryan, Atwater, & Trumbull, 2002). ―By the year 2010, 40 percent of 

learners in classrooms will be children of color, while the teaching population will 

remain around 85 percent white and female‖ (Hill-Jackson, Sewell, & Waters, 

2007). Recognizing the teacher‘s or student teacher‘s background and its 

influence on her outlook on teaching is imperative to the successful education of 

students (Wenger & Dinsmore, 2005; Knapp, 2005). Ambe (2006) discusses the 

importance of teacher-preparation programs‘ actively working to instill 

awareness, appreciation, and transformation in the mind-sets of teaching 

candidates. Likewise, Knapp (2005) commissions the educational psychology 

field to take an active role in preparing teachers for highly diverse classrooms. 
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Many universities are employing a culturally relevant pedagogy to guide their 

future classroom teachers and encourage them to become social justice 

advocates (Ladson-Billings, 1995; Lynn & Smith-Maddox, 2007; Davis, Ramahlo, 

Beyerbach, & London, 2008; Greene, 1998; Hill-Jackson, Sewell, & Waters, 

2007). 

Howard and Aleman (2008) offer the following: 

Multicultural educators would argue that any attempt to construct a 

knowledge base for classroom teachers should recognize the important 

roles that race, culture, language, gender, and class currently play in the 

United States. Moreover, multicultural teacher educators would argue that 

teachers must teach with what Jackie Irvine (2003) refers to as ―the 

cultural eye,‖ wherein teachers view their world and the work that they do 

through a cultural lens that allows them to be change agents in the 

academic performance of culturally diverse students. 

Development of the ―cultural eye‖ can often be initiated through the 

university curriculum as well as through student students‘ field experiences 

(Proctor, Rentz & Jackson, 2001). Proctor et al. posit, through their qualitative 

findings, that most student teachers hold positive attitudes toward teaching in 

urban schools. Furthermore, the teacher candidates reveal their pleasure in 

teaching students from diverse backgrounds and the improvement in their 

confidence in the children‘s abilities. Proctor et al. (2001) also discuss the need 
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for carefully planned field experiences in which student teachers actively interact 

with diverse populations and have a safe space to discuss their thoughts and 

experiences. In conclusion, research shows a need for the teacher education 

curriculum to be focused on culturally sensitive materials, for students to have an 

opportunity to teach in diverse settings, and for students to be given a space in 

which they can reflect upon the personal experiences and backgrounds that 

could potentially affect their teaching. 

CLASSROOM MANAGEMENT TEACHER PREPARATION AT STATE UNIVERSITY 

All early childhood through fourth-grade teacher candidates at State 

University (pseudonym) in the southwestern area of the United States must be 

admitted to and complete a specified professional development sequence as the 

final step in earning their state teacher certification and their Bachelor of Science 

in Applied Learning and Development. The student teachers are under the 

guidance of the College of Education‘s Curriculum and Instruction Department, 

which sets forth the following goals for its students: 

1. Design, use, and reflect on effective teaching practices appropriate 

for diverse populations 

2. Work collaboratively with all potential stakeholders involved in their 

students‘ education 

3. Be advocates for their students 
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4. Engage in continuous professional development (The University of 

Texas at Austin). 

The professional development sequence (PDS) consists of three 

consecutive semesters in which the teaching students take methods courses and 

spend time in the field observing and teaching. The students are placed in 

cohorts of approximately fifteen to twenty–five, and they traverse the three PDS 

semesters in these groups. During their first semester, Internship I, the students 

are enrolled in four courses and spend one and a half days per week in their 

prekindergarten or kindergarten field placement classrooms. During the second 

semester, Internship II, the students are still enrolled in four courses and spend 

two full days per week in their first- through fourth-grade field placement 

classrooms as they move closer and closer to independent teaching rather than 

simply observing and assisting. Finally, during their third semester, otherwise 

known as apprenticeship teaching or student teaching, the students are enrolled 

in one final methods course and spend four and a half days in their field 

placement classrooms in the grade of their preference. During one of these three 

semesters, typically the second, the students are enrolled in a classroom 

management and school organization course as one of their methods. This 

course is instructed by a university lecturer or professor for three hours weekly 

during a fifteen-week semester. The College of Education provides parameters 

for the course but allows for instructor influence on the course materials and 
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teaching style. Overall, in her study of a university‘s classroom management 

courses, Dunn (2009) found that 

the biases created by the course instructor‘s personal beliefs that 

determine the essential elements of classroom and behavior management 

and the most effective and efficient ways to manage student behavior 

have a significant influence on the content included in the classroom 

management course. (p. 252)  

With this potential variance in course content, it is imperative that student 

teachers be given ample opportunity to observe and attempt managing a 

classroom prior to their graduation and certification. Overall, the students in the 

professional development sequence are given many opportunities to learn, 

teach, and grow in their craft as they advance through the three semesters. 

RATIONALE OF RESEARCH 

The previously discussed research and writings all address one common 

goal—the betterment of teachers and their craft. This desired improvement can 

and should initially be established in the preparation of those entering the field 

anew.  

Since the cooperating teacher appears to wield the most profound 

influence on the success or failure of the student teacher, development of 

a harmonious, compatible relationship between student teacher and 
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cooperating teacher should be the goal of everyone concerned. (Campbell 

& Williamson, 1973, p. 169)  

It is imperative that researchers actively investigate the best strategies 

with which to address the needs of student teachers entering the field. Then, said 

research should be employed to understand the strategies being used in both 

teacher-preparation and field placement programs. The focus of this research is 

to address the classroom management learning of five student teachers as they 

forge into their careers and develop their classroom management skills. 
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Chapter 3: Research Methodology 

With a sense of fear, excitement, hope, and anticipation, student teachers 

enter the classroom for the first time. They are often unsure of what lies ahead. 

Some have had experiences, outside of their own schooling, in working with 

children, whereas others find themselves working with children for the first time. 

Foremost among their concerns is classroom management. Managing a 

classroom is a skill that often causes teacher candidates the most anxiety when 

beginning their teaching careers (Grant & Gillette, 2006). 

RESEARCH QUESTIONS  

As the literature shows, there remains a need for further research to 

answer questions such as the following, which serve as the focus for this 

research: How do student teachers recognize the classroom management 

decisions and actions made by their cooperating in-service teachers? In what 

ways do student teachers reflect on management in their classrooms during 

apprentice teaching? These questions serve to anchor this study with the intent 

to better understand the classroom management skills learning and reflection 

taking place in the field as student teachers complete their teacher-preparation 

programs. 
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CASE STUDY DESIGN 

While these questions could be researched through quantitative methods, 

they are best answered through qualitative investigation, as the questions being 

asked are considered open-ended ―why‖ and ―how‖ style questions. The issues 

they address are focused on and answered by a group of purposefully selected 

informants as opposed to a large sample of participants in a quantitative design. 

In this study, the researcher looked for explanations and descriptions rather than 

specific answers to explain phenomena. As Merriam (1998) discusses, it is 

necessary when designing an instrumental (Stake, 1995), qualitative case-study 

research question to use open-ended questions rather than ones that can be 

answered simply by yes or no. This allows the researcher to peer beyond the 

surface answers and draw out deeper meanings within the context of what is 

being asked. By employing a qualitative case study as a methodology, one can 

examine a ―contemporary phenomenon within its real-life context‖ (Yin, 2003, p. 

13), thus allowing researchers to look through a unique window into a situation 

for which they wish to find an explanation. As Merriam (1998) further states, the 

design of a case study is used to gain an in-depth look at a circumstance to 

develop an understanding and meaning merely for those directly involved. ―In 

qualitative research, a single case or small nonrandom sample is selected 

precisely because the researcher wishes to understand the particular in depth, 

not to find out what is generally true of many‖ (Merriam, 1998, p. 208). Thus, 

Merriam sums the goal of this research, which is to provide rich, thick 
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descriptions of the learning practices being employed as student teachers learn 

to manage a classroom. In addition, an advantage of qualitative case studies is 

that they allow for multisite designs (p. 211). The focus of case study is on the 

process of learning and discovering rather than being placed on the outcome of 

the research. Case study allows for a researcher to interact directly with his or 

her participants in a more personal manner, stay in the field for a longer period of 

time, and delve into the meaning or reasoning behind circumstances. Finally, as 

Stake (1995) notes about the nature of qualitative case study conclusions, ―we 

draw from understandings deep within us, understandings whose derivation may 

be some hidden mix of personal experience, scholarship, assertions of other 

researchers‖ (p. 12). Likewise, the personal experiences, scholarship, and 

assertions of the participants play heavily into the conclusions drawn and the 

findings. These factors support the choice made to employ a qualitative case 

study for the purposes of this research meant to delve into the experiences and 

understandings of five student teachers learning to manage their classrooms. 

PARTICIPANTS AND SETTINGS 

The informants for this multiple case study (Merriam, 1998) were 

purposefully chosen from a pool of nineteen teacher candidates at a major urban 

university in the southwestern region of the United States who were working 

toward a Bachelor of Science in Applied Learning and Development as well as 

taking steps toward earning an early-childhood through fourth-grade state-issued 
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teaching certification. Initially, the pool of nineteen teacher candidates was 

reduced when half of the cohort came under the researcher‘s supervision in her 

role as a student teaching supervisor. To avoid any ethical issues in the 

research, the researcher avoided inviting those under her supervision to 

participate. Therefore, the students who were invited to participate were chosen 

from a smaller pool of ten students based on their field placements, grade levels, 

previous semester‘s teaching scores, and willingness to participate. All those 

considered had successfully completed their first- and second-semester 

internships and were currently enrolled in their apprentice semester of student 

teaching. All participants were placed in prekindergarten through fourth-grade 

classrooms during the period of primary data collection. Each informant was 

placed in and around a major urban city and the surrounding suburban school 

districts. The classes in which they were placed were taught by state-certified 

educators who had agreed to support and guide the teacher candidates for a full 

fifteen-week semester. During the apprentice teaching semester, the student 

teachers were in their field placements full time, with the exception of Thursday 

afternoons, for fifteen weeks. The schools in which the candidates were placed 

have diverse populations. The student teachers were exposed to a wide variety 

of teaching and management strategies, as well as multiple modality learning, in 

multicultural settings. The participants in this study had previously been under 

the researcher‘s supervision as their facilitator during their first and second 

internships. In addition to their field placements during their second internship, all 
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participants were enrolled and were successful in a classroom management 

methods course during the fall semester as part of the professional development 

sequence within their university teacher-preparation program. All of this conveys 

the preparation these students had made and received prior to entering their 

student teaching semesters.  

RESEARCH SITES 

The research sites used during the student teaching semester were two 

major urban school districts in the Southwest United States. Both Northern and 

Rogers Independent School Districts serve ethnically and economically diverse 

populations of approximately 42,000 and 82,000 students, respectively. Rogers 

ISD houses 120 campuses, while Northern ISD consists of 50 campuses; both 

serve prekindergarten through high school students. Each class used in this 

research is composed of an average of 20 students. The specific Rogers ISD site 

is Harper Elementary School, where two participants were placed in first grade. 

Mrs. Kacie Loren acted as Lisa‘s cooperating teacher, while Mrs. Samantha 

Burns guided Morgan throughout her student teaching semester. Both student 

teacher participants were placed with their cooperating teachers for their 

Internship II and student teaching semesters of their professional development 

sequence.  

Three schools were employed in Northern ISD: Southwood Elementary, 

Mountain Lake Elementary, and Long Elementary, with one student teacher 
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participant per school. Mrs. Julia Johnson, the most veteran of the cooperating 

teachers, has spent almost all of her more than twenty years of teaching at 

Southwood Elementary. She acted as a cooperating teacher for Chloe during 

both her second internship and her student teaching semester. Mrs. Candy 

Hightower, who has fifteen years of teaching experience, supported Eva at 

Mountain Lake, and Mrs. Kim Lathe, at Long Elementary, used her fifteen years 

of teaching experience to guide Kara as she developed her teaching expertise at 

the start of her career. Chloe, Kara, Lisa, and Morgan have all shared their 

second internship and student teaching semesters with their current cooperating 

teachers, offering them unique experiences, as compared with Eva who had a 

different cooperating teacher during each of her three PDS semesters. Overall, 

the cooperating teachers involved in this research were all considered to be 

outstanding teachers, according to their school principals, and played integral 

roles in the preparation of their student teachers. 

DATA COLLECTION 

The data for this research were primarily gathered during the spring 2010 

semester through a series of interviews, artifacts, and observations. Archived 

data collected during the spring and fall 2009 semesters were also analyzed. 

Interviews 

Initially, one twenty-five to thirty minute semistructured (Merriam, 1998), 

focused (Yin, 2009) interview was held with each participant in an effort to 
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establish a working rapport. Questions asked during this interview concerned the 

student teacher‘s prior assumptions and understandings of classroom 

management. Near the end of the student teaching semester, the researcher 

conducted a final interview with each participant that lasted at least thirty minutes 

and addressed perceived classroom management skills and growth. In addition, 

the researcher also met individually with each participant to complete an activity 

using scenario cards in which each participant gave her reaction to various 

classroom management scenarios and was asked to share her thoughts 

regarding her association, and that of her cooperating teacher, with quotes by 

John Dewey, Jere Brophy, and Nel Noddings (Sherman, 2001; Hewitt et al., 

2003; Bauml, 2010). The purpose of using this data collection method was to 

allow the teacher candidates to demonstrate their knowledge, understanding, 

and decision making skills regarding classroom and behavior management 

situations. All interviews were digitally recorded, focused on the informants‘ 

approaches to classroom management decision making, and were transcribed by 

the investigator. 

Observations 

As Merriam (1998) stated, ―qualitative researchers … pay special attention 

to a few things to which others ordinarily give only passing attention‖ (p. 95). 

Following the initial interview, the researcher conducted an observation of each 

student teacher—approximately every two weeks for the duration of the student 
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teaching semester—while she taught and managed the classroom, resulting in a 

total of four observations for each teacher. During the observations, the 

researcher took field notes (Stake, 1995) concerning the student teacher‘s 

classroom management actions and interactions with her students. Furthermore, 

any management actions taken by the cooperating teacher or other adults were 

also noted. Following each observation, the researcher held a fifteen-minute 

follow-up interview or conversation with the teacher candidate to give her the 

opportunity to clarify any actions or decisions that she made during the 

observation session. In addition, four observations of each participant were 

completed during their classroom management methods course, which was held 

for three hours weekly for 15 weeks during the semester prior to their student 

teaching and will be included as archived data. 

Artifacts 

Artifacts were collected through weekly written reflections, projects, 

papers, and presentations shared by the participants and collected through their 

classroom management methods courses and during their apprentice teaching 

semesters. These artifacts were analyzed for details concerning the student 

teachers‘ understandings, questions, and reactions toward classroom 

management decisions and occurrences. During the semester prior to their 

student teaching experience, participants were asked to write a weekly reflection 

responding to a given prompt. These reflections were saved electronically and 
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analyzed at a later date. In addition, the student teachers were asked to keep a 

daily thoughts, ideas, and questions journal during their final semester. This 

reflective practice allowed for unique insight into the learning of the young 

educator as developed over time. Finally, following the completion of the 

students‘ second internship semester, the researcher asked them to complete a 

self-assessment using a formative evaluation form generated by the university. 

All written artifacts were collected electronically and are password protected.  

DATA ANALYSIS 

“The process of data collection and analysis is recursive and dynamic‖ 

(Merriam, 1998). As Miles and Huberman (1994) suggest, data analysis consists 

of ―three concurrent flows of activity: 1) data reduction, 2) data display, and 3) 

conclusion drawing/verification‖ (p. 10). The bulk of all data in this study was 

gathered through interviews and observations of the participants (Merriam, 

1998). As suggested by Miles and Huberman (1984), the researcher coded and 

analyzed the interview transcripts, noting patterns and themes related to the 

concepts of the case study, thus reducing the data to meaningful chunks. These 

codes contributed directly to the development of the themes found in the data. 

Informed by Brophy‘s (1987) discussion of classroom organization and 

management, the data were primarily divided into initial categorizations, leading 

to final categorizations‘ being established during the field observations and 

interviews. Employing Merriam‘s (1998) notion of narrative analysis, the 
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researcher provided ―first-person accounts of experience‖ in the student 

teacher‘s elementary field placements. Further, the researcher employed cross-

case analysis to compare the data of each participant. This display of data 

allowed the researcher to draw conclusions and verify findings. Member checking 

(Merriam, 1998) was conducted to ensure the accuracy of the transcripts and the 

overarching ideas drawn from them and the field notes, while the triangulation of 

field notes (Stake, 1995; Yin, 2009) was accomplished through the use of 

classroom photographs and the informants‘ comments, reflections, and written 

work.  

MEETING THE CRITERIA FOR TRUSTWORTHINESS 

The overall goal in conducting this research was to guide the researcher 

along the path to becoming a teacher educator and enable her to better 

comprehend the classroom management understandings and needs of teacher 

candidates as they learn, grow, and prepare to enter the field as teachers and 

decision makers. There is a great need for establishing trustworthiness in one‘s 

research (Lincoln & Guba, 1985). Stake (1995) illustrated the purpose of this, 

writing, ―Common sense is working for us, telling us when to look again and 

where to ask for clarification, but common sense does not take us far enough‖ (p. 

107). It is vital that, as researchers, we employ various tactics to ensure 

trustworthiness for our participants and readers. 
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In an effort to ensure the validity of the research, the multiple forms of 

triangulation must be addressed. Initially, the researcher employed data source 

triangulation by inviting five student teacher participants to share their thoughts, 

experiences, and understandings (Stake, 1995, p. 112; Yin, 2009). In addition to 

the variety of data types, using these multiple sources of data allowed for greater 

collaboration in developing conclusions and findings. Likewise, methodological 

triangulation allowed for cross-checking of data to confirm that the information 

gathered occurred across instances of observation, interviews, and artifacts 

(Stake, 1995; Yin, 2009). 

Member checking also served as a form of validity and was performed by 

inviting participants to review the transcripts generated from both the initial and 

final interviews as well as the scenario card interviews for clarification and to 

confirm that the transcripts accurately reflected the conversations and 

participants‘ ideas (Merriam, 1998; Stake, 1995). Participants were also asked, 

as part of the data collection process, to provide written data primarily via 

electronic mail and through explanations of the observation data. Validity was 

also established as student teachers debriefed and reflected on their teaching 

and management following each observation. Finally, member checking was also 

conducted through the formative assessments held at the conclusion of the 

participants‘ second internship as well as through written reflections during both 

semesters. Information and feedback gleaned from the member checking was 

assessed and informed the themes and research findings. 
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As another strategy to ensure validity, researcher reflexivity was employed 

throughout the gathering and analyzing of the data as well as in the development 

of theories and findings (Stake, 1995). Finally, by conducting long-term 

observations at the research sites and completing repeated observations 

(Merriam, 1998), the researcher was able to establish a more accurate picture of 

what was taking place in the field placements of the student teacher participants. 

As when ensuring validity, multiple steps were taken to confirm reliability 

within this research. An audit trail was generated through the thorough 

descriptions of the ways in which the data were collected and retrieved. Using a 

multisite design and multiple student teachers who were completing their 

apprenticeships at four different elementary schools broadened the scope of the 

data and provided varying experiences for the participants. Furthermore, the use 

of a rich, thick description allowed the research data to speak for itself alongside 

the research findings (Merriam, 1998). The validity and reliability of the research 

addressed a portion of the criteria for trustworthiness; however, it was imperative 

to also address other factors that may play into the research outcome. 

ADDRESSING ETHICAL ISSUES 

Maintaining Confidentiality of Participants and Data 

In an effort to establish and maintain confidentiality throughout this 

research, those participating were assigned pseudonyms that were used in all 

data collection, analysis, and dissemination. Further, any cooperating teacher or 
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school, and any prekindergarten through fourth grade student mentioned in this 

study are referred to with an alternative name. This was done in an effort to 

assure anonymity to all involved in providing data for this research. Likewise, all 

electronic data, including but not limited to documents, audio files, interview 

transcripts, and electronic mail communications, were kept on a personal 

computer that was protected by a password known only to the researcher. 

Furthermore, participants were made explicitly aware of all data collection 

methods employed as well as the purpose of this study so that they had full 

disclosure of how their involvement in the research affected the findings. Finally, 

written participant consent was acquired in accordance with IRB expectations. 

LIMITATIONS OF THE RESEARCH 

Along with the revelation of researcher positionality, it is vital to discuss 

the limitations within and of the research. First, the initial recruiting of participants 

could be seen as potentially problematic due to the nature of the researcher‘s 

relationship with the student teachers. Communication with the participants 

beyond the student-supervisor role was crucial in establishing relationships so 

that the participants were comfortable having open communication with me. 

Furthermore, the student participants and the researcher acknowledged their 

preconceived notions of one another‘s beliefs about teaching and management 

through initial conversations in an effort to reveal potential biases. Second, 

another possible limitation of this research presented itself in the field placements 
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of the participants. Each participant was placed into the grade level of their 

preference or with a school or cooperating teacher of their choosing. Because of 

the vast differences between the management techniques required in a 

kindergarten class as opposed to those needed in a fourth-grade classroom, for 

example, it was important to recognize the variance that may occur. Likewise, the 

differences of cooperating teachers and their level of support, the classroom 

environment, the needs of the students, and the cooperating teacher‘s classroom 

management styles were also reflected in the data collected. Finally, all of the 

schools involved in the student teachers‘ placements have preestablished 

behavioral expectations, which yielded differences in students‘ behavior and thus 

in the need to employ management skills. These limitations were all factors that 

had to be addressed in the collection, analysis, and presentation of the data in an 

effort to produce accurate, unbiased, and purposeful findings. 

RESEARCHER POSITIONALITY 

Within any research, it is necessary and vital that the researcher discuss 

his or her positionality and trustworthiness (Banks, 1998; Merriam, 1998). In the 

case of this study, the researcher‘s positionality was that of an etic stance 

(Merriam, 1998); the goal of this research was to eventually inform teacher 

preparation as it pertains to classroom management education and supporting 

student teachers in learning how and why classroom management decisions are 

made (Garrahy, Cothran, & Kulinna, 2005; Grant & Gillette, 2006). From an emic 
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stance (Merriam, 1998), it was also the goal of this research to assist the six 

student educators in recognizing their management skills and how they could 

better understand and improve them (Covino & Iwanicki, 1996). Trustworthiness 

was established through the use of triangulation, member checking, the 

revelation of researcher biases, and the use of thick, rich descriptions (Merriam, 

1998; Stake, 1995; Yin, 2009). 

As a former first-grade teacher, intern mentor, cooperating teacher, and 

instructional coach for a suburban school district, the researcher‘s desire to 

contribute to students‘ success factored into her role in this research. While 

serving in the classroom and school district in various capacities, she had always 

been interested in classroom management. This passion led her to mentor 

student teachers from a nearby major university. As their teaching abilities 

developed, the importance of a solid classroom management education during 

the teacher-preparation stages became evident. Further investigation and 

experience in working with student teachers sharpened the researcher‘s 

understanding of how classroom management skills are learned, thus driving this 

research. Moreover, serving as a student teacher, university facilitator, and 

teaching assistant in two classroom management courses afforded the 

researcher the opportunity to work alongside these participants and other novice 

teachers, observing them in their classroom placements and courses. Further 

positionality issues entail the fact that the participants of this research have 

known the researcher for more than a full academic year as their supervisor.  
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Just as experiential biases affect the research, so do physiological biases. 

Being born and raised in a large family of teachers in the south-central region of 

the United States affected the ways in which the researcher understands people, 

teaches, and approaches research. While all researchers examine their studies 

in their own unique ways, it is vital to establish, understand, and make explicit 

one‘s biases so as not to greatly sway the findings in any direction. Within her 

role as supervisor, the researcher has always offered to student teachers help in 

supporting their lesson planning, writing, and teaching, making herself available 

to review and make suggestions for their lessons and provide general teaching 

and management ideas and support. Even though the researcher was not 

supervising the participants of this research, she offered the same support 

services to these students. 

As required for any observation made in a classroom, the researcher 

attempted to minimize her presence and disruption to the classroom. She 

attempted at each observation to sit in an inconspicuous location in order to take 

field notes and observe the teaching and managing taking place. The goal was to 

reduce the researcher‘s influence in the classroom comings and goings and to be 

able to gain the most authentic observation opportunities as possible. 

While in the classrooms for observations, the researcher made every 

effort to keep interactions with students, cooperating teachers, and the research 

participants at an absolute minimum. All other interactions with cooperating 

teachers and student teachers occurred during free time, before or after school, 
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via phone and electronic mail. All interactions were kept as professional as 

possible and were focused primarily on the student teachers‘ classroom 

management experiences. 

Overall, the purpose of this research and its subsequent design was to 

gain insight into the mind-sets and understandings of student teachers with 

regard to their classroom management. By discussing the participants, the 

methods of data collection and analysis, and the various assurances of 

trustworthiness and ethics, the researcher hopes to make this research 

transparent to the participants and readers. In this study, the findings will attempt 

to allow for a more suitable and productive classroom management curriculum to 

be established and to recognize the questions student teachers need to ask 

while in the field as well as in their university teacher-preparation courses. 
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Chapter 4: Results 

INTRODUCTION 

With the constantly increasing number of children in classrooms, teachers 

face an ever-evolving challenge of teaching and managing. Student teachers, 

likewise, face a similar task as they not only face the day-to-day challenges of 

teaching but are also learning to make decisions about how to manage students 

and the classroom. Researchers discuss that teachers, at all levels of expertise 

and experience, feel unprepared to handle classroom and behavior 

management, often resulting in teacher attrition (Daniels, 2009; Bromfield, 2006; 

Duck, 2007; Butchart, 1995; McCann & Johannessen, 2004). Student teachers 

are particularly susceptible to this feeling of inadequacy and must be provided 

with a solid teacher education as well as field experiences in order to best 

prepare them for the decision-making requirements of managing a classroom. 

Universities are charged with the task of providing a foundational education upon 

which student teachers‘ experience and expertise can be built. 

State University’s Cohort-Based Professional Development Sequence 

As briefly discussed in Chapter 2, State University has established a 

cohort-based professional development sequence in its teacher-preparation 

program to support the learning and advancement to certification of teacher 

candidates. Students wishing to enter their professional development sequence 
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must apply and meet set coursework and grade point average criteria. Once 

admitted, students proceed in cohorts of approximately 18 to 24 students 

together through a three-semester professional development sequence. In the 

first semester, Internship I, students attend methods courses 2.5 days per week 

and are placed in a prekindergarten or kindergarten public school classroom in 

the surrounding school districts for 1.5 days per week. In their placements, 

students are expected to observe, assist their cooperating teachers, co-supervise 

students, and teach small group and whole group lessons, among other 

activities. During their second semester of the sequence, Internship II, students 

attend university methods courses 2.5 days per week and are placed in a grade 

1 through 4 public school classroom 2 full days per week. The duties during 

Internship II are similar to those of Internship I but are expected to be more 

advanced and independent. The final semester of the Professional Development 

Sequence, the Apprenticeship, is considered a traditional student teaching 

experience where teacher candidates are in their prekindergarten through fourth-

grade placement for 4.5 days per week and spend half a day each week in their 

final methods course of the program. In this placement, apprentices are expected 

to slowly adopt traditional teaching responsibilities over the course of the 

semester, including having full responsibility of the classroom for 10 consecutive 

days, a period referred to as Total Teach. Typically, students are placed in three 

different classrooms over their three PDS semesters; however, Chloe, Kara, 

Lisa, and Morgan chose to stay with their Internship II placements for their 
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Apprenticeships, thus completing a full academic year in one classroom. The 

design of this sequence is intended to couple field experiences with methods 

instruction as students grow in their independence as teachers while being fully 

supported by a Cohort Coordinator and a University Facilitator. 

 Intern I Intern II Apprenticeship 

Grade Prekindergarten or 
kindergarten 
classroom 

1–4 Prekindergarten–4 

Time in Field 
per Week 

1 full day and 1 
half day 

2 full days 4 full days and 1 half 
day 

General 
Responsibilities 

Observe CT, 
assist in general 
classroom 
routines, work with 
small groups and 
individuals, read 
aloud, etc. 

Same as Intern 
I, plus plan and 
teach small and 
whole group 
lessons, walk 
students to 
lunch, specials 
classes grade 
papers, manage 
the class with 
the assistance of 
the CT 

Same as Intern II, plus 
plan and teach lessons 
on a weekly basis, 
participate in all 
aspects of being a 
classroom teacher, 
spend at least ten 
consecutive days in full 
responsibility of the 
classroom 

Table 4.1: State University‘s Professional Development Sequence 

 

THE PARTICIPANTS 

The researcher had the privilege of meeting the participants as they began 

the first semester of their PDS in the spring of their junior year. They entered the 

classroom nervous, unsure of their supervisors, unsure of one another, and 

unsure of what the next three semesters held for them. Over the course of those 
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three semesters, the researcher was given the opportunity to get to know each 

participant, along with fourteen other students, on a professional level as she 

observed them in their field placement settings, held conferences with them, and 

met with them on a regular basis. 

 
Name Intern I Intern II Apprenticeship 

Chloe Smith Kindergarten 4th* 4th* 

Eva Stewart Kindergarten 3rd  Kindergarten 

Kara Marks Kindergarten 4th * 4th * 

Lisa Brown Prekindergarten 1st * 1st * 

Morgan 
Jones 

Prekindergarten 1st * 1st * 
*consecutive 
placement 

Table 4.2: Research Participant Details—Grade Levels 

 
Name Grade Cooperating 

Teacher 
School District 

Chloe Smith 4th Julia Johnson Southwood 
Elementary 
School 

Northern ISD 

Eva Stewart K Candy Hightower Mountain Lake 
Elementary 
School 

Northern ISD 

Kara Marks 4th  Kim Lathe Long Elementary 
School 

Northern ISD 

Lisa Brown 1st  Kacie Loren Harper 
Elementary 
School 

Rogers ISD 

Morgan 
Jones 

1st  Samantha Burns Harper 
Elementary 
School 

Rogers ISD 

Table 4.3: Research Participant Details—Apprenticeship 
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Chloe 

Chloe Smith entered her fourth-grade field placement classroom and 

student teaching with bright eyes and an eager smile. After growing up and 

attending public school in a predominately Caucasian, affluent area she chose to 

attend State University to pursue a degree in Applied Learning and Development.  

She had the opportunity to complete her second internship and her apprentice 

teaching semester under the guidance of the same classroom teacher. This 

continuity allowed her to spend a full school year with one class of students. ―My 

teacher has great classroom management, and I enjoyed watching her set up her 

procedures on the first day of school‖ (Chloe, Reflection, 9/30/2009). Chloe had a 

sound understanding of her strengths and limitations as they changed over the 

course of her two semesters in the classroom.  

I believe one of my biggest weaknesses is classroom management. I am 

still learning the best ways to get the control of the class. I am also 

learning how to be consistent. I believe one of my strengths in the 

classroom is building relationships with my students. I love getting to know 

my students and having conversations with them. I have learned one of 

the girls in my class is an ice skater and many of the boys are all on the 

same football team. I love to hear about what they enjoy and what they do 

on the weekends (Chloe, Reflection, 10/22/2009).  
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Chloe thrived on building relationships in the classroom with both her 

cooperating teacher and her students. This sense of relationship was initially 

instilled in her during her years in public school.  

I attended school K through 12 in the [a large] school district [outside of a 

major urban city]. My elementary school felt really similar to Southwood. It 

was a school of primarily middle to upper class families. My high school 

was more diverse. I had some wonderful teachers who cared a lot about 

me. (Chloe, Interview #2, 5/7/2010).  

She used this relationship-building skill, one of her strongest assets, to 

improve her classroom management and rapport with her students. 

Eva 

Eva Stewart began student teaching and her kindergarten field placement 

with a unique sense of determination and a goal to prove herself. Having grown 

up as a member of a predominately lower class African American environment 

which is far different from the upper-middle class Caucasian and Asian 

population of the school in which she was placed, Eva was focused on making 

the smoothest transition into the classroom. She describes her kindergarten 

through twelfth grade education as less than adequate. ―Coming from the high 

school I came from, I didn‘t learn too much. I can honestly say that in my first 

year of college, I learned more than I did in all four years of high school. I would 

cry sometimes because I got cheated out of a high school education‖ (Eva, 
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Interview 1, 2/10/2010). Eva‘s public and higher education experiences have led 

her to her postgraduation goal, which is to teach children of diverse backgrounds 

in an urban environment because ―I feel like I can relate to them‖ (Eva, Interview 

2, 5/7/2010). She has a true passion for helping her students experience life in 

new ways. Her teaching experiences at Mountain Lake Elementary School, 

which serves a predominately affluent population, opened her eyes to the various 

types of experiences that students come to school with. ―Some of these kids 

travel and have gone to Sea World or Disney World five times. They‘ve seen the 

Liberty Bell, and I can‘t relate to that. I can talk to kids that have had the same 

experiences that I‘ve had‖ (Eva, Interview 2, 5/7/2010). Not only does she plan to 

discover new things with her students, she also aims to inspire and encourage 

them to make the most of their education. ―I can still recall an inspirational 

message from ninth grade. It stated, ‗I do not teach, I inspire.‘ This is one I will 

never forget for it keeps me motivated‖ (Eva, Reflection, 9/13/2009). As the 

researcher met and got to know Eva over the course of her three-semester 

professional development sequence her committed, hardworking, caring, and 

kind nature became evident, as did the compassion she demonstrated toward 

her students daily.  

Kara 

Kara Marks, a traditional college student, who hails from a middle class, 

highly religious, African American family, had a unique experience with her 
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fourth-grade cooperating teacher during both her second internship and her 

apprentice teaching in that she and the teacher approach teaching and managing 

in quite contrasting ways. Kara prides herself on her organizational skills and 

found that this was not of utmost concern for her cooperating teacher. ―Being 

consistent in organization and in management in discipline‖ is what Kara, in her 

second interview, described as one of her primary management and teaching 

goals (5/12/2010). Kara has a great passion for her students and takes quite a 

traditional—some might say old-school—way of thinking about teaching and 

managing. She holds her students to high expectations and would not hesitate to 

send a child to the principal if she deemed it necessary. Kara further sought 

consistency in the classroom and found it to be absent. While she and her 

cooperating teacher differed drastically in their management styles, Kara took 

their differences and made for herself an opportunity to learn what she does and 

does not want to do in her future classrooms. ―So far I have learned that teaching 

is about consistency, interactive learning with enthusiasm, and really getting to 

know your students‖ (Kara, Reflection, 10/23/2009). These differences between 

Kara and her cooperating teacher provided a unique window into the importance 

of the relationship between the two and how greatly one‘s approach to teaching 

and management can affect the outcome of the semester and the future 

educator. 
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Lisa 

Lisa Brown is an unassuming, kind, caring student teacher. She comes to 

the field with a genuine excitement and passion for her craft. ―I think I will one 

day have the greatest job in the world‖ (Lisa, Reflection, 9/4/2009). Lisa greatly 

values her students and seeks to know them in a way that will allow them to best 

learn. ―I can give up my time in the teachers‘ lounge to get to know my students 

as real people with real interests and real stories!‖ (Lisa, Reflection, 10/21/2009). 

Lisa‘s first-grade field placement cooperating teacher, Mrs. Loren, is relatively 

new to the field, with approximately four years of teaching experience after 

graduating from the same teacher-preparation program as Lisa. The relationship 

between Mrs. Loren and Lisa was unique in that they were somewhat close in 

age, experience, and especially teaching and management styles. Having spent 

the semester prior to apprentice teaching in the same classroom, Lisa and Mrs. 

Loren had a comfortable working relationship that allowed them to easily co-

teach and that helped Lisa feel fully prepared when in front of her students. Like 

many young teachers, Lisa shares, ―Every day, something new surprises me, 

which makes me look forward to the next day!‖ (Lisa, Reflection, 9/9/2009). Lisa 

identifies with Nel Noddings‘s notions of caring as she believes that in order to 

successfully teach or manage, students must know that they are cared for by 

their teachers. With regard to caring for her students, Lisa said, 
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You know, that was one of my biggest fears in [disciplining] is that the kids 

aren‘t going to like me anymore, but they may look at me bad for 10 

minutes or more, but the next day they‘ll come give me a hug and talk to 

me again. So, maybe that is why I identify with it, but it is not one of my 

goals. It just came so easy and naturally (Scenario Card Interview, 

4/22/2010).  

Lisa was taught at an early age to care for her teachers and fellow 

students and to respect her education. Her family was actively involved in the 

school system, and when speaking of her schooling experiences, Lisa shares, 

I don't remember much about my K through 5 as I was in another state, 

but for 6 to 12, I was in a top-notch school. We actually moved to the town 

because of the schools. I remember loving my teachers, and I think they 

loved me. I knew I was getting a quality education, but [at the time] I didn‘t 

really know what stood out between my school district and others 

(Interview #2, 5/4/2010). 

Lisa‘s own school experience and her natural sense of caring for her 

students can be seen in the discipline and management choices that she makes, 

which echo those of her cooperating teacher. 

Morgan 

Morgan Jones can easily be described as a free spirit. Her family, a 

Caucasian upper class set, who highly regard the importance of education 
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supported Morgan‘s efforts to become an educator.  Morgan, grew up attending 

private schools, stating she never truly felt as if she were in the right place for 

her.  Her free spirited nature, while allowing her to be quite creative, caused her 

some difficulty as she navigated the often organized and structured world of 

school.  Unlike her teachers of the past and her current cooperating teacher, 

Morgan does not require structure but rather appreciates a sense of freedom in 

what she teaches and how she teaches. Accordingly, she strongly believes that 

classroom management and discipline are best handled by creating a fun, 

engaging learning environment in which the students are able to make choices 

about their education. Morgan is the least self-assured of the five participants in 

her skills and struggles with her confidence in the classroom. ―This is a very 

frightening introspective question: Do I have what it takes to run a classroom? 

Before Tuesday I would have said, ‗Probably.‘ On Tuesday I would have said, 

‗Potentially.‘ Now I am pessimistically thinking, ‗Hopefully‘‖ (Morgan, Reflection, 

10/22/2009). Throughout her two semesters in her placement with Mrs. Burns, 

Morgan‘s confidence level slowly increased, but even upon concluding her time 

in the field, she was still unsure of her teaching prowess. ―Obviously, the adage 

‗practice makes perfect‘ is all too true in this situation, but I am just fearful about 

the initial stage of practice‖ (Morgan, Reflection, 9/4/2009). Morgan‘s placement 

in Harper Elementary with Mrs. Burns was often cited as a challenging one in 

that the makeup of her class was one that could prove daunting even to veteran 

teachers.  
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[Our class] was incredibly diverse. We had eight working above grade 

level, five or more working on, and about seven working below. Then we 

had different economic backgrounds and different cultures. It was an 

English as a Second Language classroom; we had special education 

students, students under the 504 bill—you name it, we had it. We had 

retainees and two GT students. It was difficult targeting everyone at once. 

(Morgan, Interview #2, 5/6/2010)  

The educational and sociocultural diversity in the classroom also helped 

fuel a less-than-desirable community in the classroom with a great deal of focus 

regularly placed upon discipline as opposed to proactive management. This 

proved even more challenging for an unsure, novice teacher. Morgan concluded 

her time at State University irresolute in her postgraduation plans and whether 

she would pursue a teaching position. 

RESEARCH QUESTION REVISITED 

The research questions for this study were designed to closely examine 

how and when student teachers become self-sustaining classroom managers: 

How do preservice teachers recognize the classroom management decisions 

and actions made by their cooperating in-service teachers? In what ways do 

preservice teachers reflect on management in their classrooms during apprentice 

teaching? The relationship between student teachers and cooperating teachers 

is one in which a great deal of mimicry is often used. As they begin to learn to 
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manage classrooms, student teachers generally rely on the lead of their 

cooperating teachers to teach and model how to make decisions. This research 

is designed to gain insight into the transition that is made from student teacher to 

teacher with regard to classroom management decision making. 

The crux of the first research question is to examine how preservice 

teachers recognize the classroom management decisions and actions made by 

their cooperating in-service teachers. It is essential to look at this level of 

recognition as it greatly influences how and when student teachers learn to make 

management-related decisions on their own. If they are unable to distinguish and 

identify the reasons behind their cooperating teachers‘ actions and decisions, 

then student teachers are less likely to recognize their own actions or, thus, be 

successful in their own management. As part of this need to understand the 

decision-making process, it is also necessary to address the ways in which 

preservice teachers reflect on management in their classrooms during apprentice 

teaching. Active reflection is an integral part of growth in one‘s teaching prowess, 

and it is imperative for student teachers to actively reflect on all parts of their 

learning experiences. Likewise, enacting classroom management as a key 

component in successful teaching requires preservice teachers to take an active 

role in the reflection process in order to gain better insight into the reasons for 

success or failure in managing. Overall, these two questions investigate the ways 

in which classroom management decision-making skills are understood, 
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acquired, practiced, and manipulated to meet the needs of the cooperating 

teachers, the students, and the student teacher. 

ANALYSIS OF THE DATA 

Analysis of the data revealed the following seven themes: general 

classroom management, decision making in the classroom, discipline, 

cooperating teachers, authority in the classroom and confidence as a manager, 

style differences in teaching and management, and university-related teacher 

preparation. Each theme follows, along with an elaborated discussion and 

examples from the data. 

Theme 1 – General Classroom Management 

Classroom management is a fundamental aspect of teaching and is often 

cited in research as the most common reason for teacher attrition (Bromfield, 

2006; Burstein, 2009; Butchart, 1995; Daniels, 2009; Duck, 2007; Meuwissen, 

2005). Likewise, classroom management is often the top concern of preservice 

teachers entering the field for the first time (Brophy, 1982; Burstein, 2009; 

Korthagen, 2007; Meuwissen, 2005). ―I didn‘t realize when I started becoming a 

teacher that management is the key feature, but it really is‖ (Chloe, Interview #1, 

2/10/2010). This concern for classroom management skills is echoed by all the 

participants in this research as they develop their skills and realize the true 

difficulty that underlies this vital facet of teaching. 
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Classroom Management Fears and Concerns 

The concept of being fully in charge of a group of 21 six-year-olds or 30 

fifth-graders is daunting to most young educators. The researcher conducted an 

earlier pilot study to understand the fears and concerns of student teachers more 

explicitly. The ten student teachers who were surveyed did not hesitate to 

discuss their anxiety over their management skills and their feeling of inadequacy 

about the classroom management preparation they had prior to and during their 

student teaching semesters. When asked what concerns they had regarding 

managing a classroom, the participants‘ responses fell into three main 

categories. 

Managing on Your Own 

―One of them is to learn how to manage the classroom, the learning, and 

behavior, especially with Sam, the fun child. How do you do things like 

that when you are by yourself and you can‘t leave a first-grade class by 

themselves? You know, how to manage being there by myself and also to 

not crack down, but to not be afraid to address behaviors with discipline.‖ 

(Lisa, Interview #1, 2/11/2010)  

Lisa‘s fear of being alone in the classroom is one commonly held by 

student teachers. Establishing oneself as the leader of the classroom is a 

necessary first step in teaching and managing and is vital to success. Student 
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teachers must create this sense of control and recognize that they are capable of 

teaching and managing on their own. 

The Friend Factor 

I don‘t like to discipline, but I have gotten over the thought of ―If I tell him to 

turn his card, he is going to hate me forever,‖ because he‘s not. He‘ll get 

over it, whether it is today or tomorrow or in 5 minutes. After talking to Mrs. 

L., [I realized] they need the discipline and the structure because a lot of 

times they don‘t get it at home. Still, it is really hard because there are 

some kids I really like. I tend to give a few extra warnings. (Lisa, Interview 

#2, 5/4/2010)  

 You have to, … as a student teacher, transition from wanting to be liked 

to doing what is best in the classroom, and that is tricky, very tricky. Then 

you realize, ―They might not like me today, but they‘ll like me tomorrow.‖ 

(Morgan, Interview #1, 2/13/2010) 

A balancing act along a fine line is often equated to the relationship 

teachers have with their students. The concern of being a friend versus an 

enemy can plague teachers in the beginning throes of their careers (Gehrke et 

al., 1982). Student teachers are concerned about disciplining students and being 

disliked, wanting to be friends to their students, which creates a challenging 

management scenario. 
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Asserting Authority 

You have no idea what you are getting yourself into. That is the difference 

between this [student teaching] and semesters one and two. You are there 

one or two days a week. You can‘t be an authority in the classroom. It 

was, ―There‘s the teacher, and then there is me, Miss Jones.‖ One time 

the counselor asked, ―Who would you go to if you needed a friend?‖ and 

they [the students] pointed to me. Then she asked, ―Who would you go to 

if you needed to tattle?‖ and they pointed to Mrs. Burns—if they needed a 

hug versus the teacher being the boss. They didn‘t have to take me 

seriously because I was only there two days a week, and what could I do 

about it tomorrow? The other day, I told a little girl to turn her [discipline] 

card and she didn‘t and got in even more trouble with me. They are 

learning that now there are two teachers. (Morgan, Interview #1, 

2/13/2010)  

Developing one‘s sense of authority in the classroom can be challenging 

to student teachers as they wish to respect the boundaries and power of the 

cooperating teacher. Navigating this with the students is of concern to student 

teachers as they prepare to take charge when teaching. While all participants 

had concerns specific to their grade levels or classrooms, the overall theme of 

what caused the greatest anxiety for student teachers was classroom 

management. 
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Acting as a Manager in the Field-Placement Classroom 

Taking the reins in a classroom is often met with a great deal of 

uncertainty as student teachers walk the narrow line of assisting, teaching, and 

managing without overstepping their perceived boundaries as guests in the 

classrooms. It is a delicate dance of authority between the cooperating teacher 

and the student teacher. While preservice teachers begin to take on more 

responsibility in the classroom, they move through a series of stages or tactics to 

establish their authority and make any necessary management decisions. In her 

research regarding curricular decision making in preservice teaching, Michelle 

Bauml (2010) establishes four approaches often taken by teacher candidates as 

they approach decision-making opportunities:  

1) adopting (taking on strategies as their own without changing or 

modifying); 2) imitating (utilizing an approach without truly understanding 

its underlying principles); 3) modifying (changing ideas or approaches to 

suit the context, availability of resources, and/or teacher skill); and 4) 

avoiding (deliberately steering clear of certain practices, approaches, or 

perceived mistakes). (p. 177)  

For the purposes of this research and classroom management decision 

making, the tactics of imitating, modifying, avoiding, and adopting best describe 

how preservice teachers handle classroom management situations, with 
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adopting occurring most often as they make plans and preparations for their own 

classrooms after graduation and certification. 

The following is an excerpt from an interview with Morgan, one of the 

student teachers: 

Researcher: How much of your future classroom, do you think, will end up 

emulating Samantha‘s? When you are planning out your classroom 

management, how much are you going to say, ―Okay, this is what 

Samantha did, and I am going to do that,‖ or ―This is what we did, but I 

didn‘t like it‖? 

Morgan: I feel like—this is probably not what I am supposed to say—

probably [as] part of my unorganized nature, I will just reinvent the wheel 

and do my own thing. It is probably really inefficient. I‘ll just probably figure 

out what works best for me. [In my placement classroom,] I was taking on 

someone else‘s management and trying to copy or emulate something 

that has been in place for 11 years and is not necessarily [reflective of] my 

goals or operating procedures. (Interview 2, 5/6/2010) 

 

Student teachers begin each semester of their professional development 

sequence by closely observing their cooperating teachers at work, noting how 

they teach, what they teach, how they manage, and the procedures and routines 

they use in the classroom, among many other aspects of the craft. While actively 
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observing, they are also making judgments and decisions about what they may 

feel is a best fit for their budding teaching style. Through this observation, they 

begin forming their own styles of teaching and managing and making judgments 

regarding how they will approach teaching. In every classroom situation, student 

teachers are faced with the question, ―How would or should I handle this?‖ With 

this question in mind, they may choose to imitate their cooperating teachers, 

modify their cooperating teachers‘ responses, or avoid entirely the way their 

cooperating teachers approach things. Often, at the beginning of their student 

teaching semesters, teacher candidates rely primarily on imitating the actions 

and decisions of the cooperating teachers with little attention paid to why their 

cooperating teachers might respond in a certain manner. 

Imitating 

The act of imitating is often said to be the highest form of flattery. When it 

comes to teaching and management, imitation is a key element in the initial 

learning process. As Kara writes, ―I have mostly just observed, and then [I] take 

on or follow what she does‖ (Interview #1, 2/11/2010). Student teachers learn by 

seeing and by doing what their cooperating teachers model. As they begin their 

time in the classroom, whether it be during Internship I or II or their 

apprenticeship, student teachers spend a great deal of time simply observing 

what is taking place in the classroom. ―I would say I feel like I‘ve gotten the most 

out of just observing her and seeing what works and what doesn‘t in the 
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classroom. So in my prep, I write down a lot of things‖ (Chloe, Interview 1, 

2/10/2010). Following ample observation time, student teachers begin slowly 

taking on various teaching tasks such as read alouds, mini lessons, and small 

group teaching. As they approach these tasks, they model their teaching and 

management styles heavily on those of the cooperating teachers they have been 

observing, often imitating directly what the teacher might say or do. Imitation may 

also take on another form. Kara illustrates how a student teacher might default to 

what her cooperating teacher does when she either is unsure of how to handle 

the situation or does not feel confident in her skills.  

Researcher: When you are in management situations, do you think about 

how your CT would handle it and do it that way, or do you think about how 

she would do it and not do it that way, or do you just go at it your own 

way? 

Kara: In certain situations, if she was in the classroom, I would think about 

how she would handle it because a lot of times she would overturn my 

decisions, so I would have to say, ―How would she handle this?‖ … A lot of 

times, I would just send [the students] to her. When she wasn‘t there—I 

had two boys who were pushing each other, [and] I was like, ―You know 

what? I know what to do.‖ (Interview #2, 5/12/2010) 

Whether imitation occurs because of a sense of uncertainty about how to 

handle a situation or because a student teacher is consciously or unconsciously 
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―acting‖ like the teacher, it is a necessary and important part of the process to 

becoming an independent, self-sustaining educator. 

Modifying 

As novice teachers grow more comfortable in the classroom, they 

continue to observe and imitate their cooperating teachers. They also begin to 

modify what they have observed to fit their own teaching and management styles 

and needs.  

Researcher: When you are teaching and a classroom management issue 

arises, do you approach it by thinking about how your CT would handle it, 

or are you thinking, ―Okay, this is what I am going to do‖? 

Chloe: I approached it at the beginning how my CT would handle it. I am 

in her classroom. These are her students, her rules, and the students 

know them. So I thought, ―How would she respond to that [classroom 

management issue]?‖ Towards the end of my Total Teach, I would maybe 

do my own thing to an extent. I never wanted to disregard her authority. 

(Interview #2, 5/7/2010) 

While modifying teaching and management tactics, student teachers also 

develop their sense of teacher efficacy as they determine whether their new 

strategies are effective. They must experiment with techniques in order to learn 

on their own.  
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During Internship II, I was trying to figure out and try some of [the 

cooperating teacher‘s] ideas and saw that some of them worked and some 

of them didn‘t work, and that was when I realized that I had to come up 

with some of my own ideas and change the others to make it work. (Eva, 

Interview #1, 2/10/2010)  

Likewise, occasions arise in which the student teacher must modify the 

cooperating teacher‘s management techniques in order to exert her authority in 

the classroom. This was the case in Kara‘s classroom as her authority was 

regularly challenged by both her cooperating teacher and her fourth-grade 

students.  

I think she, in the beginning, was kind of like, ―Oh, they‘re okay. Okay, 

please, guys. Guys…‖ Sometimes it was okay, and sometimes it was not 

okay. And toward the end of the semester, like last week, it was kind of 

like—she got frustrated a lot.… I don‘t think there was or there is a 

management plan, so I don‘t really know what happened to it. When I 

came in, I did this whole thing: ―When I count down from 5 to 0, there 

should be no talking or it‘s a ticket [taken away], a lap, or five minutes off 

of recess, and that is it.‖ So I did that for my Total Teach, and it really got 

their attention. When she came back, she tried the clap pattern, and it 

never worked. Then she tried the countdown, and it didn‘t work either. 

(Kara, Interview #1, 2/11/2010) 
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The art of modifying a cooperating teacher‘s teaching and management 

approaches is delicate for student teachers as they are concerned about insulting 

the teacher or disrupting the flow of the classroom. However, it is an important 

and vital step as student teachers grow and assert their autonomy. 

Avoiding 

Much like modifying, avoiding involves the student teacher‘s making an 

active decision not to change the tactic or approach to a management task but 

rather to act subversively by changing how she responds as compared with how 

her cooperating teacher would respond. For instance, in response to an 

observation moment in which the cooperating teacher ineffectively asked for 

students to ―Give me five,‖—a management technique in which students are 

supposed to ―give‖ the teacher their eyes, ears, voices, hands, and bodies—

Chloe said, ―I didn‘t feel this was very effective for my classroom. I have bought a 

wind chime that I am going to use in my next classroom. I will go over what I 

expect from them when I run my fingers through the chime‖ (Chloe, Observation 

#4, 4/22/2010). Avoidance during the student teaching semester is not common 

due to the fact that, as Chloe shared, ―I am in her classroom. These are her 

students, her rules,‖ (Chloe, Interview #2, 5/7/2010). Avoidance may take place 

during the student teaching semester; it is similar to adopting in that it most often 

occurs once the student teacher has entered into the field and is working in her 

own classroom. 
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Researcher: In your own classroom, will you emulate Samantha‘s 

teaching and managing? When you are organizing your classroom 

management plan, how much are you going to say, ―Okay, this is what 

Mrs. Burns did, and I am going to do that,‖ or ―This is what she did, but I 

didn‘t like it‖? 

Morgan: I‘ll just probably spend a month before [school begins] figuring 

out what works best for me. I‘ll maybe use one or two aspects, but not 

much.… I‘ll use 20 percent! [laughing].‖ (Interview #2, 5/6/2010) 

In her tendency toward avoidance and desire to develop her own 

strategies, Morgan illustrates a fundamental difference that can occur between a 

cooperating teacher and a student teacher. In cases of avoidance, a student 

teacher often makes a conscious decision to circumvent the standards 

established and initialize her own ways of doing things in the classroom, doing so 

in a respectful manner. 

Adopting 

Much like avoiding, adopting most often occurs once student teachers 

have progressed into their own classrooms as certified educators. During this 

process, they make decisions about how to organize and run their classrooms, 

how they wish to teach, and how they plan to manage classroom behavior. A 

great deal of what is done and established in the classroom mirrors what they 
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experienced during their professional development sequence in their cooperating 

teachers‘ classrooms.  

Researcher: Do you think you will adopt any of your CT‘s behavior 

management strategies for your own classroom? 

Chloe: Oh, probably most of them. This has been a great experience for 

me, and it works well. I want to try mostly everything we do in here in my 

classroom, and if it doesn‘t work, I‘ll tweak it as problems come along, but 

I think she has a great [behavior management] system so I will definitely 

take most of it with me (Chloe, Interview #2, 5/7/2010).  

Chloe cites the use of an ―essential agreement‖ between students and 

teachers, signed and established in her cooperating teacher‘s classroom, 

whereby rules are designed and agreed upon by all parties. 

The same question was asked of other participants, and some of their 

responses follow: 

Eva: Some of them, yes; some of them, no. The one about ―turn to your 

neighbor and share with your neighbor before you go to work‖ gives them 

a lot of ideas—you know, write what they want to write and get some 

ideas from a friend. That is one that I would use. Also, [I will use] the one 

where [the teacher says] ―I say peanut; you say butter.‖ That gets their 

attention, so I think I will use that one also. (Interview #2, 5/7/2010) 
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Lisa: I will rely pretty heavily on them because I have seen them work. I‘ve 

been to a kindergarten classroom, third, and fourth to observe, and I want 

to see how they talk to their kids. What do they say to get them quiet? This 

is kind of natural to me, to say, ―Eyes on me.‖ Because I have spent a 

whole year here, I feel like the basis of my classroom if I were in first 

grade would be very similar to this with things pulled from other places. 

I‘ve seen it work; I‘ve seen the kids move through the things; I‘ve seen 

how Mrs. L. makes it work. [I will use] a lot from here, I would say, and I 

would pull things from Fred [Jones]. (Interview #2, 5/4/2010) 

While it is common for student teachers to adopt their cooperating 

teachers‘ classroom standards and techniques, it is not the only direction in 

which a student may choose to move. Most often, novice educators utilize the 

adopt-and-modify approach (Bauml, 2010) as they establish their own 

classrooms. Morgan shares, ―I think I will use her as an influence and then tweak 

the procedures and routines to fit my nature and make them effective for me and 

have them aligned with my goals. I will definitely use it [the cooperating teacher‘s 

example] as a frame of reference‖ (Interview #2, 5/6/2010). This attitude and 

approach to teaching is one in which the student teacher takes what she believes 

is best in a classroom and adds it to her repertoire to promote successful, well-

managed classrooms. 



 73 

Theme 2 – Decision Making in the Classroom 

The concept of being responsible for making decisions that affect 

elementary students and their behavior can be challenging for many young 

educators. As they are learning the ins and outs of teaching, they must learn to 

think like a teacher as well. With this comes the ability to make sound decisions 

quickly when classroom management issues arise. 

Researcher: Do you find it difficult to make decisions about when to 

discipline? 

Chloe: A little bit, just because we don‘t have as much experience. I think 

next year when I am entering into a school, I‘ll need to find out what the 

discipline code is. I am not afraid to ask other teachers for advice and 

guidance. That is part of learning from the more experienced. It is a little 

difficult, but it got easier. (Interview #2, 5/7/2010) 

This skill must be taught explicitly in university teacher-preparation 

programs. Cooperating teachers serve as powerful models of how to best 

prepare student teachers to feel comfortable and confident in making decisions 

regarding how to negotiate the many aspects of teaching and managing a 

classroom. 
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Comfort and Anxiety 

To say that a student teacher would be comfortable and anxiety free in the 

classroom could likely be seen as a paradox. As they begin taking on more and 

more responsibility, they often must deal with a lack of confidence in their skills 

and decision-making abilities.  

I feel that I am not where I want to be. With experience, I think I can get 

there. As far as my ability, I think I can go in there and start a classroom, 

but I think management will really depend on the group of kids that I get, 

[and that] will determine what tools I use. I think I can do it, but I‘m just not 

where I want to be. I think there‘s room for improvement. (Eva, Interview 

#1, 2/10/2010)  

Eva was most unsure of herself as a manager as she began thinking 

about her future classroom. Morgan, likewise, shares her thoughts as she 

responds to a question about whether she feels comfortable making classroom 

management decisions: 

Yes. I guess I know when I just don‘t know the appropriateness of how 

to—is this severe enough to change your card? What words do I use? [I 

think about] how to be appropriate when disciplining. I knew when it was 

necessary; I just didn‘t know to what level (Morgan, Interview #2, 

5/6/2010).  
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Student teachers face a wide variety of obstacles that make feeling 

comfortable in decision making a challenge. Whether the anxiety is self-imposed 

or in response to cooperating teachers or parents, it is necessary that student 

teachers feel comfortable (King & Martin, 1981; Winograd, 2000). Eva, who is in 

an upper-middle-class school with a predominately Caucasian population, further 

adds that there are differing contributing factors that affect her comfort level.  

I think a lot of that has to do with the fact that I am African American. I 

don‘t want to say the wrong thing and have parents charging at me. I‘m 

like, you can say this in this culture but not in another. I try to watch what I 

say.… (Eva, Interview #1, 2/10/2010)  

These obstacles are often unavoidable, but with proper coaching and 

support, they can be seen as points of growth and maturity in one‘s career. 

While many student teachers are unsure of themselves and their decision 

making abilities, others feel confident and well prepared to face the many 

variances of a classroom. Still others grow from an uncertain apprentice to a 

more sure-footed novice. Toward the end of her student teaching semester, Eva 

shares, ―I do feel comfortable. She‘s [the cooperating teacher] taught me some 

things, and I‘ve learned some things on my own. And I do feel comfortable‖ 

(Interview #2, 5/7/2010). A sense of comfort and lack of anxiety is needed for 

successful decision making to take place and may be found through the support 

of the cooperating teacher, the cooperation of the students, and the preparation 
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the student teacher undertakes, both through her university teacher-preparation 

coursework and her planning of the simplest of lesson plans. 

Preparation Meets Opportunity 

Making classroom-based decisions is not a skill that is inherent to student 

teachers. It, as will be further discussed in the next chapter, must be explicitly 

taught in both their university preparation coursework and their field experiences. 

This preparation for decision making is one that presents challenges and 

concerns for young educators. Through university coursework, students are able 

to enter the field with a wealth of knowledge that they then must put into practice. 

Chloe shares with regard to her coursework, ―I think [classes are good for] just 

getting good ideas for different things. In our language arts class, the teacher 

gave us a list of good books to use for different things, and classroom 

management [is] getting you ready to be in the classroom. It‘s nice to get in the 

classroom and put all of that to use‖ (Interview #1, 2/10/2010). This combination 

of preparation and opportunity is one that has been researched repeatedly, along 

with theory versus practice, where it is the responsibility of the student teachers 

to bridge the gap (D‘Aniello, 2008; McCutcheon, 1982; Roth & Tobin, 2004; 

Scheeler, 2007). The student teachers found that being able to go into the 

classroom and apply their university learning was the most effective way to 

develop their decision-making abilities. 
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Well, I‘ve had the classroom management course and read Harry Wong 

and Fred Jones, but most of my preparation has come from observing my 

cooperating teachers. I feel like the books—it‘s hard to do exactly what 

they say, and not everything works with the different types of students in 

your classes. And I know that one classroom management system is not 

going to work, but I get good ideas from my cooperating teachers to see 

what works… I feel pretty prepared. Experience and time will be a big 

factor for me. I think once I have my own classroom, it‘ll be different 

because this is her classroom, and I don‘t want to be too dominating. 

(Chloe, Interview #1, 2/10/2010) 

While all five participants cited their coursework and, specifically, their 

classroom management preparation as being an integral part of their success in 

becoming teachers, none of the five were explicitly taught decision-making skills. 

With this in mind, Kara shares during her first interview,  

I didn‘t understand the flow of things [during the first semester] and what 

we were really supposed to be looking at. And it was only for second 

grade, so I didn‘t really get to see the range of writing. Besides that, I feel 

like you have to kind of go in there to get it. We could sit in classrooms for 

three hours [every] day, but that is where you just sit there and the 

classroom teachers do their work. The cooperating teachers play a big 

role in the placement and education. (2/11/2010) 
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Chloe adds, ―Although my courses at State University and my experience 

and observations in my placements have been beneficial, I honestly believe 

experience is the key to being a good teacher‖ (Classroom Management Plan). 

Through preparation and the opportunity for observation and experience, student 

teachers are able to increase their comfort with and ability levels in classroom 

management decision making. 

Total Teach/Full Responsibility 

Being the lone adult in a classroom of 22 six-year-olds is formidable for 

student teachers. As student teachers begin their ten consecutive days of Total 

Teach, during which they are fully responsible for the teaching, management, 

and running of the classroom, the thought of being completely in charge causes 

many of them to question their abilities. Some find this a challenge, while others 

see it as liberating and their first true opportunity to be a teacher. Lisa shares 

during her first interview, ―I‘m excited for Total Teach. Even when she walks out 

of the room, especially when she‘s gone for the whole math block or something, 

it is always a little more uncomfortable when she‘s here than gone‖ (2/11/2010). 

Some are completely comfortable and excited about taking on the responsibility 

of being fully in charge of the classroom for the first time, but others find it 

disconcerting when classroom management issues arise that they do not feel 

prepared to handle. For instance, in response to one of her student‘s behavior, 

Eva offers, 
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There is one student—and she is so beautiful, but she is so bad. I just 

didn‘t know what to do with her some days. One time I had to go get the 

teacher next door because she would do things but wouldn‘t care about it. 

I‘d tell her to do something, and she‘d just tell me no. Had I left her in 

there, then the other kids would feel free to tell me no. I wasn‘t sure if I 

should send her to the office or call her mom, but I felt like if you start 

calling Mom, then they may think you don‘t have things under control. If 

you go to the principal‘s office, then you are in big trouble. But it wasn‘t 

just with me. She got in trouble everywhere, so it is now straight to the 

office. So, other than, that I did feel very comfortable making decisions. 

(Interview #2, 2/10/2010) 

All five student teacher participants noted in some manner that their Total 

Teach opportunity changed their perceptions of themselves as teachers. Chloe, 

however, discussed how her sense of being a teacher was more firmly 

established during the two-week teaching time. She shares, ―I kind of always felt 

like a teacher, but really during Total [Teach]‖ (Chloe, Interview #2, 5/7/2010). 

Chloe also adds, 

You know, it just comes with time, and the more you are up in front of the 

classroom, the more comfortable you feel. Towards the end of my Total 

Teach period, I felt like I was getting a lot more comfortable in managing 

the classroom and had things under control toward the end. I feel like 
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experience really was the thing that helped the most. (Chloe, Interview #2, 

5/7/2010) 

Through the opportunities afforded by Total Teach and being in full 

responsibility of the classroom, student teachers are able to flex their teaching 

and managing muscles and can begin developing their sense of teacher efficacy, 

which is a necessary first step in establishing sound classroom management 

decision-making skills. 

Theme 3 – Discipline 

Often, student teachers want to befriend their students (Gehrke et al., 

1982). This often accompanies a lack of discipline and/or management on the 

part of these novice teachers and, according to the participants in this research, 

is of major concern when entering a classroom or preparing to establish their 

own classroom management systems. 

Researcher: When thinking about your own classroom, describe the 

overall management plan you will use. 

Kara: Well, in the beginning, like Fred Jones says, in the first two weeks, 

[I‘ll be] learning the procedures so that they become routine. I like my little 

countdown, and it really seems to work. And another thing—I want them to 

have a place for them to turn in their homework. That is my main thing. 

Researcher: An organized system. 
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Kara: I know classroom management doesn‘t just have to do with 

discipline. (Interview #2, 5/12/2010) 

While Kara was able to discern a difference between management and 

discipline, there can be a disconnect for student teachers between the act of 

disciplining and the art of managing students within the classroom setting. 

Discipline versus Management 

This ―disconnect‖ between discipline and management can best be seen 

through the actions of student teachers. Often, they are able to define the two, 

citing the differences as follows: ―When it comes to discipline, I think that 

discipline is when [a student] did something wrong and you fix it right there, while 

management—if you manage something, you won‘t have to discipline because [a 

student] won‘t be doing wrong‖ (Eva, Interview #1, 2/10/2010). Lisa shares, 

―Discipline is more of the reactive [approach], like move away from them or stop 

talking‖ (Interview #1, 2/11/2010). After further discussion with Lisa, she reveals 

that she thinks about management and discipline separately and considers them 

to be separate issues. Morgan describes her struggle with her cooperating 

teacher‘s classroom management/discipline system: 

I think that is my grievance right now in our system, that management is 

discipline. They are one and the same, and I don‘t think inherently that 

they are. I think management should be keeping people on task, 

organizing the different personas with the common goal of educating 
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them. Discipline is someone acting out and [the teacher] trying to squash 

that behavior. In our class, it is kind of one and the same. Management is 

building it up and rewarding the good behavior, and discipline is stopping 

the bad. (Interview #1, 2/13/2010) 

Morgan‘s insights into her cooperating teacher‘s system and their 

differences in management and discipline styles illustrate opposing views on how 

to best manage and discipline. Chloe further defines the differences between 

management and discipline: 

Discipline is more like having to deal with the behavior of a student if they 

are acting up or talking or not doing what they are supposed to. Discipline 

is how you respond that. It is a part of management, I think, but it has to 

do more with the actual behavior of the students. And if you have good 

management, then hopefully you don‘t have to deal with discipline. (Chloe, 

Interview #1, 2/10/2010) 

Each participant defined discipline and management in a similar way as 

Chloe did, where discipline is a reactive action and classroom management 

consists of a proactive plan (Butchart, 1995; Wong & Wong, 1998). 

The Act of Disciplining 

As previously discussed, student teachers often struggle with being 

friendly with their students versus acting as disciplinarians and walking the fine 

line between the two. In order to successfully manage a classroom, student 
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teachers must be willing to discipline on occasion, yet this can be a source of 

angst. ―For a while it was hard for me to tell the kids to go sign the book, you 

know, but I did the other day. I don‘t want to ignore them and let them think they 

can get away with acting up, so I have to follow [through] with the consequence‖ 

(Chloe, Interview #1, 2/10/2010). She further shares, following her first 

observation, ―I wanted them to know I meant business and was in charge. It was 

not a time to play around‖ (2/3/2010). This sense of needing authority in the 

classroom in order to discipline is one recognized by each student teacher. In a 

behavior management episode, Lisa required one of her students to move and sit 

away from the rest of the class (2/5/2010). Following the observation, she 

discussed the fact that this was a management/discipline tool that her 

cooperating teacher uses, but it had taken her quite a while to feel comfortable 

doing the same during her lessons. She mentioned that she would initially look to 

her cooperating teacher for reassurance when teaching and managing to make 

sure that it was acceptable to discipline the students when necessary, particularly 

early in her student teaching. 

She told me she was there for me but that I could do it. Eventually, she 

was like, ―You will be doing the lessons on your own.‖ … She did the best 

that she could to give me freedom…. I fell in line with what she did, and 

she made sure the kids knew we were both equals and that whatever I 

said goes (Lisa, Interview #2, 5/4/2010). 
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Along with feeling comfortable with the actual act of discipline within the 

confines established by the cooperating teacher, Lisa and Chloe were concerned 

about the transition of authority between themselves and their cooperating 

teachers. 

Consistency 

The exchange of authority between cooperating and student teacher must 

be done delicately in an effort to keep the classroom running smoothly. Student 

teachers are traditionally welcomed into classrooms in one of two ways: as a 

visitor or as a coteacher (Nebraska Univ., 1988; Tobin, 2006). This role is 

primarily determined by the classroom teacher and reinforced by her students. 

Yet it is the responsibility of the student teacher to maintain homeostasis in the 

preestablished classroom environment. To do this, student teachers must 

consistently abide by the rules and procedures already established. Morgan 

shares her trials with this. ―We have a spectator rule: ‗If I say don‘t and you do, 

you become a spectator.‘ I tried to reinforce that. I am not always consistent with 

this, which is a major failure, I realize‖ (Observation #3, 4/6/2010). Eva follows, 

recognizing the need to keep the pace and management for the class. ―If there is 

something she does, then I am like, ‗I‘m going to do that.‘ I write it down really 

quickly‖ (Eva, Interview #1, 2/10/2010). Recognizing the ebb and flow of the 

classroom is a necessary first step when preparing to take the teaching lead. 

―[Student] teaching was so helpful to know the routine and know the students, the 
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teacher, and the dynamics‖ (Morgan, Interview #1, 2/13/2010). Describing her 

effort to maintain consistency, Morgan discusses ―channeling‖ her cooperating 

teacher while teaching (Management Plan). While most student teachers strive to 

mimic the classroom management actions of their cooperating teachers, a select 

few struggle with this due to style differences. Kara was challenged throughout 

her student teaching semester as she approached management and classroom 

organization from a different perspective than her cooperating teacher.  

I think she, in the beginning, was kind of like, ―Oh, they‘re okay. Okay, 

please, guys. Guys...‖ Sometimes it was okay, and sometimes it was not 

okay. And toward the end of the semester, like last week, it was kind of 

like—she got frustrated a lot.… I don‘t think there was or there is a 

management plan, so I don‘t really know what happened to it. When I 

came in, I did this whole thing: ―When I count down from 5 to 0, there 

should be no talking or it‘s a ticket [taken away], a lap, or 5 minutes off of 

recess, and that is it.‖ So I did that for my Total Teach and it really got 

their attention. When she came back, she tried the clap pattern, and it 

never worked. Then she tried the countdown, and it didn‘t work either. 

Yeah, my thing worked a lot. When she gets to 1 and they don‘t listen, 

she‘s like, ―Okay, guys, settle down.‖ And I am like, ―No, who‘s talking? 

Who‘s talking?‖ (Kara, Interview #2, 5/12/2010) 
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Staying consistent both in their individual responses and in how their 

cooperating teachers would respond is vital to successful student teaching. 

Maintaining a sense of sameness between the cooperating and student teachers 

allows students to view each with authority in the classroom. 

Theme 4 – Authority in the Classroom and Confidence as a Manager 

Establishing authority as a manager in the classroom is crucial to 

successful teaching for both student teachers and regular in-service classroom 

teachers. In the eyes of the students, a student teacher entering the classroom 

allows for a questioning of authority. Not only must the cooperating teacher 

promote the student teacher‘s authority in the classroom, but student teachers 

must approach each opportunity to manage with confidence, maintaining their 

role as teachers.  

Feeling like a Teacher 

In order to successfully manage and educate students, student teachers 

must perceive themselves as teachers. While each participant cited different 

instances in their professional development sequence that made them ―feel‖ like 

a teacher, for most, their sense of being a teacher resonated especially during 

their Total Teach time or when they were fully in charge of the classroom for the 

first time. 
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I would say I started feeling like a teacher when I started working with 

literature circles. When I started off, the kids were really low, and I was 

afraid that I wasn‘t going to get the kids where they need to be. But today, 

I wanted to cry because the two boys I was working with—we were 

wondering if they would need to be in special education—but today they 

read a 6, which is [on a] first-grade [level]. So I felt happy inside, and I felt 

like a teacher because they learned to read. I also started feeling like a 

teacher then when I came up with a strategy for when we were walking in 

the hallway and I was leading them and my back was to them, and when I 

turn around and see them in line and in order, I would say ―Good job. That 

is a buggy buck (reward token).‖ So they would constantly be waiting for 

me to turn around. I felt like a teacher then. Oh, and I felt like a teacher 

when other students would follow directions and tell the ones that weren‘t, 

―You can‘t do that because Miss S said not to do that.‖ (Eva, Interview#2, 

5/7/2010) 

Eva began feeling like a teacher when she held a share of responsibility in 

the classroom and in managing the students‘ behavior. Through the opportunity 

to try new techniques and manage on her own, she was able to better establish 

herself as a teacher. Chloe follows with, 

I kind of always felt like a teacher but really during Total [Teach]. The first 

day I really felt like a teacher was the first day I substituted, and it was just 
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me and the children all day long. It was kind of cool sitting in her [the 

teacher‘s] desk that day. (Chloe, Interview #2, 5/7/2010) 

While Eva needed to be given a great deal of responsibility to feel like a 

teacher, Chloe entered the field already feeling and thinking like a teacher. As for 

Lisa, she said, 

I don‘t know—probably when I started taking over more in here. In my first 

internship, I was with another intern. And it was pre-k, and it was just like 

color, cut, sing some songs. Whereas in here, it was more structured, and 

the kids would come to me, and a lot of the time it was when she [the 

cooperating teacher] was out of the room. So when I‘m left alone [in the 

classroom I feel like a teacher], and after a while I still felt like a teacher 

because she never undermined me … when I had full control. (Lisa, 

Interview #2, 5/4/2010) 

Like Eva, Lisa felt like an educator when she was in complete control of 

the classroom. Kara‘s feelings of being a teacher fluctuated with her time and 

experience in the classroom. 

I think I started feeling that way towards the end of every semester. Once I 

got the swing of things and I was teaching more, I was like, ―Okay, I get 

this. I understand it.‖ At the end of the last two semesters and even at the 

end of the first—even though we weren‘t there a lot—at the end, once you 

get the swing of things and you are thinking off the top of your head and 
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you know what‘s going on [in the classroom]. (Kara, Interview #2, 

5/12/2010) 

Being given the opportunity to be completely in charge of the classroom is 

key to supporting student teachers‘ development of their teacher identities. 

Cooperating teachers best support their student teachers when they allow them 

to have full authority in the room once well prepared (Gray, 1999). While Kara, 

Lisa, Chloe, and Eva had a true sense of themselves as teachers, Morgan 

concluded her student teaching semester unsure of her role. 

I am questioning whether I even do feel like a teacher. [sigh] I do, and I 

don‘t. During student teaching—[pause]—during then, I was just figuring 

out how everything worked, and I just felt like the stand-in teacher. It was 

really when I went into other classrooms or was asked to watch a class 

that I really felt like a teacher. That is the weirdest thing, but I guess—

yeah, I don‘t know. (Morgan, Interview #2, 5/6/2010) 

Overall, developing one‘s teacher identity allows for a more successful 

student teaching semester. In order to do this, student teachers must feel 

authoritative in the classroom. 

Authority in the Classroom 

Earning and exuding authority in the classroom with regard to 

management can be a pitfall for student teachers (Gibbons & Jones, 1994; 

Pellegrino, 2010; Watson & Schoenblum, 2000). Entering the classroom as a 
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guest or visitor requires student teachers to make an extra effort to establish 

respect for and from their students. The participants of this research recognized 

how important it was that their cooperating teachers treated them as coteachers, 

thus encouraging their sense of authority to manage. Unfortunately, this was not 

always the case. Morgan shares her experience: 

You have no idea what you are getting yourself into. That is the difference 

between this and semesters one and two. You are there one or two days a 

week. You can‘t be an authority in the classroom. It was, ‗There‘s the 

teacher, and then there is me, Miss Jones.‖ One time the counselor 

asked, ―Who would you go to if you needed a friend?‖ and they [the 

students] pointed to me. Then she asked, ―Who would you go to if you 

needed to tattle?‖ and they pointed to Mrs. B.—if they needed a hug 

versus the teacher being the boss. They didn‘t have to take me seriously 

because I was only there two days a week, and what could I do about it 

tomorrow? The other day I told a little girl to turn her card, and she didn‘t 

and got in even more trouble with me. They are learning that now there 

are two teachers. (Morgan, Interview #1, 2/13/2010) 

This lack of authority, in Morgan‘s eyes, created an even more challenging 

management situation in an already difficult-to-manage class. In the case of this 

research, Morgan and her cooperating teacher, Mrs. Burns, as well as Kara and 

Ms. Lathe, were in the minority; the other three participants were welcomed and 
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treated as coteachers in the eyes of both the cooperating teacher and the 

students. In her second interview, Chloe stated, ―Oh, [I am given] complete 

freedom. She let me do whatever I wanted in the classroom as far as classroom 

management and controlling the classroom‖ (2/10/2010). Likewise, Eva and Lisa 

were also given a great deal of control over the classroom by their cooperating 

teachers. 

Yes, I do. I would say I feel comfortable. There are maybe two students 

who push my buttons, but I don‘t show them that they push my buttons. I 

feel like I have control because she [the cooperating teacher] doesn‘t 

interrupt me when I‘m teaching. She doesn‘t correct me in front of them. If 

she has to correct me, she‘ll pull me to the side or we‘ll talk about it later 

while they are in Specials or something.… Yeah, I feel like I am 

comfortable managing and being in charge. (Eva, Interview #1, 2/10/2010) 

The respect Mrs. Hightower gave Eva by not interrupting or undermining 

her helped her to feel comfortable in front of her students and confident in her 

authority. 

When Mrs. Loren wasn‘t in the room, I felt like there was a time when I 

would wait till she came back and we‘d solve that problem. She‘d come 

back and I‘d bombard her with all of these issues, and we‘d work through 

it step by step. Then I became okay with her coming and going whenever 
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she wants, and I can deal with the classroom management … and we will 

be fine. (Lisa, Interview #2, 5/4/2010) 

The control that Eva, Lisa, and Chloe were afforded by their cooperating 

teachers allowed them to feel authoritative and to comfortably and confidently 

make classroom management decisions. 

Confidence as a Manager 

Student teachers are encouraged to enter their field-placement 

classrooms prepared to manage the class, but they do so with trepidation. 

However, time, experience, and research have shown that the confidence 

demonstrated by pre- and in-service teachers alike greatly determines success in 

the classroom (Chong & Low, 2009; Covino & Iwanicki, 1996; Strube, 1991). It is 

of utmost importance that student teachers show a level of confidence in 

themselves as teachers and managers. Lisa has been given a great deal of 

authority in her classroom by her cooperating teacher, thus leading to her 

confidence. ―[I feel] confident and not confident at the same time. I feel like I can 

manage this class so well because I‘ve been here for a year. If you throw me into 

a new situation—even a new kid that we got a couple of weeks ago, he has 

thrown me for a loop.… So, pretty confident‖ (Interview #2, 5/4/2010). 

Meanwhile, Morgan struggled with her level of confidence primarily because of 

feeling uncertain about how the class was being managed and about the plan in 

place. ―I don‘t know what to do, and right now I feel like we‘re nagging, like, 
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Guys, stop talking.‘ We change seats, we separate people, we turn cards, we‘ve 

had behavior specialists, and right now we have a child in the principal‘s office. 

You can‘t do something when you don‘t know what to do‖ (Interview #1, 

2/13/2010). Her frustration with the management system is apparent, leading to 

her lack of confidence and her continued struggle with managing the classroom. 

Viewing oneself as a teacher and feeling confident about having authority 

in the classroom is the foundation of preparing to manage a classroom while 

student teaching. It is necessary that cooperating teachers support their student 

teachers in achieving this confidence and promote their authority in the 

classroom in order to maintain the standards of order and smoothly transition the 

class between the two educators. 

Theme 5 – Cooperating Teachers 

The relationship between cooperating and student teacher is a crucial 

one, as cooperating teachers play an integral role in the preparation of future 

educators (Kahn, 2001; Scheetz, Waters, Smeaton, & Lare, 2005; Schmidt & 

Knowles, 1994; Sudzina & Coolican, 1994). 

The biggest preparation I could have is to be in her classroom, learning 

from her, watching her, grading.… You could read till the cows come 

home about how to do this or that, but until you are actually in the 

classroom seeing her and helping her or doing it for [yourself], it is 

probably in one ear and out the other. (Lisa, Interview #1, 2/11/2010) 
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As Lisa clearly discusses, much of her teacher identity was developed in 

her field-placement classroom. According to Kara, Chloe, Eva, and Morgan, the 

relationships they had with their cooperating teachers were ―so important,‖ ―really 

important,‖ ―very important,‖ and ―extremely important,‖ respectively (Interview 

#1). Chloe goes on to say, 

I think it‘s really important. My cooperating teacher and I get along really 

well. We eat lunch together and do recess [duty] together. She tells me 

about her son, and I tell her about my life. I think since we are more open 

with each other, it makes it easier to not just talk about school stuff. We 

can talk about the lessons, and it is just important to create relationships 

with the people you are working with, like your team of teachers. 

(Interview #1, 2/10/2010) 

Not only did these cooperating teachers strive to support their student 

teachers while in the field, they made every effort to develop strong working and 

personal relationships. As Morgan discussed, within these relationships lies a 

give and take of respect and trust. 

The relationship, or a relationship, is built on trust, and you have to trust 

one another  for her to relinquish her classroom to you and to trust that 

you will do the right thing. Work within their value system. And that is also 

part of a relationship—the mutual understanding of ―I know what you want 

out of here, and I will help you accomplish that.‖ She makes you feel like 
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you can come to her in your time of need, like, ―I really missed with this 

last thing. Can you help me?‖ Trust is a major part of this relationship. 

(Interview #1, 2/13/2010) 

In order to successfully work together as a team for the benefit of the 

students and student teachers, an open line of communication must be 

established, and each party needs to be clear about her expectations of the 

other. 

Student Teachers’ Expectations of Cooperating Teachers 

In an effort to successfully institute a strong working relationship, it is 

important for student teachers and cooperating teachers to be clear and explicit 

concerning their expectations of each other. As part of the State University 

teacher-preparation program, the student teachers enter the field with a set of 

criteria and tasks that must be met while in their field placements. Not only must 

this be communicated with the cooperating teachers, student teachers also need 

to be clear about what they need from their working relationships. In some 

instances, such as Chloe‘s, student teachers enter the classroom unsure of what 

they should or do expect from their cooperating teachers. When asked what 

expectations she has of her cooperating teacher, Chloe responded, ―I guess just 

to guide me, and she gives great feedback‖ (Interview #1, 2/10/2010). 

Meanwhile, Eva and Lisa began the semester with specific expectations of their 

cooperating teachers. Eva shares, ―For my cooperating teacher, my expectations 
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for her are to have some expectations for me‖ (Interview #1, 2/10/2010). Lisa 

follows with: 

I expect her to want to tell me how it is, to not fluff up. It‘s normally positive 

things that she has to say, but I want her to tell me how it is. Or if she has 

a question about my future career, she‘s like, ―You know, they might teach 

you this in class, but in the classroom you‘ll find it‘s more like this.‖ It‘s not 

like you have a perfect class that you read about or you‘re like, ―I can 

implement this rule and things will go perfectly.‖ So, I want her just to be 

truthful and upfront with me. (Interview #1, 2/11/2010) 

Their expectations are not explicit; they simply ask for honesty, 

accountability, and support. In order to create this relationship between 

cooperating and student teachers, it is critical to keep the lines of communication 

between the two fully open. 

Communication 

The ability to communicate is the foundation upon which relationships are 

built. In order to establish a comfortable, successful working and learning 

environment in the classroom, teachers must be explicit in their communications 

with their students. Likewise, student teachers and cooperating teachers must be 

able to talk, share, ask questions of, encourage, and teach one another. When 

asked what level of communication is needed between cooperating and student 

teachers, four of the participants responded as follows: 
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Constant communication. There is no other way to teach without constant 

communication and input with your [cooperating] teacher. I‘m bad about 

that because I don‘t—I‘ve always just tried to figure it out myself, and you 

can‘t just do that. It is called a cooperating teacher for a reason. 

Cooperation is built upon communication. You have to work together. 

(Morgan, Interview #1, 2/13/2010) 

Morgan, early in her student teaching semester, discovered the need for 

explicit communication during the teaching and managing process. Likewise, 

Chloe understands the need for professional and open conversations. 

Real open—that would be the best. We can talk about anything, laugh, 

and have fun, also on the professional level. I could call her up or e-mail 

her anytime, and I‘d be fine. I think she makes it so open that I can call her 

up and be like, ―Hey, can I do this?‖ So I think the communication should 

be professional to a point but open. (Chloe, Interview #1, 2/10/2010) 

Eva‘s level of communication with her cooperating teacher was positive 

despite her worries of being interrupted or undermined in front of her students. 

In the past, she has said that she will interrupt her student teachers while 

they are teaching, but I feel like that shows that the cooperating teacher 

doesn‘t have too much respect for the student teacher and thus the 

students won‘t. I was concerned about that at first, but she doesn‘t really 

do that to me so I am happy about that. They won‘t respect me if the 
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cooperating teacher doesn‘t. To me, communication is very important. I 

feel like it is important to sit down and have some conversations, and 

luckily I feel very comfortable with her. It is important to be comfortable 

with her. I feel that our communication is pretty good. (Eva, Interview #1, 

2/10/2010) 

Unlike Chloe, Lisa appreciates a more personal level of communication, in 

addition to being professional. She recognizes the community aspect of teaching 

and welcomed the opportunity to share a bit of her life and herself with her 

cooperating teacher. 

I think it is important to be on a personal level so you can be like, ―Oh, 

how‘s your day?‖ My cooperating teacher knows [some of] what‘s going 

on in my life, and I know hers. … But I know that I can talk to her about 

just teaching or vent for a minute about what is going on in my life. It is 

extremely important, like the relationship between staff at a school since 

you have to work and meet with them. It‘s hard to be like ―Oh, I hate that 

Allison, but I have to meet with her anyway‖ (Lisa, Interview #1, 

2/11/2010). 

Clearly, open lines of communication are of utmost importance to student 

teachers as they build relationships with their cooperating teachers (O‘Brian, 

Stoner, Appel & House, 2007; Margolis, 2007). They value professionalism, 

honesty, and the level of comfort that having close communications provides. 
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Classroom Management Conversations 

While communication with cooperating teachers is essential to successful 

student teaching, focused conversations concerning specific aspects of teaching 

need to take place. For the purpose of this research, when the participants were 

asked if they had conversed with their cooperating teachers about classroom 

management, strategies, routines, procedures, and so on, the majority of them 

responded that they had not. Chloe responded,  

Not completely. I probably asked her more last semester because we 

were in the classroom management class, and I was new to her class so I 

was more interested in how she did things. I did ask her about how she 

started her routines and what she did on the first day to set up her 

management. Lately, I haven‘t specifically asked her, though (Interview 

#1, 2/10/2010).  

Lisa added, ―Not specifically.… If I have a question, it is like, ―Oh, why did 

you choose this or change that?‖ but not really. (Interview #1, 2/11/2010). When 

Kara was asked the same question, she simply replied, ―No‖ (Interview #1, 

2/11/2010). 

This lack of discussion about classroom management perpetuates the 

struggles novice teachers face when entering their own classrooms. Having 

these specific conversations would help promote thoughtful decision making for 

the student teachers when teaching and managing the classroom. Overall, 
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developing a relationship with comfortable, professional communication; openly 

stated expectations; and specific pedagogical, curricular, and managerial 

conversations would lead to more successful student teaching experiences. 

Theme 6 – Style Differences in Teaching and Management 

―The science of teaching may lie in the content, but the art of teaching is in 

the delivery of the content‖ (Grant & Gillette, 2006, p. 295). Teaching is a highly 

stylized, crafted career. Teachers regularly put their thumbprints on a lesson, 

making it their own, tweaking it for the needs of their students, and modifying it 

as necessary. Likewise, no management plan is entirely appropriate for every 

situation in every classroom. Teachers regularly imitate, modify, adopt, or avoid 

teaching and management strategies as is appropriate for the class. These 

teaching and management style differences between teachers also exist 

between cooperating and student teachers. Every educator approaches her craft 

in her own unique way, informed by childhood experiences, teacher preparation, 

and personal preferences (McCammon, 1998). Entering a classroom as a 

student teacher creates a potential disjointedness between the preestablished 

teaching and management styles of the cooperating teacher and the emerging 

styles of the student teacher. Student teachers are challenged with the delicate 

art of learning from and negotiating with their cooperating teachers and also 

deciding for themselves what teaching and management strategies they will 

duplicate in their own teaching. 
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Looking at the two classrooms I have been placed in, I realize my 

cooperating teachers‘ management techniques are completely different 

from each other. One teacher takes a calm approach, while the other 

does, as Fred Jones would say, and ―nags, nags, nags.‖ I have been able 

to observe in both classrooms what worked well and not so well for each 

class, as well as observe techniques I liked and those I would prefer not to 

use. (Chloe, Management Plan) 

Providing student teachers opportunities to work in multiple classrooms 

and with several cooperating teachers allows them to develop a more diverse 

teaching and management tool kit. Student teachers and cooperating teachers 

alike must recognize the differences in philosophies with which each approaches 

her career and navigate the student teaching semester carefully with respect to 

the classroom already set forth (Hamman & Romano, 2009; Rajuan et al., 2007). 

As discussed in ―Theme 1 – General Classroom Management,‖ student teachers 

can take different approaches to filtering and using the various teaching 

strategies they have learned—imitating, modifying, avoiding, and adopting 

(Bauml, 2010). For the purposes of recognizing teaching and management style 

differences, modifying, avoidance, and adoption is further discussed. 

Modifying 

In an effort to respect the strategies that the cooperating teacher has 

employed, a student teacher may choose to modify these strategies to best fit 
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her needs and her management and teaching styles. ―It is what I have observed 

all semester, and I have seen how it works. I might have different opinions when 

different things come up. So I think I will use very similar techniques because she 

has been a great role model for me‖ (Chloe, Interview #2, 5/7/2010). Clearly, 

Chloe holds a great deal of respect for Mrs. Johnson and the various strategies 

she employs in her classroom as she delicately modifies certain strategies based 

on her opinions and personal teaching and managing preferences. Likewise, 

Morgan has plans for modifying in her own future classroom a strategy she 

observed: 

One thing I thought was really nice was sharing time. The kids always 

brought stuff in and wanted to show it off, and there was never time to. 

Ten minutes in the morning to tell their thoughts, tell their little stories—I 

would really like to build that in. Part of the problem is that they were 

raising hands to tell us stuff in a lesson that they just needed to get out. I 

would like to have a little [more] community time. (Morgan, Interview #2, 

5/6/2010) 

By taking Mrs. Burns‘s notion of sharing time and expanding upon it to 

meet the needs of her future students, Morgan modifies this community-building 

technique. Eva offers the true definition of modifying as she discusses her 

second internship. ―[As an] Intern II, I was trying to figure out and try some of the 

[classroom management] ideas and saw that some of them work and some of 
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them didn‘t work. That was when I realized that I had to come up with some of 

my own ideas and change the others to make it work‖ (Eva, Interview #2, 

5/7/2010). Eva recognized that while she felt that some management tools were 

worthy of adopting, others required modification to better meet her teaching and 

management styles. Modifying techniques is a common practice for student 

teachers and occurs frequently in field-placement classrooms.  

Avoiding 

Unlike modifying, avoiding teaching and management strategies used by 

cooperating teachers occurs when the tactics used differ in philosophy from that 

which the student teacher believes and practices. ―I didn't feel this [classroom 

management strategy] was very effective for my classroom. I have bought a wind 

chime that I am going to use in my next classroom. I will go over what I expect 

from them when I run my fingers through the chime‖ (Chloe, Observation #4). 

Chloe, in this instance, chose to avoid the use of her cooperating teacher‘s ―Give 

Me Five‖ technique. She found this ineffective as the students were not held to 

the expectation. Chloe identified a different technique that she felt would be more 

effective for her classroom. Similarly, Eva recognizes a fundamental difference in 

the management approaches taken by her cooperating teacher and herself. ―As 

far as management, there is not a lot of strategy, but … it just doesn‘t work. I 

know it doesn‘t work for me‖ (Interview #2, 5/7/2010). Further, when asked what 
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of her cooperating teacher‘s management strategies she would choose to use in 

her own future classrooms, Kara shared: 

[There are] more of the things that I would not do. I learned that I do want 

to get them engaged in lessons. Well, I should be honest [uncomfortable 

laughter]. it is more of what I don‘t want to do. It was good. I am really glad 

that I got to know the kids and the staff, but it was definitely different 

(Interview #2, 5/12/2010). 

As previously discussed, Kara and her cooperating teacher, Ms. Lathe, 

approached both teaching and management differently. Kara often made 

attempts to modify some of her cooperating teacher‘s techniques but often simply 

chose, when in full responsibility of the classroom, to simply avoid them and 

employ her own strategies (Observations 1, 2, 3, and 4; 2/5/2010, 2/17/2010, 

3/31/2010, 4/22/2010). Making the choice to avoid a management and teaching 

strategy or strategies can be a challenge for student teachers as they must 

maintain control of the classroom but also feel a need to respect the rules and 

procedures already established by the cooperating teacher. 

Adopting 

In opposition to avoidance, adoption takes place when student teachers 

choose to fully put to use some of the teaching and management strategies 

offered by the cooperating teacher. In this, they do not feel the need to dismiss or 

change the strategy but use it just as the cooperating teacher does. In some 
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cases, this is involuntary because student teachers feel like guests in the 

classroom, thus causing them to adopt the strategies out of respect and/or 

obligation. In other cases, student teachers choose to adopt a strategy because it 

aligns with their teaching and management philosophies well. Morgan discusses 

her involuntary adoption of her cooperating teacher‘s management system: 

I think I operated within Mrs. Burns‘s framework because that is what I am 

supposed to do, and in our class it would have caused so much confusion 

for me to do something different. To help our class, I think a new system 

should have been put in place because what was going on was clearly not 

working, but I did not do that because I still felt like it wasn‘t my place. It 

wasn‘t my classroom; I was her apprentice. So I worked within the 

framework I was given. (Morgan, Interview #2, 5/6/2010) 

As Morgan involuntarily adopted Mrs. Burns‘s management style, she 

continually made notes of how she would like to manage her future classrooms 

and allowed herself to question her future self as an educator to determine what 

works best for her and her future students. Chloe and Lisa offer distinct examples 

of voluntary adoption of teaching and classroom management techniques: 

This has been a great experience for me, and it works well. I want to try 

mostly everything we do in here in my classroom, and if it doesn‘t work, I‘ll 

tweak it as problems come along, but I think she has a great system so I 

will definitely take most of it with me. (Chloe, Interview #2, 5/7/2010) 
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Lisa, when asked what of her cooperating teacher‘s management tool kit 

she would use in her own classroom, offers, 

I will rely pretty heavily on [my cooperating teacher‘s management plan] 

because I have seen it work. I‘ve been to a kindergarten classroom, third, 

and fourth to observe, and I want to see how they talk to their kids. What 

do they say to get them quiet? This is kind of natural to me to say, ―Eyes 

on me‖ because I have spent a whole year here. But I feel like the basis of 

my classroom, if I were in first grade, would be very similar to this with 

things pulled from other places. I‘ve seen it work; I‘ve seen the kids move 

through the classroom; I‘ve seen how Mrs. Loren makes it work. (Lisa, 

Interview #2, 5/4/2010) 

Most commonly, student teachers rely heavily upon what they observe in 

their field placements as they take control of their cooperating teacher‘s 

classroom. Either out of respect or necessity, they adopt the teaching and 

management techniques, strategies, and philosophies of their cooperating 

teachers. As they grow in their craft and establish their own sense of themselves 

as teachers, they must begin making choices as to what they prefer to adopt, 

modify, or avoid. 

Cooperating teachers play a major role in the preparation of future 

educators. It is important that style differences in teaching and management be 

noticed and discussed in an effort to best support the student teachers‘ learning. 
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Whether adopting, modifying, or avoiding various strategies, student teachers 

must constantly recognize how their philosophies match or differ from those of 

their cooperating teachers and question how they wish to manage and teach 

their future students. 

Theme 7 – University-Related Teacher Preparation 

A major portion of the time invested in becoming an educator is spent in a 

university teacher-preparation program unless alternative methods are sought. 

This time consists of both general university-required coursework and 

coursework focused specifically on matters of education. Furthermore, the final 

semesters of the bachelor‘s degree program are heavily focused on methodology 

courses and field experiences. This Professional Development Sequence is, as 

previously discussed, an intensive three-semester program designed to fully 

equip future educators with the knowledge and skills they need to successfully 

teach elementary students. As the participants of this research were preparing to 

graduate from State University, they were asked to reflect upon their teacher-

preparation program and the role State University played in their education. Eva 

shared, 

[It played] a tremendous role. I feel that, truthfully, truthfully, I would say 

that this school has helped me a lot. Coming from the high school I came 

from, I pretty much didn‘t learn much. I can honestly say that in my first 

year of college, I learned more than I did in all four years of high school. I 
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would cry sometimes because I got cheated out of a high school 

education. I feel that State University—ugh, I‘m gonna cry. I learned a lot, 

and it helped a lot. The classes they were hard sometimes, but sometimes 

they weren‘t. When they were hard, I knew I was being taught. If I was 

crying about it, I knew I didn‘t know it, and I am happy that I went through 

what I went through (Eva, Interview #1, 2/10/2010). 

The education provided to students like Eva is certainly invaluable. As 

students prepare to become teachers, they learn to recognize the value of their 

own education. Eva shared in her second interview that she wishes to return to 

her hometown and provide an education for current students there that is far 

better than the one she felt she received. In order to do this, Eva spent a great 

deal of time in her State University preparation program learning various theories 

of learning, management, curriculum, and behavior, among others. As part of her 

program, she and her fellow participants were charged with putting theory into 

practice in the field. 

Employing Theory as Practice  

Transitioning from the university to the elementary classroom can be a 

challenge for young educators (Buczynski & Sisserson, 2008; Dinkelman, 1998). 

They are called upon to put into action that which they have learned in their 

university courses in a new, unique setting. ―I think the PDS program itself tends 

to be exceptional. I can put theories that we read about into affect because it‘s 
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harder when you are tutoring because you are not with kids. It‘s hard to retain all 

that without getting to practice it‖ (Lisa, Interview #1, 2/11/2010). As part of the 

professional development sequence, student teachers are enrolled in various 

methods courses concurrently with time in the field, thus making the learning 

theories applicable and more meaningful. 

My first semester, … I didn‘t understand the flow of things and what we 

were really supposed to be looking at. And it was only for second grade, 

so I didn‘t really get to see the range of writing. Besides that, I feel like you 

have to kind of go in there [the classroom] to get it. We could sit in 

[university] classrooms for three hours [every] day, but that is where you 

just sit there and they do their work. They play a big role in the placement 

and education (Kara, Interview #1, 2/11/2010). 

Kara feels that while her university education was important, what was 

learned and experienced in the field was invaluable for putting that education to 

use. Thus, both aspects of teacher preparation are integral to promoting 

successful teaching. 

Sometimes, in real life, it is hard to do everything we learn in class. You 

know, to do everything like Fred Jones [says]—no nagging—that can be 

really hard in the real [world because you‘re] like, ―Be quiet!‖ It‘s hard, as 

much as you try, but in the real world there is going to be disparity. But I 
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see a lot of stuff [classroom management theories] getting put to use, 

which is cool (Chloe, Interview #1, 2/10/2010). 

While Chloe also recognized the absolute need for field experience, it is 

necessary to recognize the importance of the theories learned in the university 

teacher-preparation program. When asked –what classroom management 

preparation she had been offered in her university preparation Lisa responded, 

Last semester, [we studied] Fred Jones and Harry Wong. Some things, 

when I‘m reading—especially Fred Jones‘s book; I thought that was 

amazing—but I‘d be reading but I couldn‘t [------], you know. I think it is 

one that I will keep and read through every year. There are some things 

that I am like, ―That‘s awesome. I am really going to do this,‖ so I practice 

it in the [university] classroom through our activities, but unless I do it with 

the kids, I don‘t understand it fully. Some of the practices were beneficial. I 

did enjoy that. And those two books were two of the best books that we‘ve 

had to read through this whole college career (Lisa, Interview #1, 

2/11/2010). 

The opportunity to put into practice that which has been taught in the 

university methods courses creates a more thorough learning experience that is 

easier to retain and employ in years to come. The pairing of theory and practice 

during the professional development sequence semesters allows student 

teachers to be more successful in their classrooms as their learning is supported.  
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The Importance of Classroom Management Courses 

This concept of having the opportunity to practice learned theories is of 

utmost importance when discussing classroom management. All too often, the 

scenarios in the textbooks, while serving as helpful examples, do not allow for 

the experiential side of learning (Dewey, 1938). 

Well, I‘ve had the classroom management course and read Harry Wong 

and Fred Jones, but most of my preparation has come from observing my 

cooperating teachers. I feel like the books—it‘s hard to do exactly what 

they say, and not everything works with the different types of students in 

your classes. And I know that one classroom management system is not 

going to work, but I get good ideas from my cooperating teacher to see 

what works in conjunction with what I learned in class. (Chloe, Interview 

#1, 2/10/2010) 

Chloe recognizes how important it is to learn multiple theories and aspects 

of classroom management in conjunction with observing and teaching in a real 

setting. Morgan also shares the importance of experience connected to 

coursework: 

My class right now, I don‘t know what to do and that is part of—. A course 

alone can‘t teach that. Do you need the courses? Absolutely. I think you 

need to be equipped with tools to help you [manage], like background 
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tools, but you won‘t know how to use them until you are in the classroom. 

(Morgan, Interview #1, 2/13/2010) 

As clearly stated by the research participants, the combination of 

classroom management coursework in a university teacher-preparation program 

and time in the field observing, teaching, and managing create powerful learning 

experiences that assist student teachers in becoming successful classroom 

managers. Overall, experience alone is inadequate; university coursework and 

methods courses provide the foundation upon which the understanding can be 

gained. 

Many aspects of teaching and learning go into producing successful 

student teachers. Recognizing the importance of classroom management, in the 

field and in the university teacher-preparation program, and the need for 

decision-making skills in conjunction with being comfortable and confident as a 

manager and disciplinarian are imperative skills that promote effective teaching 

and management. As student teachers prepare to make their ways into their 

careers, it is necessary to provide them with the most well-rounded, supportive 

education and field experience available to support their development of 

themselves as educators. 

I feel like teacher knowledge could not be described in words but in 

experiences. I can read all the books that I want. I can listen to any 

professor lecture. Without the past three semesters of experience, I would 
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have nothing. My teacher knowledge is the management I‘ve seen here, 

the way I talk to kids, how I build relationships through these experiences. 

It comes from experience, observation, and preparation. (Lisa, Interview 

#2, 5/4/2010) 

Lisa‘s insights derived from her experiences, observations, and 

preparation illustrates the primary purpose of this research. As students enter 

their university teacher-preparation programs and the field, they are asked to put 

aside their anxiety related to teaching, managing, and decision making. They are 

asked to, with minimal experience and instruction on how to do so, begin exerting 

authority in the classroom. Student teachers must negotiate both their teacher 

educators‘ and their cooperating teachers‘ preferences and potential style 

differences as they learn to discipline and maintain control of a classroom. They 

face a myriad of obstacles as they establish themselves as classroom teachers 

and learn to make classroom management decisions. The themes discussed 

have lent themselves to a greater understanding of the needs of preservice 

teachers and the ways in which their university teacher-preparation programs 

and cooperating teachers play instrumental roles in this development. With these 

seven themes in mind, the findings in Chapter 5 will show how the preparation 

offered to student teachers both in the field and in the university classroom 

serves as a well-rounded approach to teaching and management, allowing future 

educators the opportunity to make both teaching and management decisions 

soundly. 
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Chapter 5: Findings, Limitations, and Implications 

INTRODUCTION 

The needs of preservice teachers are varied and many. As they enter the 

field in their student teaching semester, they are faced with a multitude of 

challenges and lessons to be learned (Brophy, 1987; Ebersole & Worster, 2007; 

Salmon, Kemmeny, Rossman, & Winter, 2008). Research has shown that 

student teachers cite classroom management as their primary point of concern 

(Daniels, 2009; Bromfield, 2006; Duck, 2007; Butchart, 1995). The five student 

teacher participants in this qualitative study revealed a distinct need to delve 

further into classroom management learning and teaching in order to best 

prepare them for their careers. The data discussed in Chapter 4 led to five 

findings, which are discussed in this chapter. These findings speak directly to the 

original research questions. The first question, ―How do preservice teachers 

recognize the classroom management decisions and actions made by their 

cooperating in-service teachers?‖ examines the way in which student teachers 

understand what they are observing in their field experience classrooms. The 

second, ―In what ways do preservice teachers reflect on management in their 

classrooms during apprentice teaching?‖ solicits illustration of the need for further 

exploration and opportunity to discuss and apply classroom management 

decision making skills.  
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The data offered seven themes that encapsulate the needs and 

understandings of student teachers:  

 Theme 1: General Classroom Management—Addresses the fears 

and concerns related to taking on the management of the classroom 

and holding authority with regard to making decisions in the classroom  

 Theme 2: Decision Making in the Classroom—Delves further into 

the decision-making aspects of classroom management, the anxiety 

that accompanies it, the point at which student teachers develop their 

teacher sense, and how being fully responsible for the classroom 

affects their learning and confidence  

 Theme 3: Discipline—Addresses the act of disciplining, the 

discomfort often felt, and the need to be consistent in both one‘s own 

actions and those of the cooperating teachers  

 Theme 4: Cooperating Teachers—Demonstrates students‘ 

relationships with their cooperating teachers, the level of 

communication that is necessary for successful co-teaching, and 

varying needs for classroom management–specific conversations  

 Theme 5: Authority in the Classroom and Confidence as a 

Manager—Covers the student teachers‘ feelings of themselves as 

confident, authoritative powers in the classroom  

 Theme 6: Style Differences in Teaching and Management—Further 

examines the challenges student teachers may face in working 
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alongside and apprenticing under cooperating teachers whose 

fundamental teaching and managing philosophies may be like or in 

opposition to those of the student teachers  

 Theme 7: University-Related Teacher Preparation—Discusses the 

concept of theory versus practice and the distinct need for well-

constructed classroom management methods courses  

These themes, as discussed in Chapter 4, offer specific data points that 

were found to be instrumental in the construction of the student-teaching 

experiences of Chloe, Eva, Kara, Lisa, and Morgan. The goal of Chapter 5 is to 

expound upon these themes in a broader sense, offering four generalized 

findings that yield implications for student teachers, cooperating teachers, and 

teacher-educators. Likewise, the analysis of the data brought to light some 

limitations and more questions that need to be addressed in future research. 

FINDING 1: UNDERSTANDING THE DECISION-MAKING PROCESS 

The process of learning undertaken by student teachers initially involves a 

great deal of observation of their cooperating teachers prior to their taking on any 

teaching or managing responsibilities (Jenkins, 1966; Lesser & Stoller, 1963; So, 

Sharpe, Klockow, & Martin, 2001; Wisconsin Univ., 1975). During these 

observations, teacher candidates recognize the classroom management actions 

taken by their cooperating teachers in response to student behaviors. When 

prompted, the participants were able to cite examples of management as their 
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cooperating teachers responded to students. However, after further discussion, it 

was revealed that they held little understanding of the decision-making process 

employed by the cooperating teachers. As student teachers identified various 

management tasks in a series of case studies, their ability to rationalize the 

underlying reasons for the way in which the teacher responded was superficial. 

This inability to identify the factors driving the teachers‘ responses to behavioral 

issues causes difficulties in the student teachers‘ learning of classroom 

management decision-making skills. The ability to delineate these decisions 

made by the cooperating teachers in response to management tasks is a crucial 

skill needed for successful management (Bucci, 2000; Salmon, Kemmeny, 

Rossman, & Winter, 2008). As Baum and King (2006) discuss, the skill of 

decision making involves a great deal of self-awareness. As student teachers 

observe their cooperating teachers, they must not only be self-aware of how they 

would respond to the situation but also be offered the opportunity to discuss and 

understand how and why the cooperating teacher responded in the manner that 

she chose. Discussion will deepen the student teachers‘ awareness of 

themselves as managers and strengthen their ability to make sound 

management decisions. 

As student teachers develop a sense of awareness of their cooperating 

teachers‘ decision-making processes in response to classroom management, it is 

imperative that they be given an opportunity to discuss this learning. Student 

teachers need to have regular and directed observations of and conversations 
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with their cooperating teachers concerning this skill development. As part of an 

effort to better understand and express themselves as managers, directed 

conversations assist novice teachers in developing their decision-making skill set 

(Yarger et al., 1984). Focusing learning on becoming an autonomous decision 

maker in the classroom ensures success, both during student teaching and 

during in-service teaching, when managerial issues arise in the classroom 

(Obando et al., 1995). Through directed observation and subsequent 

conversation regarding the decision-making actions driving their classroom 

management, cooperating teachers are able to make their thinking more 

transparent, thus supporting and deepening the learning and development of 

classroom management decision-making skills in their student teachers. 

FINDING 2: NEED FOR FOCUSED CLASSROOM MANAGEMENT INSTRUCTION AND 

REFLECTION 

In addition to the directed observations of and conversations with their 

cooperating teachers concerning classroom management and decision making, 

novice teachers, such as those supported in this study, should be offered 

exceptional, focused instruction in a variety of classroom management theories, 

knowledge, and skills in their university teacher preparation programs. Within 

management-focused methods courses, teacher-educators need to offer a 

variety of research-based management theories (Banks, 2003) that will support 

the practices being observed in the student teachers‘ field placements. As a 
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result of the pairing of solid theory and successful practice, student teachers 

develop a more effective classroom management skill set. Through focused 

instruction from the cooperating teacher as well as instruction from the teacher 

preparation faculty in how and when to respond, react, or decide upon various 

classroom management actions, student teachers are given a greater opportunity 

for success in their own classroom management. By offering student teachers, 

such as these five participants, the chance to practice in the field that which they 

learn in their coursework, more effective transfer of learning results. In addition to 

being given ample instruction and experience in the practice of classroom 

management and decision making, the student teachers must also examine their 

own learning. 

Reflecting upon one‘s practice in the field is a task often assigned to 

preservice teachers. It has been proven an effective practice in extending their 

learning and understanding of their teaching and managing abilities (Hatton & 

Smith, 1995; Alger, 2006; Schön, 1983). By reflecting upon the practices of 

classroom management and specifically decision-making skills, student teachers 

are able to further develop these skills. These reflective practices are often 

required by university teacher-preparation faculty and take multiple forms. 

Student teachers may be called upon to use either directed or self-driven 

reflection. Through directed reflection, they are given various prompts upon 

which to think, write, and reflect. Alternatively, self-driven reflection allows 

student teachers to focus upon that which most concerns them. In either 
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instance, the novice is active in the reflection on the ―teaching moment‖ (Beck & 

Kosnik, 2001; Grushka, McLeod, & Reynolds, 2005; Ottesen, 2007). 

Yet another form of reflection involves self-reflection based upon a video 

of one‘s teaching. This calls for the student teacher to be video recorded as she 

teaches and manages the classroom. She may employ either self-driven or 

directed reflection as she views the video. Reflecting upon the video provides 

rich learning experiences as she observes herself in action in the classroom and 

examines all aspects of her teaching and management (Santagata & Angelici, 

2010; Sewall, 2009; Shepherd & Hannafin, 2008). Much like video reflection, 

peer reflection offers a unique vantage point for growing in one‘s experience. 

This form of reflection involves student teaching peers observing one another in 

real classroom settings as they teach and manage their students. Following the 

teaching period, the peers sit down and discuss what was observed (Anderson, 

Barksdale, & Hite, 2005; Bright & Vacc, 1996; Dinkelman, 1998; Rauch & 

Whittaker, 1999). Through open and honest conversations, student teachers are 

provided the opportunity to learn from one another ways to improve their craft in 

a traditionally less intimidating environment than being observed by cooperating 

teachers or a member of the university teacher-education faculty. 

As student teachers are instructed in and reflect upon outstanding, 

research-based classroom management practices, they should be given direction 

in a variety or theories and skills to be employed in their field-placement 

classrooms. As students use these management tools, it is also necessary that 
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they be provided with an opportunity to reflect, in both the self-driven and 

directed methods, upon their experience to further their learning and growth. By 

pairing practice and reflection, student teachers gain the prospect of being more 

successful in their practice prior to entering the field as in-service teachers. 

FINDING 3: SUBMISSIVE AND SUBVERSIVE MANAGEMENT 

Being a guest or co-teacher in a pre-established classroom can be both a 

wonderful experience as well as a challenge for student teachers. Preservice 

teachers must walk a fine line between being respectful of their mentors and 

demonstrating their own independence as they learn to teach and manage. 

Whether the student teacher serves in the role of guest versus that of co-teacher 

is most often determined by the cooperating teacher based on her willingness to 

share her students, techniques, and materials. If the role of guest is imposed, the 

student teacher tends to remain an outsider, only able to teach, manage, or 

interact in ways determined by the cooperating teacher. This role also often 

results in a lack of connection with the students and difficulties in management 

as the students tend to not view the student teacher as an authority in the 

classroom. Every teacher enters the classroom with her own idyllic sense of what 

teaching and managing students looks like and feels like. This, in student 

teachers, lends itself to the development of their teaching and management 

philosophies. Student teachers are faced with the obstacle of balancing their own 

philosophies-in-progress with the established philosophies of their cooperating 
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teachers. Fundamental differences in style, opinion, preference, and methods of 

approach to managing a classroom may exist between the cooperating teacher 

and the student teacher. This chasm often makes it necessary for the novice to 

choose between the conflicting philosophies. Most often, due to their position as 

novices, student teachers tend to yield to their cooperating teachers‘ prevailing 

management approaches, thus influencing their own styles. 

Chloe, Eva, and Lisa were all welcomed as co-teachers in their field-

placement classrooms. They, with their cooperating teachers, were invited to 

make decisions regarding the pedagogical skills employed with lessons, the 

content taught, and the styles of management used. The student teachers were 

given guidance but were made to feel comfortable with trying different 

approaches to their craft. In these instances, the students held them in the same 

regard as their cooperating teachers, thus making their teaching and managing 

typically more successful. On the contrary, the case of Morgan and Mrs. Burns is 

an example of a less-than-desirable student teaching experience. Morgan 

struggled during the student teacher semester with her sense of teacher identity 

and management as she felt as if she was guest teaching in the classroom. She 

felt that her cooperating teacher‘s philosophies and techniques were imposed 

upon her and did not align well with the ways in which she intends to approach 

her craft. In both instances, whether they were guests or co-teachers in the 

classroom as determined by the cooperating teachers, the student teachers were 



 123 

given the opportunity to determine the philosophy and techniques that best suited 

their teaching and managing styles. 

When the transition from cooperating-teacher control to student-teacher 

control takes place, the preservice teacher in the role of co-teacher must be 

prepared to be either submissive or subversive in her management. In the 

submissive role, the student teacher merely falls in line with the teaching and 

managing philosophies employed by her cooperating teacher. As in the case of 

each participant, she chooses to use various pedagogical or managerial styles 

demonstrated by her cooperating teacher without question. In this case, the 

student teacher may agree or disagree with the philosophy; however, she simply 

adjusts her viewpoint to align with that of her cooperating teacher. As she begins 

to act submissively, she adopts the philosophy as her own and, as Lisa shared, 

will likely and comfortably use it as her own in her future classroom. Meanwhile, 

the student teacher may, within one teaching or managing opportunity, choose to 

be subversive in her management behavior and decision making when she 

disagrees or differs in philosophy with the approaches embraced by her 

cooperating teacher. As a co-teacher, this subversive state is not one of 

disrespect but rather is one that is supported by the cooperating teacher as the 

student teacher stretches her understanding and grows in her craft. The 

cooperating teacher allows the student teacher to experiment with her teaching 

and management philosophies in a supportive environment where she feels safe 

to be more assertive in the types of lessons she teaches. 
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FINDING 4: STUDENT TEACHERS’ CLASSROOM AUTHORITY 

Perceived authority in the classroom, as allowed by the cooperating 

teacher and reinforced by the students, gives student teachers confidence in 

their classroom management decision making. As student teachers step into the 

role of teacher in a classroom, they are expected to maintain control and 

authority. Many factors come into play in establishing this sense of control. 

Initially, the cooperating teacher must be willing to assist the student teacher in 

establishing herself as an authority figure. In one case, the cooperating teacher, 

Mrs. Loren, placed her student teacher, Lisa, in the role of co-teacher rather than 

in the role of subordinate. She actively worked with Lisa to make sure that she, 

as the student teacher, felt comfortable with the management techniques, 

pedagogical methods, and curriculum already established in the classroom. As a 

result, Lisa was able to feel confident in her teaching. Further, unlike Mrs. Lathe 

and Mrs. Burns, Mrs. Loren was very conscientious about not correcting or 

interrupting Lisa while she was teaching. This allowed Lisa to feel more confident 

in her authority, and it allowed the students to see Lisa as the teacher, thus 

improving her teaching and management. 

Much like the respect shown to student teachers by their cooperating 

teachers, the respect and perceived sense of authority must be reinforced by the 

students in order for student teachers to build their confidence. As the 

cooperating teacher commands respect of her students, so must the student 

teacher. However, this respect must be earned in different ways. Not only should 



 125 

the cooperating teacher demonstrate respect for the student teacher, the student 

teacher must show respect in return to her cooperating teacher as well as her 

students. The adage ―You must give respect to get respect‖ seems to hold true. 

Through Nel Noddings‘s notions of caring (2006), student teachers show concern 

and respect for their students. This, in turn, promotes a reciprocal relationship of 

respect for the student teacher. The respectful relationship should be established 

early in student teaching, thus placing more authority in the hands of the student 

teacher and improving her confidence in her abilities. Furthermore, in order for 

the student teacher to be successful in her classroom management decision-

making opportunities, she must perceive herself as having authority. This 

perception plays a tremendous role in building the student teacher‘s confidence 

as a teacher, manager, and decision maker in the classroom, leading to more 

success in teaching and managing in the field-experience classroom and in the 

future classrooms of the student teacher. 

LIMITATIONS 

While qualitative research provides rich, thick descriptions of a certain 

phenomenon (Yin, 2003), there remains a certain set of limitations that must be 

understood and made transparent. For the purpose of this multiple-case study, 

the number of informants is limiting with respect to the scope of applicability to all 

aspects of education. Having a larger pool of participants would allow for a 

broader spectrum of findings that would potentially be more applicable. Likewise, 
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the longevity of this study—one primary semester and two archived semesters of 

data—is limiting due to its brevity. A more encompassing study would involve the 

study of more participants over a longer period of time. 

With qualitative case study, analysis of the data allows research bias to 

potentially play a role (Merriam, 1998; Stake, 1995; Yin, 2009). Initially, the 

gathering of data for this study can be considered limited due to the influence of 

district, school, and cooperating teacher expectations; behavior of the students; 

and the planning completed by the student teachers, as it all affects the student 

teachers‘ approaches to management. An examination of the students‘ behaviors 

and the cooperating teachers‘ approaches to classroom management would 

expand the applicability of this study. Likewise, a deeper examination of the 

university teacher-preparation program‘s classroom management course would 

offer more solid and potentially unexpected findings.  

It is important to recognize the primary investigator‘s influence on the 

analysis when examining the data and drawing conclusions. Despite 

triangulation, member checking, and researcher reflexivity, bias is always 

present. As a former student teacher, cooperating teacher, and now researcher, 

the investigator approached the collected data in the mind frame of promoting 

classroom management education, thus influencing the value of what is shared 

and analyzed (Banks, 1998). Finally, the investigator approached this study with 

the desire to improve student teachers‘ experiences and acquisition of classroom 
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management skills and to better understand how to meet their needs before they 

enter their own classrooms. 

IMPLICATIONS 

Findings of this study reveal a need for further investigation and 

thoughtfulness regarding the preparation of future educators, the support of their 

cooperating teachers, and the role their university preparation programs play in 

their preparedness. More thought needs to be given to the ways in which 

classroom management conversations are held between student and 

cooperating teachers. Likewise, university classroom-management methods 

courses need to explicitly examine the decision-making processes that must be 

employed in the classroom. On behalf of student teachers, every effort must be 

made to continue making improvements to university classroom-management 

instruction and cooperating teachers‘ modeling in the field in order to best 

prepare future educators for the realities of managing a classroom and feeling 

confident in the decisions they make. 

FOR FUTURE EDUCATORS 

As student teachers enter the final semester of their teacher preparation 

programs, they are offered a unique, once-in-a-career experience to actively 

observe an experienced teacher and to practice the art of teaching under the 

supervision of someone who should model effective practices and who can assist 

and mentor. Before being placed in direct control of their own class of students, it 
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is important that student teachers be given a great deal of support and many 

opportunities as they take on teaching tasks. Student teachers should also be 

guided in what they observe and the conversations they hold with their 

cooperating teachers. By establishing expectations for the time they spend 

observing their cooperating teachers, student teachers learn about their craft in a 

more purposeful way. Likewise, it is helpful to young educators to have pointed 

discussions surrounding various teaching aspects such as lesson planning, 

student engagement, and classroom-management decision making. By 

encouraging directed observations and conversations, student teachers will 

become able to focus more completely on certain managing and teaching tasks 

rather than merely looking at teaching as a whole. This will allow student 

teachers to feel more confident in their teacher knowledge. 

FOR TEACHER-EDUCATORS 

Much akin to those of the student teacher, the implications of this research 

for teacher-educators focus primarily on supporting the novice in multiple ways. 

Initially, there is a call for more explicit instruction in various classroom-

management theories and techniques. As is the norm at State University, the 

participants of this research were enrolled in one 3-hour course that met once a 

week for 15 weeks to discuss school organization and classroom management. 

Because classroom management is a foundational concept of teaching 

necessary for successful student learning, one methods course is simply 



 129 

insufficient. Student teachers need to be offered more in-depth and explicit 

instruction in the theories and practices of classroom management, which is 

more regulated by the teacher education program itself, and classroom 

management should be integrated throughout the teacher-preparation program. 

As part of a more thorough classroom-management education, student 

teachers need to be provided with more opportunities to converse with their 

university faculty and their fellow students about classroom management 

theories, techniques, and, most important. decision-making skills. As previously 

discussed, student teachers need to be able to engage in more direct 

conversations that drive them to discuss the vital aspects of managing a 

classroom and the decision-making skills that accompany the task. It is the 

charge of teacher-educators to prompt these discussions both in classroom-

management methods courses and in their field placements with their 

cooperating teachers. Technology could play a beneficial role in these 

discussions. Student teachers could be given the opportunity to converse with 

not only their direct colleagues but also with others in differing programs through 

web capabilities. Likewise, through the use of virtual classrooms and 

teleconferencing, students could glimpse more veteran teachers in action other 

than just their cooperating teachers. This affords student teachers a unique 

opportunity to broaden the scope of their learning and ask more questions of 

established educators. By offering these prompts, teacher-educators are able to 

further support the learning taking place as it is reinforced in the field. 
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Finally, the university preparation program must continue to offer field 

experiences for its students. With this comes a responsibility to provide 

purposeful field placements. Student teachers need to not only be placed in 

classrooms that are not only at grade levels for which they feel an affinity but also 

be placed with cooperating teachers who are comfortable welcoming and 

mentoring a student teacher. Furthermore, it is important for the cooperating 

teacher to have outstanding mentoring abilities and be willing to take the 

necessary time to support a novice. Ultimately, it is the responsibility of the 

teacher-educators and the university preparation program to provide the best-

suited placement in which student teachers are given the opportunity to have 

purposeful conversations regarding classroom management decision making. 

FOR PROFESSIONAL DEVELOPMENT 

As they welcome student teachers into their classroom, cooperating 

teachers have a great deal asked of them. Not only is it important to establish a 

strong working relationship with the new educator, but they must mentor them 

through the semester(s) by modeling best practices. Likewise, cooperating 

teachers must feel comfortable turning their classrooms over to their student 

teachers and allowing them important teaching and managing opportunities. With 

these multiple chances to practice their craft, student teachers are able to 

consistently improve and grow by following the cooperating teachers‘ lead. It is 

through professional development offered by both school districts and university 
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teacher-preparation programs that cooperating teachers are provided with the 

support and instruction that will allow them to be successful mentors. 

Offering professional development to cooperating teachers to support 

them in mentoring student teachers allows the veteran to be advised of the best 

practices in mentoring. As part of the preparation to mentor, a cooperating 

teacher should be instructed in ways to be transparent about her classroom-

management actions and to think for the benefit of her student teacher. In 

initiating intentional conversations about classroom management and the 

decision-making processes that she goes through, a cooperating teacher can 

give a powerful illustration of management success to her student teacher.  

Likewise, additional professional development should be offered to 

cooperating teachers through the university teacher-preparation program, school, 

or district concerning the skills related to co-teaching and classroom sharing. 

Often, co-teaching is thought of as having the student teacher assist in a lesson. 

However, effective co-teaching allows for both the student and cooperating 

teacher to be actively involved in the planning, preparation, execution, 

management, and assessment of a lesson (Kamens, 2007). When co-teaching, 

both educators work collaboratively or take turns performing the various teaching 

tasks, thus offering the student teacher a chance to learn and grow in direct 

correlation to her experiences. In addition to providing cooperating teachers 

guidance on co-teaching, professional development should also be offered to aid 

educators in developing ways to allow for classroom sharing to help support their 
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student teachers‘ learning (Miller et al,, 1995). The act of classroom sharing 

provides the student teacher an opportunity to take on some of the responsibility 

of the day-to-day classroom routine, teaching, and managing, among other 

traditional tasks of educators. This should be done throughout the semester 

rather than only as the student teacher takes on full responsibility of the 

classroom. Cooperating teachers who are prepared, through professional 

development, for these types of mentoring approaches are able to provide 

student teachers with more opportunities for success. 

As an implication of this study, it is apparent that student teachers, 

university teacher-educators, and cooperating teachers must be forthcoming in 

their conversations with one another about the classroom management decision-

making skills needed. With a better understanding of the needs of student 

teachers and how teacher-educators and cooperating teachers can assist come 

more in-depth questions. It is vital for the sake of the profession and for all 

students that future research is constantly on the forefront of change in the field. 

RECOMMENDATIONS FOR FUTURE RESEARCH 

As with most qualitative research, the primary investigator is left with more 

questions than answers. As part of the future of this study, it would be effective to 

broaden the study both in longevity and in number of participants. This would 

allow for a better understanding of the decision-making needs of student 

teachers and how they are best met by their cooperating teachers and university 
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teacher-education programs. Further, it would be productive to reduce 

researcher bias in future studies. To do this, interviews should be conducted 

following explicit decision-making conversations between cooperating teachers 

and student teachers. This would better reveal the student teachers‘ 

understandings and needs regarding the skill learning of classroom management 

decision making. Likewise, the study could be expanded to encompass 

pedagogical and curricular decision making as well. 

In an effort to further the study of classroom management decision 

making, researchers need to follow participants through the three semesters of 

their professional development sequence and then into their first year(s) of 

teaching. This would illustrate how the decision-making and classroom-

management learning in the cooperating teachers‘ classrooms is put into action 

in the novice teachers‘ new classrooms. 

As student teachers enter the field and learn to teach and manage, it 

would also be beneficial to investigate the curriculum used in the university 

methods courses to teach classroom and behavior management. Likewise, the 

teaching approaches, theories, and practices used could be studied as well to 

gain better insight into the education offered to preservice teachers in addition to 

their field experiences. Studying these different approaches to teaching and 

researching classroom-management learning, on behalf of future educators, is 

imperative to the continued growth of the craft and the success of student 

teachers. 
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FINAL COMMENTS 

The profession of educating others is one that is constantly growing, both 

in need and in understanding. As students enter the field in their student-teaching 

semesters, they are often expected to teach and manage as though they are 

highly experienced. While they are given support from their cooperating teachers 

and university teacher educators, they face a quite steep learning curve. It is of 

utmost importance that they are given a great deal of support in the relationships 

they build with their fellow student teachers, their cooperating teachers, and their 

university faculty and staff. They should be directed in the conversations they 

hold and should be given the opportunity to explicitly learn the fine art of making 

classroom-management decisions. Student teachers need to be given every 

opportunity to learn how to make sound classroom-management decisions, thus 

leading to more successful management and teaching. 

Teachers are ―like circus performers who keep plates spinning on top of 

sticks…‖ (Brophy, 1987, p. 5). The five participants of this research—Chloe, Eva, 

Lisa, Kara, and Morgan—over the course of their professional development 

sequence, successfully learned not only how to spin one plate but also how to 

decide which plates to let fall and which to diligently keep in motion. Each student 

teacher learned this at her own pace and in her own time as she observed her 

cooperating teacher, experimented with the content and pedagogy, and learned 

about herself as a manager. During this time, the five of them learned the true art 

of managing the three-ring circus. 
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Appendix A: Interview #1 Protocol 
Focus: Establishing PST’s perceptions of student teaching, cooperating teacher relationship, and classroom 

management preparation 

Student Teaching 

 How is student teaching going thus far? 

 How does it differ from Intern I/II? 

 Did you feel prepared to begin student teaching? 

 What expectations do you have for yourself this semester? 

 What, do you feel, is the most important part of student teaching? What do 

you hope to take away from the semester? 

Cooperating Teacher Relationship 

 Is this your first semester with your cooperating teacher? 

 What expectations do you have for your CT this semester? 

 How important is the relationship between the PST and the CT? 

 What kind of communication should CTs and PSTs need to have? 

 What role do CTs play in your preparation? What role does the University 

play? 

Classroom Management Preparation 

 What classroom management preparation have you had thus far? 

 How do you feel about your preparation? 

 How important is classroom management in your teacher preparation? 

 What is the role of classroom management in your current classroom? 

 What approaches to managing a classroom do you prefer? 

 How would you categorize your CT as a manager? 

 Do you feel comfortable being in charge of your current classroom? 

 How does your CT feel about your role in the classroom? 



 136 

 Do you feel prepared/ welcome/ comfortable to make decisions about 

discipline in the classroom? 

 Share with me your thoughts about the difference between management 

and discipline? 

 Do you and your CT have conversations about classroom management? 

 Does she share with you the reasons behind different management 

techniques she employs? 

 At this point in time would you feel comfortable developing and putting into 

practice a classroom management program in your own classroom? 
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Appendix B: Interview #2 Protocol 

Classroom Management 

 Describe your cooperating teacher‘s management plan. 

 Now that you have finished your student teaching how do you feel about 

you ability to manage and teach? 

 What did you learn about yourself as a manager during your total teach 

time? 

 How would you categorize yourself as a manager? 

 When thinking about your own classroom-describe the overall 

management plan you will use. 

 When writing lesson plans how much time do you spend thinking about 

how you will manage the class? 

Decision Making 

 How much freedom where you give during student teaching to decide 

what to teach? How to manage? 

 Do you feel comfortable making decisions about how to manage your 

classroom? 

 What opportunities to manage where you given during your student 

teaching? 

 Do you find it difficult to make decisions about when to discipline? 

Reflecting on Teaching 

 In what ways did you reflect on your teaching this semester? 

 Did you find it effective? 

 How do you prefer to reflect? Written/spoken? Prompted/free? 

Teacher Identity/Knowledge 

 When did you start feeling like a teacher? 
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 Do you feel comfortable to start thinking like a teacher? 

 What does teacher knowledge mean? 
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Teaching and Managing Diverse Populations 

 Define the population you taught during your student teaching semester? 

 Is that a similar population you see yourself teaching full time? 

 Do you find it necessary to change your teaching or managing styles when 

working with diverse populations? 

Closing 

 Reflect on your semester? What have you learned? How have you grown? 

What do you still want to know? What are you looking forward to? What 

are your plans after graduation? 
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Appendix C: Scenario Cards 

OPEN-ENDED SCENARIO 1 

During a read aloud there is a student who is sitting to your left who has a 

number of questions about related to the story, but each time he asks his 

question, and you try to answer, someone else interrupts with a question of their 

own. You address the interrupter's question only to discover 2 other students 

shouting out questions of their own. 

OPEN-ENDED SCENARIO 2 

You are walking your class to recess when you discover 3 students at the 

back of your single line snickering and acting silly. They see you looking at them 

from the front of the line and they straighten up for a few seconds only to return 

to their previous behavior. You call out their names and one student responds 

with a ―what, I‘m not doing anything‖ look on her face and returns to chatting with 

her friends. 

CLOSED SCENARIO 1 

During an independent writing time you are calling students up individually 

to conference over their writing. Leo is quietly doing his work when Kyle starts to 

ask him a question about what he is doing this weekend. Leo attempts to ignore 

Kyle, but grows frustrated and comes over to you to tattle. Upon hearing his tattle 

you instruct Leo to continue ignoring Kyle and return to his work. You then call 

Kyle over and instruct him to change his color card and move away from Leo and 

get back to work. 
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CLOSED SCENARIO 2 

You spend several minutes one day lecturing your students about their 

behavior and the incessant talking. After this unusually noisy afternoon, due to 

your chatty students, you decide to rearrange the seating chart. You purposefully 

separate certain students from one another and locate your most disruptive 

students to certain points in the room closest to the teacher‘s desk. 

QUOTE 1 – BROPHY 

Like circus performers who keep plates spinning on top of sticks, teachers 

must not only establish a management system that works but keep it working by 

monitoring events continually and responding quickly when breakdowns threaten. 

(1987) 

QUOTE 2 – DEWEY 

A person who is trained to consider his actions, to undertake them 

deliberately, is in so far forth disciplined. Add to this ability a power to endure in 

an intelligently chosen course in the face of distraction, confusion, and difficulty, 

and you have the essence of discipline. (1916) 

QUOTE 3 – NODDINGS 

―To have as our educational goal the production of caring, competent, 

loving, lovable people is not anti-intellectual; it demonstrates respect for the full 

range of human talents.‖ (1995) 
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Appendix D: 2008–2010 Bachelor of Science in Applied Learning 

and Development 

EARLY CHILDHOOD TO SIXTH GRADE ESL 

GENERALIST CERTIFICATION 

124 Semester hours 

 

UNIVERSITY CORE CURRICULUM  

The courses listed below will satisfy University Core Curriculum requirements and ALD major requirements.  

†See Core Curriculum list in SZB 216 or BEL 1005 for courses to satisfy these requirements.  

The Core requirement for a substantial writing requirement is satisfied by ALD 328, taken in the PDS.  

First-year Signature Course (3 semester hours) 

_____ UGS 302-W or 303 — Signature Course  

English Composition (3 semester hours) 

_____ RHE 306 — Rhetoric and Composition 

Humanities (3 semester hours) 

_____ E 316K — Masterworks of Literature 

American and Texas Government (6 semester hours) 

_________________ GOV 310L — American Government 

_________________ GOV 312L — Issues and Policies in American Government 

American History (6 semester hours, 3 of which may be Texas history) † 

_________________ _________________ U.S. History  

Social Science (3 semester hours) 

_____ PSY 301 — Introduction to Psychology 

Mathematics (3 semester hours) 

_____ M 302 — Introduction to Mathematics OR  

M 303D — Applicable Mathematics OR  

M 305G — Elementary Functions & Coordinate Geometry OR  
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M 316 — Elementary Statistical Methods OR  

M 403K, M 408K or M 408C — 4 semester hours 

Natural Sciences, Part I (6 semester hours) 

_____ NSC 306J — Science for the 21st Century I  

_____ NSC 306K — Science for the 21st Century II 

Natural Sciences, Part II (3 semester hours)  

_____ NSC 306L — Science for the 21st Century III  

Visual and Performing Arts (3 semester hours) † 

_________________ Art History (ARH), Art (ART), Ensemble (ENS), Fine Arts (F A),  

Music (MUS), Studio Art (ART), or Theatre and Dance (T D)  
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OTHER REQUIRED COURSES 

Language Other Than English (semester hours vary)  

Although the number of hours may vary, based on where the coursework was taken and the language selected, 

proficiency is required at the second-semester level: 

_________________ Language 306, 406, or 506 (waived if SPN 508K taken at UT) 

_________________ Language 307, 407, 507, 508K, or 604 

Cultural Diversity (3 semester hours)  

_________________ Coursework dealing with cultural diversity in the United States. A list of acceptable courses is 

available in SZB 216 and BEL 1005.  

Mathematics (6 semester hours) 

_____ M 316K — Foundations of Arithmetic (PDS Prerequisite) 

_____ M 316L — Foundations of Geometry, Probability and Statistics  

Information Studies (3 semester hours) 

_____ INF 322T — Children's Literature 

Natural Sciences (3 semester hours)  

_____ NSC 306M — Science for the 21st Century IV  

MAJOR COURSEWORK (21 semester hours)  

All major coursework plus M 316K must be completed with a "C" or above before entering the Professional Development 

Sequence. 

_____ ALD 320 — Cognition, Human Learning, and Motivation OR  

• ALD 321 — Play in Early Childhood Development 

_____ • ALD 322 — Individual Differences 

_____ • ALD 329 — Acquisition of Languages and Literacies (formerly ALD 325) 

_____ • ALD 327 — Sociocultural Influences on Learning 

_____ ALD 330 — Language in Education (formerly EDC 371 - Applied Linguistics)  

_____ HED 329K — Child, Adolescent, and Adult Health 

_____ • KIN 314 — Children's Movement  

• These courses have a required field component ranging from 3-15 hours per semester,  

depending upon the class. 

PROFESSIONAL DEVELOPMENT SEQUENCE (PDS) 
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You must apply and be admitted to the Professional Development Sequence before you can take these courses. 

Please see the reverse side for information. 

The following courses are required in the Professional Development Sequence, although certain cohorts may require substitute 

coursework. Occasionally, the semester in which courses are taken may also differ than what is listed below. No other courses 

can be taken along with the three PDS semesters. The PDS is 3 long semesters. The Intern I semester will consist of 15 semester 

hours of coursework, as well as an internship at a Pre-K, K, or first-grade classroom for about 12-14 hours/week. The Intern II 

semester has 12 semester hours of coursework, and a 16 hour/week internship in a 2nd through 6th grade classroom. The final 

Practicum (Apprentice Teaching) semester is worth 12 semester hours of coursework credit, and students are at the schools 

Monday through Friday 7:30 a.m. to 3:30 p.m.  

INTERN I: EDC 371G — Guiding Young Children in Groups  

EDC 370E — Elementary Social Studies Methods  

EDC 370E — Teaching English as a Second Language  

ALD 328 — Applied Human Learning-W  

EDC 339D — Reading Assessment and Development 

INTERN II: EDC 331E — School Organization and Classroom Management  

EDC 370E — Elementary Mathematics Methods  

EDC 670EA — Elementary Reading Methods  

EDC 670EB — Elementary Language Arts Methods-W 

APPRENTICE TEACHING:  

EDC 370E — Elementary Science Methods  

EDC 950E — Elementary Grade Teaching Practicum  

EDC courses are found under "Curriculum and Instruction." 

 (-W) Writing Flag Course 
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Appendix E: EDC 331E School Organization & Classroom 

Management 

Cohort M Fall 2009 

Class sessions: Wednesday, SZB 518C 1-4 PM 

Unique Number 09025 

The University of Texas at Austin 

Department of Curriculum and Instruction 

Instructor:  

Office: SZB 459 

Office Hours: Wed 12 PM-12:30 PM or by appointment 

Phone:  

Email:  

COURSE DESCRIPTION 

The focus of this course is on principles and strategies for developing and 

maintaining an effective classroom environment. The content and understanding 

are intended to: 

 provide a broad-based foundation of classroom organization and teachers‘ 

perspectives that promote students‘ learning.  

https://utdirect.utexas.edu/nrport/clips_admv.WBX?&s_component=0&s_semester_ccyys=20099&s_class_unique=09025
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 build an understanding that is reflected in practice that models the 

relationship between effective classroom, stellar instruction and 

motivation. 

 introduce behavior management models so you may consider their 

compatibility to your vision of your classroom. 

 encourage you to think deeply and critically about the contexts in which 

you are working. 

 enable you to begin to articulate the central values and beliefs that inform 

your perspective on teaching and how that is reflected in your classroom 

organization and management. 

 instill a commitment to principled practice and to certain habits of mind 

that lead to good teaching and learning. 

 provide an avenue to express your opinions, present your ideas in a 

formal setting, and begin to appreciate the value of being a member of a 

professional community. 

 establish a collection/portfolio of strategies, ideas, and skills that may be 

accessed/enhanced throughout your career.  

 ensure you have the necessary knowledge and information to meet the 

requirements as set by the state of Texas. 

 build a set of tools that will assist you in responding/communicating 

professionally in various settings/situations. 
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COURSE TEXTS AND MATERIALS 

1. Electronic readings posted on Teachnet. 

2. The First Days of School: How to Be an Effective Teacher - Book and 

CD by Harry K. Wong, Rosemary T. Wong 

 (Paperback - Book and Enhanced CD)Publisher: Wong, Harry K. 

Publications  

Pub. Date: August 2004 ISBN-13: 9780962936067 Edition 4 

3. Fred Jones Tools for Teaching: Discipline, Instruction, Motivation 

[With DVD] by Fredric H. Jones, Brian T. Jones (Illustrator) , Patrick 

Jones (With)  

ISBN: 9780965026307 Publisher: Fredric H. Jones & Associates 

(10/2000) Edition 2 

 

COURSE REQUIREMENTS 

EDC 331E School Organization & Classroom Management is a course about 

how to establish an effective classroom environment that supports and enhances 

the learning and success of all students. To get this far into your career, I know 

that all of you are intelligent, creative, and motivated, and I know that you want to 

build your skill set and utilize it to become an effective teacher. Thus, I am certain 

http://search.barnesandnoble.com/booksearch/results.asp?ATH=Harry+K%2E+Wong
http://search.barnesandnoble.com/booksearch/results.asp?ATH=Rosemary+T%2E+Wong
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that each of you is capable of earning an A in this class. To reach this goal you 

must meet the requirements listed below: 

 

Professionalism  

 Class contributions, building the cohort community, 

attendance, attention to UT/class/cohort guidelines  

 Organization/content of your notebook  

 Your professional response to feedback 

15 

pts 

Evaluation Opportunities         85 % of the course grade 

 Weekly Reflections & assignments 

20 

pts 

 Video lesson reflection/plan for improvement 

15 

pts  

 Your portfolio/20 great ideas(partner assignment) includes 6 

bulletin board ideas that will promote a collaborative 

classroom community & environment 

 Class presentation-selection of 10/20 great ideas(partner 

presentation w/individual accountability) 

10 

pts  

 

10 

pts 

 Your personal classroom management vision/system 

30 

pts 
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1. Professional conduct 

(15% of your course grade) 

Attendance. Regular attendance at all class meetings is a requirement of this 

course: you can‘t learn if you‘re not here. For each class session you miss, 5 

points will be deducted from your final grade for the course.  

Each of you will be granted one Emergency Release (ER). Your ER excuses you 

from one class session with no penalty. To use your ER you must notify me by 

email or phone BEFORE class. (If you fail to contact me before class, your 

ER will not count and you will lose 5 points.) Save your ER for medical 

issues, family demands, car trouble, etc. All other absences are unexcused and 

will affect your grade. *Students will not be penalized for absences due to the 

observance of religious holidays that fall on our scheduled class day. You must 

give me advance notice of these absences so I can make the necessary 

accommodations. All other absences are unexcused and will affect your grade. It 

is your responsibility to contact me to find out your make up work. In addition, 

contact the responsible committee to apprise yourself of discussion. Make sure 

you review the PPT/readings/assignments carefully. 

Punctuality. Coming to class on time and ready to learn is another course 

requirement designed to help you learn as much as possible. When you come to 

class, please sign in and respond to the opening question. I expect this to be 

done by 1 pm. Your first tardy, which means arriving to class after 1 PM will be 
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excused (it does not matter if the lecture has started or not); any additional 

tardies will cause 1 point to be deducted from your final course grade. and so 

on with each additional time you are late.  

Development of technology skills. Your iBook laptop will be an integral part of 

this course and should be brought along w/the power supply, to class each week. 

It will be used to support your learning in a range of ways in our classroom, in 

your placement classrooms, and in the completion of our assignments. Several 

of your course assignments are designed to build your skill in working with the 

tools and software applications most useful to elementary teachers. If you do not 

have technical proficiency necessary to use these tools and applications, the 

expectation for this course is that you will take advantage of one of the many 

resources available to support you in developing these skills. Please visit the 

laptop help desk on the 5th floor of the Sanchez Building to find out more about 

these learning resources.  

Internship. Your experiences in your field placement are an integral part of 

ED331E. In addition to completing all of the requirements listed on this syllabus, 

you must also successfully complete all of your field placement requirements in 

order to receive credit for this course. (Unexcused field placement 

absences/tardies will affect your grade in this course.) Successful 

completion of the field placement will be determined by me, your cohort 

coordinator, in partnership with your university facilitator and cooperating 

teacher. 



 152 

Inadequate performance or professionalism during the field experience may 

result in the development of an Individual Performance Plan. The purpose of an 

IPP is to identify clearly any aspect of student performance that is unacceptable 

and to establish goals and target dates for improved performance. Failure to 

achieve the goals of an IPP could result in termination of the student‘s field 

experience. 

 

Parent permission. Interns must secure permission from parents to photograph 

and videotape the students in the placement classroom. Students whose parents 

do not give permission cannot be included in any project or assignment that 

involves photos and videos. In some schools, principals have determined that 

general school photography forms already signed by parents are adequate to 

cover interns working under teacher supervision for educational purposes. At 

schools that require separate permission forms, interns should use the parent 

permission forms provide at the end of this document. 

 (Forms are provided in English and Spanish in accordance with AISD district 

regulations.) Please show the form to your cooperating teacher and/or 

principal the first week of your field placement of before sending it home 

with students. Develop a system/checklist for keeping up w/those 

forms/parent responses. This form will be turned in during the semester. 
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Laptop, PDA, iPod/MP3 player and cell-phone etiquette. In order to support 

the creation of a learning environment in our class, laptops must only be used in 

appropriate ways and at appropriate times. Class materials will be posted after 

class on Teachnet and thus, your laptop can be a helpful reference tool for you to 

use throughout the semester. Knowing that you are committed learners, I expect 

that you will use your laptop in appropriate ways and at appropriate times. Using 

your PDA, iPod/MP3 player, or cell-phone in class surfing the net, IM-ing , 

texting, checking email/my space/Facebook, shopping, doing research, 

downloading pictures or videos, listening to music, or completing assignments for 

other classes at times, etc when you need to be participating in class and taking 

responsibility for your learning and professional development are all examples of 

inappropriate use of technology. However that is not an exhaustive list!  

Class participation. 

 Participation includes: 

 coming to class with  

o your laptop/power supply 

o information gathered in your placement classroom or from your CT 

o any other necessary materials 

o your texts 

o your binder 

 completing all of the assigned readings for each class session 
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 demonstrating your understanding of your reading/assignments by 

participating actively in class discussions and activities 

 posting reflections and other mini-assignments linked to in-class activities 

and/or to work in your placement classroom 

 demonstrating a commitment to your own learning 

 organizing and keeping your notebook as a dynamic document/system 

 supporting the learning of your classmates and the children in your 

placement class.  

 As professional educators, we are always receiving feedback; from 

parents, students, supervisors, peers, etc. In this class, we will practice 

listening, asking questions and communicating professionally. 

 

COURSE CONTENT AND ORGANIZATION 

Date  Topic Readings Assignments 

Week 

1 – 

8/26 

Introduction to 

Classroom 

Management  

Focus on prevention 

The First Days of 

School 

In class: 

Create an intro to 

your class. Wong 

p107 

Create a system 

for organizing 

Bring to class: 

 your binder  

 laptop 

 textbooks 

Focus in the field: 
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Wong p110 

 

video permission 

forms. 

Download forms. 

Learn all the students‘ 

names in your new 

classroom. 

Collect CT info.  

Week 

2 – 9/2 

Learning from the 

―naturals‖ 

Arranging Your 

Classroom 

Proximity and 

arranging your 

classroom 

Assign interview 

Jones Ch 1-2 

 

Focus in the Field:  

Review your CT‘s 

Substitute Folder(Make 

a copy if possible) 

Sketch your CT‘s 

classroom. Use the 

rubric to include 

common elements. 

Week 

3 – 9/9 

 

Clarifying 

Expectations 

Rules, chores, 

procedures 

Jones Ch 11-12 

Wong Ch 18-19 

skim 

Focus in the field: 

Collect examples of 

rules. 

Make a list of 

procedures that you 

observe students 

following in the CT‘s 

classroom. 

Week Stellar Instruction and Wong Ch 21 Focus in the Field: 
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4 – 

9/16 

 

classroom 

management 

 

 

 

Selected 

electronic reading 

on Teachnet 

Zone in on how your CT 

teaches to all modalities 

and differentiates for 

different learning styles 

to promote success. 

  

 

 

 

  

    

Week 

5 – 

9/23  

 

Monitoring student 

work and providing 

effective feedback 

Creating independent 

learners 

Jones-Ch 5-6 

Wong Ch 22-23 

skim 

Focus in the Field: 

Practice using Praise, 

Prompt, Leave  

Write a reflection about 

your practice. 

Week 

6 – 

9/30 

Using graphic 

organizers and mind 

maps 

Incorporating 3 

learning modalities 

Jones- Ch 7-8 Focus in the Field: 

Go on a treasure hunt 

for VIPs in your CTs 

classroom and 

throughout the school if 

possible. Take photos or 

ask for copies. Bring to 
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our next class. 

Week 

7 – 

10/7 

Focus on motivation 

Cooperation is a Gift 

Taking a look at 

programs that 

promote collaboration 

Jones Ch 9-10 

 

Focus in the Field: 

Video your lesson this 

week 

 

Week 

8 – 

10/14 

Examining the art of 

meaning business 

The power of effective 

body language 

  

 

Jones Ch 13  

 

Reflection Paper 

on Video Due 

Focus in the Field: 

Practice using the 

choreography of limiting 

setting. Write a reflection 

in your notebook about 

how it felt, if it seemed to 

work, your ponderings. 

Week 

9 – 

10/21 

AH 

Motivation 

Understanding 

incentives 

 

Taking a look at 

different management 

systems/philosophies. 

Wong Ch 9-10 

 

Focus in the Field: 

Ask to interview the 

school counselor about 

his/her role in the 

school. Ask for a list of 

topics that he/she may 

incorporate in classroom 

guidance. 
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Week 

10 – 

10/28 

The role of effective 

communication 

Remaining calm & 

responding 

professionally 

to feedback 

Workshop: 

Using OWS- 

partner work on 

portfolio project 

Jones Ch 14-16 

Wong Ch 13  

Focus in the Field: 

Interview your CT about 

the importance of 

―remaining calm‖ during 

a parent conference.  

Practice ―calm is 

strength‖ and be ready 

to share an anecdote 

with our class. 

Week 

11 – 

11/4 

Setting limits 

Dealing with backtalk 

and the unexpected 

 

Jones Ch 17-18 

Selected readings 

on Teachnet 

 

 

Groups1-4 

present ―Ideas‖ 

portfolios. 

Focus in the Field: 

Interview the principal or 

AP about their 

expectations about 

when to send a student 

to the office. 

Make a copy of the 

school‘s code of 

discipline. 

 

Week -Win-Win Strategies Jones-Chapter 19 Focus in the Field: 
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12 – 

11/11 

AH 

-Facing Challenges 

Panel of Professionals 

 

 

 

 

Selected readings 

on Teachnet 

 

Groups 5–8 

present ―Ideas‖ 

portfolios. 

Take an anecdotal note 

on any student in your 

class who has a special 

need. Select an 

opportunity that 

demonstrates the CT 

using a management 

strategy that seems 

―tailor made‖ for that 

student. Describe the 

incident/potential 

incident, actions of the 

CT and the resulting 

student behavior. 

Week 

13 – 

11/18  

 

Responding to Crisis 

Behaviors 

Multicultural 

considerations 

Clarifying your 

personal management 

philosophy and 

Jones Ch 24-25 

Selected readings 

on Teachnet 

 

Group 9 presents 

―Ideas‖ portfolios. 

Focus in the Field:  

 

Ask your CT to review 

your ideas regarding 

your personal 

philosophy and system 

of management 



 160 

creating your plan 

Week 

14 – 

11/25 

Taking the next steps 

for apprentice 

teaching 

WORKSHOP- 

work on your 

philosophy/System of 

Management  

NO 

ASSIGNMENT 

HAPPY 

THANKSGIVING! 

All groups post 

―Ideas‖ portfolios 

 

    

    

Week 

15 – 

12/2 

Last 

class  

Explore resources, In-

class role play/share 

ideas , response to a 

classroom 

management 

scenarios 

Find five helpful 

websites for 

beginning 

teachers. Be sure 

and check them 

out! Write a 

couple of 

sentences that 

describe each 

Hard copy: 

Personal 

Philosophy/System of 

Management Due 
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site. 

Have the list of 

urls ready to post 

during class. 

 

All papers, assignments, and projects must be complete and handed in by the 

beginning of the class session on which they are due. 

All papers must be word-processed, double spaced, 12 point TT font, with 

numbered pages. A footer including your name and date should be added to your 

doc. 

Written work that receives the highest grades must be well-organized, 

informative, and reflect the following: 

 Logic and clarity: Can reader understand what you are saying? Are 

conclusions supported by evidence? 

 Depth of thinking: Does the writing show evidence that you are making 

connections between personal experience, class discussions, and 

readings. 

 Grammatical accuracy: Are spelling, punctuation, sentence structure, etc. 

correct? 



 162 

 Language of an educator-Does your writing reflect your professional 

expertise and philosophy in a way that is accurate, and demonstrates 

clarity and respect? 

Students must successfully complete their field placement (internship) 

requirements in order to receive credit for this course and to advance to the third 

semester of the PDS (apprenticeship). 

 

1. Class Readings, in-class assignments and Responses, Field focus, 

Discussion Starters  

Be sure to read your assignments thoughtfully and carefully before each class 

period. There will be a variety of response/conversation tasks associated with 

your readings. One of the major goals of this course (and of your internship) 

is to foster your thinking and professional behaviors from ―what you have to 

do for the course grade‖ to ―what learning you choose to take with you to be a 

better teacher.‖ 20 pts DUE: Weekly  

 

2. Videos and Reflection Paper 

First, be proactive and videotape yourself teaching/leading the class for a 5 

minute period using the same equipment that you will use for a 30 minute 

taping session. Review your video and complete the self-checklist provided in 

class. This assignment is to ensure that your video permission forms are in 
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and that your video equipment is available and fully functioning for the next 

part of the assignment.  

DUE : week of September 23 

Next, videotape yourself teaching a 25 – 30 minute planned lesson, checked 

and approved by your CT. (Week of Oct 7) Review your videotape with a 

detailed/reflective eye while completing the video reflection form as a 

springboard for future teaching adjustments. Using the information on the 

form, create a plan of improvement for future lessons by targeting at least 3 

areas of classroom management. Examples of management to focus may 

include: monitoring, planning, engagement, environment, control, 

assessment, teacher language, body language, or others that may be listed 

on your video reflection form. A rubric will be provided. 

In your plan for improvement, for each targeted area of management, you will  

State the area you noticed. 

Refer to your video critique and record the reason(s) for improvement 

needed 

Present your brief plan of what or how you will change the next lessons 

you teach citing course readings, observations of your CT, or your prior 

learning.  

(2-3 pages double spaced) Normal margins 

Turn in the video checklist, the video reflection form, and the plan for 

improvement , all stapled together. Keep the video that you made until the 
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end of the PDS and only turn it in upon request. 15 pts Hard copy DUE : Oct 

14, 2009 

 

 

3. NOTEBOOK REQUIREMENTS: The purpose of the Intern Notebook is to 

prioritize/ gather/organize important information related to your 

internship/classroom management/instruction that you can use in the 

future. As a teacher, you will be inundated with forms, deadlines, 

important documents, as well as ―bright ideas‖. Preplanning a system for 

filing and retrieving this info is one ―tool‖ that will get your career on track. 

Part One of the notebook will be for documenting what you consider 

valuable, interesting, or intriguing in your reading assignments and 

classroom discussions. You will take notes in class on your laptop and 

as you read each chapter/module in your textbooks & readings. Your 

notes may contain your own opinion or reaction to what you have read. 

The notes will be organized by weekly class topics. 

Part Two of the notebook will include all your internship requirements 

documentation. Items should include lesson plans, observation 

feedback, pictures of your bulletin boards, cohort calendar, contact 

info, etc.  

Part Three of the notebook will be a collection of useful ideas from a 

variety of sources. The ideas collected must reflect purpose and your 
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interest in using them in the future. Your sources may be from your CT, 

other teachers, peers, readings, etc. Activities, strategies, songs, 

games, bulletin boards, websites, lists of children‘s literature, are just 

examples of what you want to collect. Include the ideas you will receive 

from the class assignment ―Stellar Ideas for a Fantastic First Year‖. 

The notebook will be reviewed periodically throughout the semester as 

well as during your apprentice semester. Your UF, Cohort Coordinator 

and CT will form a team to springboard your portfolio. Your cohort 

colleagues will be great collaborators as well. 15 pts  

(part of professionalism- Ongoing throughout the semester) 

 

4. PERSONAL MANAGEMENT PLAN: You will engage in a variety of 

activities throughout the semester that will culminate in the development of 

a management plan to aid you during your practicum semester and into 

your first years of teaching. This plan will be a three-four page paper that 

will describe your classroom management philosophy and style. It should 

include the principles and the classroom management models that have 

influenced your thinking the most. You will also be able to apply what you 

have studied in your other professional development sequence courses, in 

addition to what you have observed and experienced in your field 

placements. Although your plan will become a working document in your 

future classroom experiences, you should consider this assignment worthy 
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of sharing with a principal or a hiring committee. Place a copy of this plan 

in your Intern Notebook for future reference. A detailed rubric will be 

provided in class. 30 pts  

Hard copy due on Dec 2, 2009 

 

5. ―IDEAS FOR A FANTASTIC FIRST YEAR‖  

(20 Stellar Teaching/Management Ideas):  

This collaborative project has been designed to provide experience in 

working with a teammate to create a core of useful organization and 

management ideas. By the second day of class, you should find one other 

cohort colleague who is interning at a campus different from you. 

Together, your task this semester is to create a portfolio summarizing 20 

ideas (10 ea) for your first year of teaching. Six of those ideas (3 each) 

must be bulletin board/display ideas that are designed to build a 

collaborative classroom climate. The other 14 ideas should be an 

assortment of ideas that should help you have an organized classroom 

during your apprentice semester and into your first years of teaching. My 

hope is that you will continue to add to this collection as you progress 

through your career. Feel free to ask me to look at your projects as they 

develop. I would be happy to offer feedback. 

In your portfolio, you might include any (or all) of the following:  

The First Few Days 
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Warm up activities 

Five-Minute Activities 

Relationship building 

Dealing with Inappropriate Behavior 

Beginning the Day/Ending the Day 

Lining-Up Procedures 

Chores 

Building a partnership with families 

Quiet Signals 

Books that Meet Special Needs 

 

Any other pertinent topics that center on the organization and management of 

the classroom  

Six/twenty ideas must be bulletin board/display ideas that promote building 

relationship/positive classroom climate. These should be ideas that you 

discover as you explore your school/prior placement. 

Aim for a balance and refrain from presenting ideas in only one or two 

categories.  

To create the portfolio: 

Describe each idea along with enough information that would enable 

someone to utilize it based solely on your description (attach an 

example/photo if necessary).  
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Gather your ideas from a variety of sources: professional journals, your 

classroom and school, your classmates, teaching idea books, the internet, 

veteran teachers and more. 

Reference the origin of each idea, including all pertinent information.  

On the due date, your duo/group will present 10/20 Stellar ideas. (One group 

will have 3 members. That group will have 30 ideas/8 bulletin board-display 

ideas. They will present 15/30.) Allow 12-15 minutes for your presentation. 

You and your partner/s will lead the class/or small group in one or more of 

your activities and demonstrate, use technology, and/or talk about the other 

10 ideas. It will be helpful to think about this presentation in terms of a 15-

minute lesson. Plan your presentation carefully so it will move logically and at 

an interesting pace. You and your partner/s will receive individual grades 

based on your part of the presentation. 

Following all the presentations, you will share your portfolio electronically for 

all cohort members to save. Each of you should come away with 

approximately 200 ideas! 

Groups will present these lessons on November 4, 11 & 18. Your duo/group 

will be assigned one of these dates to make your presentation. Your grade 

will be determined by: 

Content/clarity of the ideas/variety 

Organization & documentation of source 
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Class Presentation  

(Each individual will receive a separate presentation score) 

Use of Technology  

Exceptional Effort 

20 pts (10 content/10 presentation)  

Post electronically 11/18 after last presentation. 

Additional clarification will be presented in class. 
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Appendix F: EDC 331C Fall 2008 Syllabus 

 

 

Required Texts:  

 Tools for Teaching Second Ed. by Fred Jones $24.00  

 Course Handouts 

 

Course Description:  

This course will focus on the principles and strategies for establishing and maintaining an 

effective classroom learning environment. Through class discussions, study groups, reflective 

observations, and readings, we will work toward understanding how we organize and manage the 

classroom environment.  

We will explore how positive learning environments can work to alleviate many discipline 

problems and what strategies we can acquire to apply when we need to change student behavior. 

You will develop your personal philosophy of classroom management and plan to create the 

classroom you envision.  

   One objective of this class is to tie your field experiences in the schools with what you 

are learning in the classroom. We will set aside class time to share, reflect, and discuss to help 

EDC 331C - Fall 2008 

 
Instructor: ____________ and Teaching Assistant: ___________ 

 
Office Hours: By appointment and before and after class on Tuesday/Thursday 
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you make this connection. Many of these discussions will come from your notes and reflections in 

your “Book Circle Log.” You will see a close relationship to the required activities in your field 

internship and the 331C class. 

 

Course Requirements and Evaluation for Course Grade 

 You will be expected to take a major role in generating discussion based on assigned 

reading, classroom observations and your journal entries, and your reflective thinking about all of 

these. For our class discussions to be focused and meaningful, you must contribute your 

knowledge and interest and especially your questions. You will be expected to demonstrate 

your understanding by your class participation, assignments, and formal evaluations.  

 

 Attendance is expected. Attendance (including being on time) is expected. For each 

class missed, 5 points will be deducted from your final course grade. Each person will 

have one excused absence with no grade penalty. Use this for medical, family, or 

transportation emergencies. ALL OTHER absences will be unexcused and will affect 

your grade. Late arrivals and early departures from class will be recorded as an 

absence. Exceptions to these policies may be considered on an individual basis if 

verification of illness or other emergency has been provided. Please do everything you 

can to avoid being late or absent from class.  

 

 Attendance in your Apprentice Teaching Classroom and the required cohort 

seminars will also be reflected in your 331C Grade.  
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 Active and positive participation and contribution in our class activities and 

discussions is expected. Repeated disrespect of your classmates will result in a 

deduction of final points. 

 

Absence due to religious holiday: According to University Policy, ―A student who is absent from class or an examination for the 

observance of a religious holiday may complete the work missed within a reasonable time after the absence if proper notice is given. Prior 

notice must be given at least fourteen days before the day(s) the student will be absent. For religious holy days that fall within the first two 

weeks of the semester, notice should be given on the first day of the semester.‖  

 Academic Integrity 

All written work handed in by a student is considered to be his/her own work, prepared without unauthorized assistance.  

Scholastic Dishonesty 

Students who violate University rules on scholastic dishonesty are subject to disciplinary penalties, including the possibility of failure in the 

course and/or dismissal from the University. Since dishonesty harms the individual, all students, and the integrity of the University, policies 

on scholastic dishonesty will be strictly enforced. Refer to the Student Judicial Services website for official University policies and 

procedures on scholastic dishonesty.  

Accommodations 

―Students with disabilities (physical or cognitive) who need special accommodations should notify the instructor by presenting a letter 

prepared by the Services for Students with Disabilities Office. To ensure that the most appropriate accommodations can be provided, 

students should contact the SSD Office at 471-6259 or 471-4641 TTY. Any student with a documented disability (physical or cognitive) who 

requires academic accommodations should contact the Services for Students with Disabilities area of the Office of the Dean of Students at 

471-6259 (voice) or 471-4641 (TTY for users who are deaf or hard of hearing) as soon as possible to request an official letter outlining authorized 

accommodations.‖ UT Policy Handbook 

 

Respecting each other in the classroom 
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Cell Phone Etiquette 

 Please turn off or silence all cell phones and pagers during class 

 

Computer Etiquette 

 A special note: In order to support the creation of a learning environment in our class, 

laptops should be used in appropriate ways and at appropriate times. This means no surfing the 

net, IM-ing, checking or answering email or teachnet, online shopping, downloading music or 

other materials or completing assignments for other classes.  

 

Side Conservations 

 It is very distracting to your classmates and to me when you carry on side conservations 

with your friends during class lecture and discussions. It is especially inappropriate to talk when 

your classmates are talking. Please monitor and control your behavior to avoid creating this 

distraction. Thank you. 

 

Guest at Spicewood Elementary – be sure to ―sign in‖ in the front office before class each time. 

Let‘s leave the room clean and neat when we leave. Also remember there is a class right next 

door and our adult voices carry. You need to park in the Church parking lot across the street not 

in the school‘s visitors spots. 
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MAJOR REQUIREMENTS FOR 331C - 

Major Class Requirements -  

 1. Study/Discussion Groups 20% 

 2. Professional Portfolio (See handout) 50% 

  3. In-class activities and participation (you have to be present to get the 

points) 30% 

Points will also be deducted here for absences at required cohort and  

Field Experience meetings. 

If at any time you are concerned about your grade - SEE ME!!! 

 **************************************************************** 

 Grading Scale: A = 90-100%  B = 80-89%   C = 70-79%  

 

Discussion of Planned Assignment Requirements: 

 

  Study/Discussion Groups- we will form study groups for the semester to discuss 

various topics related to your reading and field experience. We will follow similar guidelines that 

we used for our literature circles last semester. You will need to respond weekly to the reading 

with thoughtful and reflective comments that further the discussion. You will have at least 1 class 

period that you are in charge of your group discussion as the discussion leader. Everyone should 

have in their journal the following: at least one question to ask the group, a connection to what 

you are seeing in your classroom that you want to discuss and something you think you might try. 
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These should be written in your journal. Your journal log and our observations will be the 

evaluation of this requirement. 20% 

       

 Professional Portfolio – your final product can be a paper notebook, a CD or both. 50% 

(See handout) 

 

In-class Activities – we will have numerous activities and skill guided practice sessions 

to master the new management techniques we are reading about. This is NOT material that you 

can get from a friend or by reading the power point. You must be present to get the 30% 

participation points for each class. 

 

EDC 331C - Fall 2008– Tentative Calendar 

Reading assigned from: Jones ―Tools for Teaching‖  

Reading and discussion questions should be completed before class!!  

 Part I: Study Groups, Class Discussion 

and Lectures about 2 hours 

 

Required 

Readings 

Part II: Workshop, In 

class Activities and 

Individual 

Conferences 

About 1 hour 

Class 1 

Thur  

Aug 28  

Course Requirements and Overview of 

Course Organize Class Study Groups 

 

 

 

Class 2 

Tue  

Learning from Teachers 

Dealing with student‘s feelings 

Ch. 1,2,3 

and 4 

In Class Activities 
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Sept 2nd Setting up the classroom: 

Room arrangement and routines 

Class 3 

Thur 

Sept 4th 

Setting Expectations: 

Rules, rules, rules – or not 

Ch. 11, 12 

and 16 

3-5 Minute 

Conference with or  

Class 4 

Tue 

Sept 9th 

Praise, Prompt, and Leave 

Managing Student‘s Work 

Ch 5 and 6  

Class 5 

Thur 

Sept 11 

Visual Instruction 

Say, See, Do Teaching –Lesson Plans 

Ch 7,8,9  

and 10 

 

Class 6 

Tues 

Sept 16th 

Managing Problem Behavior 

Setting Limits 

Ch. 13  

Class 7 

Thur 

Sept. 18th  

Calm is Strength and Being Consistent Ch. 14-15 3-5 Minute 

Conference with or  

Class 8 

Tues 

Sept 23rd 

Eliminating Backtalk Ch. 18-19  

Class 9 

Tues 

Sept 30th 

Responsibility Training Ch. 20-21  
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Class 10 

Tues 

Oct 7th 

Omission Training and PAT Ch. 22-23  

Class 11 

Oct. 14th 

Unexpected (and rare) behavior 

Dealing with Crises or ―When do I send 

a kid to the office?‖ 

Ch. 24-25 3-5 Minute 

Conference with or  

 Total Teach Oct 15-29
th
 (No UT Classes)   

Class 12 

Tues Nov 4th 

Work session for TExES   

Class 13 

Tue 

Nov. 11th 

  

What we have learned about 

classroom management – Discussion 

and Sharing of Portfolio  

 Class Evaluations 

  

Class 14 

 

Portfolio Due in my office: 

Arrangement for date and time TBA 
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