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Quality of field experiences during teacher education as well as individual characteristics of student
teachers are considered important for the development of teaching skills. In the present study we
investigated both organizational and individual predictors of self-rated teaching skills in student teachers
for secondary schools in Germany (N = 443). As predictor variables for teaching skills after a field
experience we assessed the perceived quality of the internship as well as personality traits, as control

variables prior educational experiences and academic abilities. The assessed quality feature “linking
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theory and practice” explained more variance in the prediction of teaching skills than personality traits.
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Over the last three decades, field experiences have been sys-
tematically integrated into many international teacher education
programs. The National Research Council (NRC) in the U.S. consid-
ered these teaching internships as “one of the three aspects of
preparation that have the highest potential for effects on outcomes
for students” (NRC, 2010, p. 180). Even though international
research has increasingly focused on the condj and the effi-
ciency of different forms of teaching internsh| mpirical evi-
dence is still scarce (cf. Clift & Bra 006; Ronfeldt & Reininger,
2012). In the U.S., most older ﬁnd@are based on case es.
Recent international work also relied on larger sampl nd
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relia |E= lid measures, and conclusions drawn regarding @t—
ber of teacher ang dent outcomes, such as teaching sl r

student achievem Bach, Besa, & Arnold, 2014; Boyd, Grossman,
Lankford, Loeb, & Wyckoff, 2009; Darling-Hammond, Chung, &
Frelow, 2002; Ronfeldt & Reininger, 2012; Schubarth, Gottmann, &
Krohn, 2014). Moreover, we know that not only organizational
conditions of the educational process but also individual charac-
teristics of the teachers affect their teaching skills (cf. Kunter,
Klusmann, et al., 2013; Rockoff, Jacob, Kane, & Staiger, 2011;
Zumwalt & Craig, 2008). For instance, studies focusing on the se-
lection of first-year students have emphasized the influence of
stable personality traits on the instructional quality of prospective
teachers (Mayr & Neuweg, 2006; Rockoff et al., 2011; Rothland,
2014; Rushton, Morgan, & Richard, 2007; Thornton, Peltier, &
Hill, 2005). Still, only a few studies focus on both organizational
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as well as individual predictors for the development of teaching
skills in teacher education (cf. Ronfeldt, Reiniger, & Kwok, 2013;
Schubarth et al., 2014).

The present study investigated how the quality of features of
field experiences and stable personality traits of student teachers
for secondary schools affect their self-rated teaching skills during
the teaching internship while controlling for cognitive ability and
the quantity of educational experiences prior to the academic
teacher education.

1. Theoretical background
1.1. Teacher education and field experiences in Germany

Teacher education in Germany in general consists of two
phases. A first, academic phase at universities includes the
acquisition of knowledge according to Shulman's (1987) frame-
work, i.e. two subject disciplines, pedagogical content knowledge,
and pedagogical knowledge. The duration of this first phase dif-
fers for the graduation track which depends on the type of sec-
ondary school the student teacher wants to teach. In Germany two
types of secondary school exist which lead to different qualifica-
tions. The graduation at the lower secondary school track (sec-
ondary level I) gives access to attendance at vocational schools or
at the higher secondary track (secondary level II). The latter leads
to the Abitur grade what is required to enter a university.
Depending on the graduation track the student teachers choose,
the first university phase lasts 4—5 years (longer for the teaching
at the secondary level II). The second phase of teacher education
consists of practical training focusing on the acquisition and
practice of teaching skills and routines. It takes place at the so
called Studienseminar for further instruction in didactics as well as
at schools for the practical training. At this stage, the trainee
teachers become individually responsible for their teaching, that
is, they are supervised by experienced mentor teachers
(Fachleiter) but they autonomously plan and perform their
teaching. The duration of this second phase depends on the
number and duration of practical phases during the first stage at
university and lasts between 1.5 and 2 years. That is, the more
practical phases are implemented in the first phase of teacher
training, the shorter is the duration of the second phase of teacher
education. (cf. Kortina & Thames, 2013 for more information
about the German teacher education system).

As just described, students enrolled in teacher education gain
some teaching experience in the first, academic phase of teacher
education by completing many weeks of several mandatory in-
ternships. These field experiences provide the opportunity to
integrate scientific educational and didactical knowledge and
practical experience, thereby serving as an important link be-
tween academic studies and teaching profession. These intern-
ships afford the students the opportunity to apply theories
acquired in university education in the classroom, critically
reflecting experiences and observations from teaching situations
with respect to theoretical knowledge. Moreover, students are
encouraged to engage in school-based activities, reflect the
complex tasks and responsibilities of teachers, and review their
personal fit to the demands of the teaching profession. The fact
that the first phase of teacher education includes several

! These teachers were nominated as high experienced and motivated teachers by
their school leaders. Furthermore, they were instructed at the Center for Teacher
Training belonging to the University (Zentrum fiir Lehrerbildung) about the contents
and requirements of the courses and the field experience, and about effective
teaching methods for instructing student teachers.

internships is expected to facilitate the successive development of
teaching skills.

The investigated student teachers for secondary schools at
Saarland University complete a total of five practical internships in
the first, academic phase of teacher education. For each field
experience, they enroll in preparatory and follow-up courses taught
by university lecturers or specifically instructed experienced school
teachers.! The courses for the first five-week internship, which is
focused in the present study, include relevant educational theories
about education, methods of instruction and planning, classroom
management, teacher-student-interaction, methods for observing
classes, and constructive teamwork. Furthermore in the follow-up
courses the focus lies on an intensive reflection of the observa-
tions and experiences acquired in the classroom with regard to the
theories. During the field experience, the student teachers work at
two schools (two weeks at an elementary school and three weeks at
a secondary school) yielding broad experiences in different classes
and age groups and leading therefore a good assessment of the
professional fit. They are supervised and coached by cooperating
teachers at school. The student teachers are tasked with observing
instruction and supporting the mentoring teachers (e.g., while
students perform tasks in quiet time), and teaching some whole
classes under the close supervision of their mentors. They are
required to teach at least two lessons (at least one per school)
during the internship. Given that the students perform the teaching
internship in teams of 3—4 participants, both the mentors and the
student peers continuously provide support and feedback. After the
practical phase, student teachers have to write a report about their
field experience with regard to the theories and contents from the
preparatory class. In that report they should reflect their own ex-
periences in planning and teaching a whole class as well as their
observations about the instructional methods, the classroom
management and the teacher-student-interaction of the teachers
they accompanied.

1.2. Determinants of professional teaching skills

The discussion of “what a good teacher should learn and be abl@
to do” (Darling-Hammond & Bransford, 2005) led to normative
guidelines for important teaching skills, with certain overlaps in
core characteristics, such as principles for instruction and educa-
tion, student assessment, evaluation etc. (e. g. National Council for
Accrediation of Teacher Education, 2002; Oser & Oelkers, 2001;
Terhart, 2002). The Swiss researchers Oser and Oelkers (2001)
initiated the discussion of teaching standards in the German
speaking countries and developed a set of 88 interdisciplinary
standards of professional teaching comprising 12 thematic units
(classified by the four major categories supportive behavior,
classroom-management, and competences in instruction as well as
in self-regulation).

One important aim of the research area is to identify variables
supporting the development of teaching skills. Researchers from
the field of organizational psychology have been interested in
identifying stable personality traits (especially cognitive and per-
sonality characteristics) as indicators for success both in academic
studies and in professional development (e. g. Barrick & Mount,
1991; Hurtz & Donovan, 2000; Kuncel, Hezlett, & Ones, 2004).
Based on this approach, various hiring strategies have been
designed to identify adequate individuals for specific positions and
professions at very early stages of their careers. Still, only a few
studies have examined the relationship between stable personality
characteristics and teaching skills (Hanfstingl & Mayr, 2007; Mayr
& Neuweg, 2006; Ripski, LoCasale-Crouch, & Decker, 2011; Roth-
land, 2014; Thornton et al., 2005). Another research perspective
focused on the quality of teacher education, which is assumed to
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explain differences in teaching competencies independent from
personality dispositions of beginning teachers (cf. Darling-
Hammond, 2006a; Kennedy, Ahn, & Choi, 2008; Kunter,
Kleickmann, Klusmann, & Richter, 2013). Findings from these
studies were usually considered as a basis for optimizing teacher
education.

Given that each of these approaches can only partly explain the
development of teaching competencies, a recent model based on
the offer-and-use model (Helmke, 2008) takes the complexity of
developing these competencies into account and integrates the two
research perspectives (Kunter, Kleickmann, et al., 2013). The orig-
inal offer-and-use model focused on learning in schools, but its
basic assumptions can be applied to different formal learning set-
tings (Hascher & Kittinger, 2014). The learning context is consid-
ered a set of learning offers. As quality criteria for these offers are
often mentioned for example instructional quality, quality of
learning material, learning atmosphere, as well as competences
and beliefs of the teachers or mentors. Both these quality criteria of
the learning offers and individual preconditions of the learners
influence how actively and reflexively the learners use these offers
and thus determine the quality of their learning outcomes. Kunter,
Kleickmann, et al. (2013), adapted the specifications of the offer-
and-use model generally to the competence development in
teacher education, while Hascher and Kittinger (2014) applied it
specifically to learning processes during practical phases in teacher
education. In order to account for the complexity of the develop-
ment of professional behavior in teacher education, it is important
to simultaneously consider both the quality features of education as
well as the personality characteristics of prospective teachers.

1.3. Features of field experiences and teaching competence

The central aim of including more field experiences in the first,
academic phase of teacher education is to support the development
of teaching skills in prospective teachers. Thus, current research
explores effective ways of structuring these internships and inte-
grating them into the first phase of teacher education (cf. Arnold,
Groschner, & Hascher, 2014). Empirical evidence suggests that
practical phases effectively prepare students for the teaching pro-
fession. Darling-Hammond et al. (2002) showed that teachers felt
better prepared for their profession if they completed structured
academic studies as compared to alternative educational programs
that were not university-based. Ronfeldt and Reininger (2012)
found that student teachers who rated the quality of their stu-
dent teaching higher also felt better prepared for teaching. Re-
searchers identified the level of structure and coherence (Darling-
Hammond, Hammerness, Grossman, Rust, & Shulman, 2005;
Garet, Porter, Desimone, Birman, & Suk Yoon, 2001), an effective
linking between theory and practice (Ball & Cohen, 1999; Cheng,
Tang, & Cheng, 2012; Zeichner, 1990, 2010), and the collaboration
of student peers (Baeten & Simons, 2014; Hudson, Miller, Salzberg,
& Morgan, 1994) as relevant features of teaching internships.
Furthermore, Hascher and Kittinger (2014) assumed in their offer-
and-use model for field experiences that the quality of the men-
toring at school and university is another important aspect of this
learning environment. Ronfeldt et al. (2013) reported that the
quality of the mentoring by cooperating teachers and university
instructors during teaching internships was the best predictor for
self-rated teaching skills among student teachers. Moreover, two
German studies based on longitudinal samples of student teachers
provided evidence for the positive association between the quality
of mentoring by cooperating teachers during field experiences and
students' self-rated teaching skills (Bach et al., 2014; Schubarth
et al., 2014). In fact, student teachers reported that the collabora-
tion with their mentors at school was a significant part of the

internship (Hascher, 2006). The feedback provided by the mentors
and the fact that they serve as role models was considered an
important source for the development of teaching skills and com-
petences (Consuegra, Engels, & Struyven, 2014; Hascher, 2006; for
an overview see Hobson, Ashby, Malderez, & Tomlinson, 2008).
Despite these positive findings, critics have argued that student
teachers may adopt inappropriate teaching methods modeled by
cooperating teachers and that theoretical models and teaching
experiences may not be sufficiently connected (Alexander, Muir, &
Chant, 1992; Consuegra et al., 2014; Felten, 2005; Ronfeldt &
Reininger, 2012).

Therefore, the effective linking of theory and teaching experi-
ences is considered a crucial aspect in the process of developing
teaching skills and competences (Darling-Hammond et al., 2005;
Zeichner, 2010; cf. Cheng et al., 2012). However, empirical evi-
dence within field experiences is scarce. In a German study,
Schubarth et al. (2014) investigated if the amount of practical
connection between theory and practice measured by perceptions
of the student teachers in the context of a six month practical se-
mester is associated with higher teaching skills. The authors found
no association between the amount of integration of theory and
practice in educational courses and self-rated teaching skills while
including assessment of mentoring and organization at schools as
other quality aspects of the field experience. Thus, this link does not
seem to be established automatically and prolonged phases of
teaching internships, which are assumed to support the link be-
tween theory and practice, do not necessarily foster the develop-
ment of teaching skills (Dieck et al., 2010; Ronfeldt & Reininger,
2012; see also Cheng et al., 2012). For example, Dieck et al. (2010)
reported that teaching skills from student teachers who partici-
pated in an extended teaching internship (a full year during the
university phase with a close cooperation between university and
schools) were similar to those of the student teachers in the regular
curriculum with five short internships. For a reflected integration of
theory and practice, directed guidance from mentors at schools or
from university instructors is needed (Arnold et al., 2014; Cochran-
Smith & Lytle, 1999; Darling-Hammond et al., 2005; Korthagen &
Kessels, 1999; see also Cheng et al., 2012).

In addition to mentors, student peers can support the devel-
opment of skills during field experiences. Clement and
Vandenberghe (2000, p. 84) pointed out that “collegiality is often
considered a necessary condition for professional development”.
Provided that the members of a team have the necessary level of
autonomy and that the risk for competition does not exist, collec-
tive participation during professional development can have sig-
nificant advantages. Collaboration includes the opportunities to
share material, to discuss the needs and particularities of pupils, to
support team members in planning and designing lessons and to
give feedback, to discuss theoretical concepts and problems, and to
provide emotional support (Clement & Vandenberghe, 2000; Garet
et al., 2001; for an overview see Baeten & Simons, 2014). A review
by Hudson et al. (1994) indicated that observation and feedback
from peers during field experiences usually increased effective and
reduced ineffective classroom behavior. The positive effect of team
teaching can be explained by a socio-constructivist view of learning
due to the fact, that the interaction with others fosters the
knowledge construction process. Thus, changes in behavioral rou-
tines require reflected communication and exchanges while
working and learning in a team (cf. Baeten & Simons, 2014; Grasel,
Fussangel, & Parchmann, 2006).

In sum, theory-based reflection of the experiences acquired in
the classroom guided by university or school mentors as well as
constructive feedback from mentors and peers are considered
important organizational aspects of teaching internships that can
support the development of teaching skills in prospective teachers.
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Whether all of these features are equally important is still an open
question.

1.4. Personality traits and teaching skills

Personality traits, which are not specific for a certain profession,
are of general interest in aptitude diagnostics research (cf. Barrick &
Mount, 1991; Hurtz & Donovan, 2000; Poropat, 2009), but espe-
cially in teacher recruiting research (Rockoff et al., 2011; Rothland,
2014; Rushton et al., 2007; Thornton et al., 2005). The assumption
that stable personality characteristics assessed at an early stage of
teacher education predict academic and vocational success is of
particular importance in this research field (cf. Rothland, 2014;
Rushton et al.,, 2007). Several meta-analyses have provided evi-
dence for significant associations between personality character-
istics and general academic or vocational performance. The
strongest predictor for performance measures is usually conscien-
tiousness (Hurtz & Donovan, 2000; Poropat, 2009; Trapmann, Hell,
Hirn, & Schuler, 2007). Moreover, smaller but stable associations
have been reported between emotional stability as well as agree-
ableness and interpersonal facilitation (helpful, considerate, and
cooperative behavior) across different vocational domains (Hurtz &
Donovan, 2000).

Researchers in the field of teacher professionalism assume
that specific personality traits of teachers “predispose an indi-
vidual to interpret events in a particular way” (Ripski et al., 2011,
p-77). Thus, given that these characteristics can support or hinder
teacher-student-interactions as well as instructional perfor-
mance in classrooms they are considered important for student
outcomes (cf. Fisher, Kent, & Fraser, 1998; Mayr & Neuweg, 2006;
Ripski et al., 2011; see also Zumwalt & Craig, 2008). Nevertheless,
only a few studies investigated this relationship. The Austrian
researchers Hanfstingl and Mayr (2007) reviewed studies from
German speaking countries published since the 1990s focusing on
the relationship between personality characteristics and general
teaching competencies. They found moderate positive associa-
tions between conscientiousness and extraversion and self-rated
teaching skills as well as negative associations between neuroti-
cism and the quality of teaching behavior both from student and
professional teachers. Rockoff et al. (2011) also showed positive
associations between extraversion and conscientiousness and
teaching skills of novice teachers assessed by their mentors.
Ripski et al. (2011) on the other hand, found no associations be-
tween extraversion and an overall scale of teaching skills in a
group of pre-service teachers. When considering emotional states
(e.g., depression) simultaneously, the authors found a negative
association between both extraversion and depression and the
outcome variables, what probably reflects a negative suppressor
effect (Tabachnik & Fidell, 2007). In the overview of Hanfstingl
and Mayr (2007), the authors reported less stable associations
for agreeableness and openness to experience. Associations with
agreeableness were found only at the university, with openness
only in professional teachers (Hanfstingl & Mayr, 2007). When
considering management behavior as a more differentiated
aspect of teaching, Mayr and Neuweg (2006) showed that in a
group of experienced teachers particularly pupil-oriented
communication correlated with extraversion and openness to
experience, while the association with controlling behavior was
less pronounced.

In sum, there is some evidence regarding the prediction of
teaching skills from an individual as well as an organizational
perspective, even if some findings are not consistent across studies.
Furthermore, it is still an open question, which characteristics of
field experiences and which stable personality traits of students
enrolled in teacher education explain incremental variance in the

prediction of teaching skills while controlling for other relevant
variables, such as academic ability and prior educational
experiences.

1.5. Aim of the study and assumptions

The first aim of the present study was to test how characteristics
of the field experience and stable personal characteristics of the
student teachers for secondary schools are associated with their
self-rated teaching skills. Second, we aimed at identifying pre-
dictors of teaching skills at an early stage of teacher education while
controlling for academic abilities and prior educational
experiences.

We expected that a better quality of the field experience to be
associated with higher self-rated teaching skills. We also assumed
that a higher perceived quality of mentoring (Bach et al., 2014;
Ronfeldt et al., 2013; Schubarth et al., 2014) as well as of working
with peers (Hudson et al., 1994) affect teaching skills in a positive
way. It is an open question if there is a positive association between
integrating theory and practice and teaching skills because earlier
studies found no such correlations (Schubarth et al., 2014).

In terms of personality, we expected positive associations be-
tween conscientiousness and all aspects of teaching skills (Hurtz &
Donovan, 2000; Mayr & Neuweg, 2006; Rockoff et al., 2011). Ac-
cording to Mayr and Neuweg (2006), we expected a positive cor-
relation between openness to experiences and the aspects of
teaching skills that include communication and pupil orientation.
Given that Hurtz and Donovan (2000) found meta-analytic evi-
dence for positive associations between interpersonal facilitation
and personality traits in several professions, we furthermore as-
sume a correlation between skills of teacher-student-relationship
and agreeableness (positive) as well as neuroticism (negative).
For extraversion, previous findings were inconsistent (Mayr &
Neuweg, 2006; Ripski et al., 2011; Rockoff et al., 2011). Further-
more, it is an open question which predictors may explain incre-
mental variance in the prediction of teaching skills while
controlling for academic ability and prior educational experiences.

2. Method
2.1. Participants and design

A total of 443 students enrolled in teacher education for sec-
ondary schools participated in the present study (mean
age = 21.07, SD = 3.02; 63.2% female). The investigation is part of
the German longitudinal study SioS-L (Study about individual and
organizational influences on academic achievement in teacher
education) investigating individual and organizational influences
on academic success and professional competence in teacher
education (Biermann et al., in press). 69.3% of the participants
enrolled in teacher education are aiming for secondary track II,
26.4% for secondary track I, and 4.3% for the vocational school
track. This distribution is representative for the total population of
students enrolled in teacher education.

In the first semester, we collected demographic data and per-
sonality by means of paper-pencil tests (see below). At the end of
the first or second semester, student teachers completed their first
five-week field experience in groups of 3—4 students. The self-rated
teaching skills of the student teachers and the perceived quality of
the field experience were assessed immediately after the practical
phase by means of questionnaires (see below). The student teach-
ers were recompensed with money or Credit Points for their studies
in an elective compulsory section. They were informed that the
participation is anonymous and voluntary and did not result in any
disadvantages.
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2.2. Measures

2.2.1. Personality

We applied the German translation of the NEO-Five-Factor In-
ventory (NEO-FFI, Borkenau & Ostendorf, 2008), including the five
scales neuroticism, extraversion, openness to experience, con-
scienctousness, and agreeableness. The 12 items per scale were
rated on a 5-point Likert scale ranging from 1 (strongly disagree) to 5
(strongly agree). The scales showed satisfactory internal consis-
tencies with a range from .70 to .86 (see Table 1).

2.2.2. Self-perceived teaching skills

To assess self-rated teaching skills, we applied a questionnaire
developed by Oser and Oelkers (2001), which was modified for our
study. In the present study, we only applied items directly referring
to teaching activities in the classroom, because these activities had
been introduced in the preparation class and were likely to be
exhibited by student teachers in their first field experience. Ac-
cording to Oser (2001), both a professional knowledge base and the
real professional actions are inherent in his definition of teaching
standards. Thus, four category groups of teaching skills, each one
including a knowledge component (“I know how to...”) and an
action component (“I am able to...”) were rated on a 6-point Likert
scale (1 = not at all, 6 = absolutely): “Teacher-student-relationship”
(“... provide motivating feedback to students”), “handling of
problem behavior” (“... deal with problem behavior”), “instruc-
tional methods and planning” (“... adapt learning goals to the
knowledge requirements of students”), and “educational assess-
ment” (“... apply different forms of educational assessment”, see
Table A1). The internal consistencies of the four scales ranged from
.62 to .81 (see Table 1).

2.2.3. Quality of the field experience

The student teachers rated the quality of the teaching internship
on a self-constructed scale including three quality scales: “Quality
of organization/mentoring” (“I perceived the mentoring as sup-
porting.”), “linking theory and practice” (“During the field experi-
ence I learned to transfer theoretical ideas to the practice”), and
“teamwork with peers” (“Working in our team was effective”, see
Table A2). The items were rated on a 6-point Likert scale (1 = not at
all, 6 = absolutely). Each scale showed a satisfactory internal con-
sistency (range from .73 to .90, see Table 1).

2.2.4. Control variables

Previous research on the influence of academic abilities on
teaching skills is ambiguous. While some studies found positive
associations (Ferguson & Womack, 1993; Hanfstingl & Mayr, 2007),
others did not (Kane, Rockoff, & Staiger, 2008; Kunter, Klusmann,
et al., 2013). In the present study, we therefore controlled for aca-
demic performance by including the self-reported secondary
school grade point average (GPA; in the present study we took the
German Abitur grade). Moreover, we controlled for the amount of
educational experiences acquired prior to enrolling in teacher ed-
ucation (e.g., by teaching private lessons, see Table A3). Even
though Ronfeldt et al. (2013) found no associations between prior
educational experiences and the level of instructional prepared-
ness, Mayr (2006) reported that prior educational experiences
facilitated teaching skills during the first practical phases, but could
not find significant long-term effects in his study. Given that the
present study focused on first-year student teachers performing
their first teaching internship, we decided to control the influence
of prior educational experiences (cf. Mayr, 2006). Because we found
differences in the self-rated teaching skill “teacher-student-rela-
tionship” between student teachers of the secondary levels I and I,
we included the graduation track as a further control variable.

2.2.5. Data analysis

Given that the scales of the instruments applied in the present
study had different gradations, we used z-standardized values for
the statistical analyses. In order to test the role of personality and
quality of the field experience for the level of teaching skills, we
first report correlational data, followed by hierarchical regression
analyses for each of the four dimensions of teaching skills. Missing
values in the data set occurred completely at random (p > .05;
Little's MCAR-test). We therefore imputed them using multiple
imputation in SPSS 21 (m = 20 complete data sets with a mean of
14% missings per variable) (Graham, Olchowski, & Gilreath, 2007).

3. Results

Descriptive statistics for all variables are provided in Table 1. The
student teachers in the present study had only a few prior peda-
gogical experiences but a high GPA. Inspection of the personality
data showed that the student teachers exhibited the lowest means
for neuroticism and comparable means for the other four scales.

Table 1

Intercorrelations, reliability, means, and standard deviations of control variables, personality, perceived quality of the field experience, and self-rated teaching skills.
Measure 1 2 3 4 5 6 7 8 9 10 11 12 13 14 M SD
Control variables
1. GPA - 225 0.63
2. Prior educational experiences —.02 - 236 123
Personality traits
3. Neuroticism -.01 .03 (.84) 2.69 0.60
4. Extraversion .02 A10 —42% (\77) 3.54 049
5. Openness to experience —.08 -.01 -.04 14 (.70) 333 0.50
6. Agreeableness -.10* .06 21" 40 13" (.86) 3.63 049
7. Conscientiousness —.22* .06 —27* 28" .09 33 (.76) 3.64 0.60
Quality of the field experience
8. Organization/mentoring .01 .05 -.07 .10* -.00 .05 .04 (.90) 482 1.26
9. Linking theory and practice .08 .04 —.02 a1 .02 4% A7 27 (73) 433 0.87
10. Teamwork .02 .00 -11* .08 -.04 .16 .06 .06 157 (.94) 516 0.83
Self-rated teaching skills
11. Teacher-student-relationship .05 .01 —-.06 1% .07 .08 19* 10 39" .08 (.71) 455 054
12. Handling of problem behavior .06 .07 —-14" 13 .08 a1 e 12* 25 1™ 65" (.77) 436 0.68
13. Instructional methods and planning —.01 .02 -13* 10* -.01 .11* 25" .11* 37" 13" 64" .58 (.81) 4.67 0.55
14. Educational assessment .01 .05 —.12* .04 .02 .01 20" .08 31 .09 .65 55 72" (.62) 434 0.61

Notes: The intercorrelations are based on z-standardized values; reliability, means and standard deviations are based on the raw values. GPA: 1 = best to 5 = worst; Prior
educational experiences: Max = 6; Personality: 1 = strongly disagree to 5 = strongly agree; Quality of field experience and self-rated teaching skills: 1 = not at all, 6 = absolutely.

Reliability estimates (Cronbach's o) appear on the diagonal. *p < .05, **p < .01.
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The quality of the field experience was rated relatively high, with
lower ratings for the categories “linking of theory and practice” and
higher ratings for “teamwork with peers”. Teaching skills are also
rated very high across all four scales. The intercorrelations between
the scales of the quality of the teaching internship were only small
(or even zero). Thus, the features of the field experience assessed in
this study appear to be distinct and relatively independent. In
contrast, the dimensions of self-rated teaching skills were moder-
ately to highly correlated.

All correlations between the dimensions of quality of the field
experience and self-rated teaching skills were positive; almost all
were significant, except for the associations between the quality
category “teamwork” and the skill categories “teacher-student-
relationship” as well as “educational assessment”, and between
“organization/mentoring” and “educational assessment”. However,
the correlations were only small to moderate and we found the
strongest relations between self-rated teaching skills and the
quality aspect “linking of theory and practice”.

Some correlations between personality measures and self-rated
teaching skills were significant but relatively small. We found the
largest positive associations between conscientiousness and all
categories of teaching skills, while openness to experience was not
related to the teaching skills. Small, but significant correlations
existed between agreeableness and the categories “handling of
problem behavior” as well as “instructional methods and plan-
ning”. Neuroticism is negatively linked with all categories of
teaching skills except with “teacher-student-relationship”. Neither
GPA nor prior educational experiences were related to self-rated
teaching skills in the first field experience.

As a next step, we performed hierarchical regression analyses to
test the predictive validity of personality and quality of the field
experience for self-rated teaching skills. We performed four ana-
lyses, one for each dimension of teaching skills (see Table 2). Results
show that the quality aspect “linking of theory and practice” was
the best predictor for all four aspects of teaching skills with 6—15%
explained variance. This finding indicates that student teachers
who perceive more links between theory and practice rated all of
their teaching skills higher. Moreover, conscientiousness added
2—4% incremental variance in the prediction of the three skill cat-
egories “teacher-student-relationship”, “instructional methods and
planning”, and “performance assessment”. Prospective teachers,
who were more conscientious, assessed their own teaching skills
higher. Neuroticism negatively affected the categories “handling of
problem behavior” and “educational assessment” (with addition-
ally 1-2% explained variance). In sum, the organizational (quality of

Table 2
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the field experience) and individual (personality) measures
explained only a small portion of the total variance, with the largest
amount of variance explained for the categories “instructional
methods and planning” and “teacher-student-relationship” (with
16 and 17% explained variance, respectively, see Table 2).

4. Summary and discussion

4.1. Relations between organizational as well as personality factors
and teaching skills

Our findings support and extend previous results showing cor-
relations between the quality of the field experience and teaching
skills in prospective teachers (Bach et al., 2014; Hudson et al., 1994;
Ronfeldt & Reininger, 2012; Ronfeldt et al., 2013; Schubarth et al.,
2014). All three quality categories of the teaching internship
assessed in the present study were significantly related to some
teaching skills, with the highest associations with “linking of theory
and practice” in contrast to the study of Schubarth et al. (2014), who
found no correlation between the theory-practice-integration and
teaching skills. Thus, our findings provide first empirical evidence
for this relationship. The factor “quality of organization/mentoring”
is positively associated with three categories of skills (“teacher-
student-relationship”, “handling of problem behavior”, and
“instructional methods and planning”). The correlations can be
considered relatively low, even though the mentoring aspect was a
significant predictor in previous research (Bach et al, 2014;
Ronfeldt et al., 2013; Schubarth et al., 2014). This difference may
be related to the measures applied in the present study, which were
more global compared to instruments applied in other studies.

The quality category “teamwork with peers” was only related to
the skill categories “handling of problem behavior” and to
“instructional methods and planning”. Baeten and Simons (2014)
concluded in their overview of different models of team teaching
that giving professional feedback and support needs a certain
amount of knowledge and expertise. In the preparation class, the
student teachers dealt intensively with the two aspects mentioned
above. It can be assumed that the student teachers felt better
prepared to observe these aspects and give more detailed feedback
on these behaviors than on “educational measurement” or
“teacher-student-interaction”.

The relations between teaching skills and personality were only
partly consistent with our expectations. Conscientiousness had the
strongest positive association with all aspects of teaching skills, a
finding that is consistent with several findings in general

Regression analyses predicting self-rated teaching skills by the perceived quality of the field experience and student teacher personality.

Teacher-student-relationship Handling of problem behavior

Instructional methods and planning Educational assessment

Step 1 Step 1
Linking theory and B =.39* Linking theory and B =.25""
practice practice
Explained variance R? = .15** Explained variance R? = .06**
Step 2 Step 2
Linking theory and B =.37" Linking theory and B =.25"*
practice practice
Conscientiousness B=.13* Neuroticism B=-.13"
Additional explained AR? = .02** Additional explained AR? = .02**
variance variance
Total explained variance R? = .17** Total explained variance R? = .08**

Step 1 Step 1
Linking theory and B =.34" Linking theory and B=.29"
practice practice
Explained variance R? =.12** Explained variance R? = .08**
Step 2 Step 2
Linking theory and B=.31" Linking theory and B=.27"
practice practice
Conscientiousness B=.21** Conscientiousness B=.14**
Additional explained AR? = .04** Additional explained AR? = .02**
variance variance
Step 3
Linking theory and practice B = .27**
Conscientiousness B=.11""
Neuroticism B = —.09*
Additional explained AR? = .01*
variance
Total explained variance R? = .16** Total explained variance R = .11*

Note: The regression analyses are based on z-standardized values. *p < .05, **p < .01.
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organizational research as well as in research of teacher education
(Hurtz & Donovan, 2000; Mayr & Neuweg, 2006; Rockoff et al.,
2011). In our study, we found that high levels of neuroticism had
detrimental effects for several aspects of teaching skills, which is
also consistent with findings of previous studies (Hurtz & Donovan,
2000; Mayr & Neuweg, 2006). Lower emotional stability hinders
good performance especially in stressful and new situations and
can be considered a problematic factor for individuals in social
professions (Mayr, 2009). Consistent with previous studies
(Hanfstingl & Mayr, 2007; Rockoff et al., 2011), extraversion was
positively associated with several teaching skills. However, this
finding was not consistent with the results of Ripski and collegues
(2011), but as mentioned above, we assume a methodical bias in
their study. Moreover, openness to experience was not associated
with teaching skills at this early stage of teacher education. In their
literature review, Hanfstingl and Mayr (2007) found associations
between openness to experiences and teaching behavior only in
experienced teachers but not in student teachers. A possible
explanation may be that the first teaching internship is usually
highly structured and well instructed by the mentor teachers and
the individual scope of action may therefore be limited. Further-
more, in the present study we found small positive associations
between agreeableness and “handling of problem behavior” as well
as “instructional methods and planning”, but not with “teacher-
student-interaction”, a pattern that is inconsistent with the study of
Hurtz and Donovan (2000). That and the fact that the in-
tercorrelations between stable personality measures and self-rated
teaching skills were relatively small in contrast to other studies (cf.
Mayr & Neuweg, 2006, who found moderate associations) may be
explained by the bandwidth-fidelity-dilemma (Ones & Viswesvaran,
1996). Basically, higher associations can be expected if predictor
and criterion are at an equal level of abstraction. That was the case
in the study of Mayr and Neuweg (2006), who used the more
differentiated revised version of the NEO-Personality Inventory
(NEO-PI-R, German version by Ostendorf & Angleitner, 2004). In
contrast, the NEO-FFI used in the present study is a broader
assessment instrument.

In general, the personality values of the investigated group of
student teachers are consistent with findings from German
speaking countries. Compared with the standard values of the
age cohort, student teachers had lower values for neuroticism
and higher values for the other dimensions of the Big Five,
confirming a rather positive selection of student teachers (cf.
Rothland, 2014).

The GPA served as a measure for academic ability and was not
related to teaching skills (Kane et al., 2008; Kunter, Klusmann, et al.,
2013; Kunter, Kleickmann, et al., 2013), indicating that high aca-
demic achievement may not be a necessary prerequisite for suc-
cessful teaching behavior. This result may have been caused by a
limited variance in GPA caused by the fact that at the Saarland
University the number of students enrolled in teacher education is
restricted by their Abitur grade (Numerus Clausus). Moreover, it has
been suggested that standardized ability test scores as proximal
indicators may be more appropriate for the prediction of instruc-
tional teaching behavior, even though such findings are heteroge-
neous (Aloe & Becker, 2009; Kuncel et al., 2004). In the present
study, prior educational experiences were also unrelated to self-
rated teaching skills in the first field experience. Our data suggest
that these prior educational experiences were very heterogeneous
and therefore not considered advantageous for the teaching
behavior. Indeed, a more fine-grained analysis revealed that only
prior experience in terms of private lessons (which is most similar
to teaching in the classroom) showed a small correlation with the
skill category “educational assessment” (r =.12, p < .05). Moreover,
the lack of associations between prior educational experiences and

teaching skills may be caused by the way prior experiences were
measured. The students were only asked whether they had certain
experiences, but the frequency and intensity of these experiences
were not measured. Adding this information in future studies may
therefore yield a different pattern of results.

4.2. Predictors of teaching skills in a first field experience

The quality aspect “linking of theory and practice” during the
field experience consistently explained the largest amount of
variance across all domains of teaching skills. That finding is
inconsistent with Schubarth et al. (2014) who found no predictive
validity of that factor. Similar to the present study, the authors
included several characteristics of the teaching internship into one
prediction model. However, the assessment of the integration of
theory and practice in the study of Schubarth et al. (2014) consisted
of only a few dichotomous items assessing if a theory-practice-
integration existed or not. In contrast, the assessment in the pre-
sent study was more differentiated. The perceived “quality of or-
ganization/mentoring” did not explain additional variance to self-
rated teaching skills. As mentioned above, this could be explained
with the more global measurement in the present study. Aside from
organizational variables, the personality trait conscientiousness
explained incremental variance in the prediction of three domains
of teaching skills (“teacher-student-relationship”, “instructional
methods and planning”, “educational assessment”; 2—4% addi-
tionally explained variance) and neuroticism explained incremen-
tal variance in the prediction of “handling of problem behavior” and
“educational assessment” (1—2% of additionally explained
variance).

Considering organizational and individual predictors in the
same model showed that the organizational variable “linking the-
ory and practice” was the most powerful predictor for teaching
skills. This finding lends further support to the importance of an
effective linking of theory and practice during teaching internships.
Higher levels of perceived integration were associated with higher
levels of self-rated teaching skills, while personality traits appeared
to be less relevant.

Overall, it should be kept in mind that the correlations be-
tween the measures were relatively small, even though they
were based on self-reports collected at the same time (i.e., right
after the end of the field experience). These small correlations
may be partly due to the small variance in most of the measures.
Moreover, the amount of total explained variance was also rela-
tively low (8—17%), especially regarding “handling of problem
behavior” and “educational assessment” (with 8 and 11%
explained variance, respectively). When interpreting the results
for the latter scale, it should be kept in mind that the internal
consistency of this scale was also low. However, these aspects are
likely to be less relevant and to occur less frequently in the first
field experience because the students teach only a few classes.
Furthermore, according to state-of-the-art models of teacher
education (Kunter, Klusmann, et al., 2013; Kunter, Kleickmann,
et al.,, 2013) the present study only assessed a small part of
possibly relevant predictor variables, a fact that probably also
reduced the total amount of variance explained. Moreover, given
the complexity of teaching and other activities during practical
phases, it is hard to control for other events and interactions that
may have influenced the perceived quality of the internship and
the self-rated teaching skills. Arnold et al. (2014, p. 19) pointed it
out: “practice is often [...] regarded as a kind of a black hole of
unpredictable events and a highly complex area of diverse in-
teractions (between student teachers and mentors, principals,
students, parents, other student teachers)”.
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4.3. Study strengths and limitations

A definite strength of the present study is the fact that it
included both organizational and individual variables in the pre-
diction of teaching skills. Thus, it allows conclusions regarding the
relative significance of both types of predictors.

A limitation, however, is the fact that the sample was limited to
university students and that the quality of the field experience and
the teaching skills were rated at the same time. Thus, the data do
not allow conclusions regarding a causal relationship, because the
perceived quality of the internship may have been influenced by
the self-rated teaching skills (and vice versa).

4.4. Theoretical and practical implications

Despite these limitations, the present study provided new and
important insights. Firstly, we found that features of the field
experience, particularly “linking of theory and practice”, were
better predictors for teaching skills than stable personality char-
acteristics. This finding has important implications for research on
student selection for teacher education. A focus on stable person-
ality traits as selection criteria in teacher education may be useful if
these traits predict professional outcomes in studies and profession
(e.g., Rothland, 2014). Earlier studies focusing on personality factors
as single predictors for teaching skills confirmed this assumption
(Hanfstingl & Mayr, 2007; Mayr & Neuweg, 2006; Rockoff et al.,
2011). However, the findings of the present study suggest that
organizational factors may be even better predictors for teaching
skills than stable personality characteristics. Future work should
add other relevant individual predictors, such as motivation, self-
regulation, or professional knowledge (cf. Kunter, Kleickmann,
et al., 2013) and apply longitudinal approaches including compe-
tence ratings at different times of measurement (Bach et al., 2014;
Ronfeldt et al., 2013; Schneider & Bodensohn, 2014).

Self-assessments concerning professional behavior have been
criticized, especially because of a self-serving bias and several au-
thors argue for involving other perspectives (external observers or
students) to assess teachers’ classroom behavior (cf. Wubbels,
Brekelmans, & Hooymayers, 1992). In contrast to the mentioned
bias, Pham et al. (2012) showed that teachers assessed their own
skills as lower than their students or colleagues. However, by now
there is a broad consensus that every perspective has its own
important validity (Clausen, 2002; Fauth, Decristan, Rieser, Klieme,
& Biittner, 2014; Konings, Seidel, Brand-Gruwel, & Merriénboer,
2014). The self assessment of teachers is a relevant information
basis due to the fact, that they are the actors in planning and
structuring the lessons and persons with other perspectives can not
assess that information. In the present study, the perspective of the
student teachers was utilized, because they were able to provide
the best assessment of their own professional behavior. As
mentioned above, the student teachers in the present study
completed their internship at two different schools and in some
cases observed and assisted many lessons by different teachers.
Nevertheless, despite the disadvantages of self-assessments and
the relevance to integrate different perspectives of observing
behavior in classrooms, a triangulation with several methods and
perspectives in assessing teaching skills is of high importance (e.g.,
Darling-Hammond, 2006b). However, it should be kept in mind
that different raters have to rate on an equal basis (same observa-
tion period, equal comprehension of the items etc., cf. Koziol &
Burns, 1986; Pham et al., 2012).

According to Oser (2001), the scales of teaching skills measured
in the present study included both a knowledge and an action
component. Considering the low number of items per scale split-
ting in two subscales (knowledge and action scale) was not

possible. However, the internal consistencies of most scales
including both aspects were satisfactory. Nevertheless, future
research may consider whether knowledge and action scales have
different predictive values for different aspects of teaching skills.

Regarding the design of field experiences in teacher education,
the present findings provide the empirical base for the frequently
discussed importance of integrating theory and practice that
should be stimulated and instructed by the mentors at schools and
universities (Cheng et al., 2012; Cochran-Smith & Lytle, 1999;
Darling-Hammond et al., 2005). However, theory-based reflections
(e.g., during debriefings) are rare in cooperating schools as
compared to universities (Hascher & Moser, 2011; Schiipbach,
2005), but specific training for the cooperating teachers seem to
be successful (Crasborn, Hennissen, Brouwer, Korthagen, & Bergen,
2010; Hobson et al., 2008). Considering the high overall strain in
teachers (De Heus & Diekstra, 1999), particularly in mentoring
situations (Groschner & Seidel, 2012), the university context may
be a more appropriate context for specific theory-based reflections.
For this academic context, many methods exist to enhance the
theory-practice-integration. For example, the Belgian researchers
Korthagen and Kessels (1999) developed a model describing the
ideal process of reflection. Based on this model they implemented
the realistic approach as a new program for teacher education in the
mid-1980s, designed to foster the link between theory and practice.
Consistently, Brouwer and Korthagen (2005) reported that the
university-based academic education was rated more positively if
students were encouraged to reflect on practical teaching experi-
ences in class. Another effective and innovative way to implement
these reflections are learning diaries that can be used to document
practical experiences and reflect on them based on theoretical
models (cf. Hascher & Kittinger, 2014). In the study of Boyd et al.
(2009), the authors investigated the effectiveness of so called
capstones (mandatory final reports including a theory-based
reflection of the experiences acquired during the teaching intern-
ship) and reported an improved academic performance in the
classroom. Such theory-based final reports were also mandatory for
the participants of the present study. Furthermore, teaching videos
may be used to foster theory-based reflections in university classes
(Blomberg, Sherin, Renkl, Glogger, & Seidel, 2014; Krammer,
Lipowsky, Pauli, Schnetzler, & Reusser, 2012). On a more general
level, the effective and well-organized communication between
universities and cooperating schools is of major importance for a
successful integration of field experiences in the academic phase of
teacher education (Groschner & Seidel, 2012) and the coherence of
both phases of teacher education (e. g. Darling-Hammond, 2006c¢).

Although organizational factors explained most variance in the
prediction of teaching skills in the present study, the incremental
variance explained by neuroticism is relevant in the light of the field
of teacher burnout. Especially the handling of problem behavior in
classes is a tremendous stress factor for beginning teachers (e. g.
Chaplain, 2008; Veenmann, 1984). At the same time it is known that
teachers with high values of neuroticism show more disadvantageous
coping strategies and some authors see benefits in interventions for
these student teachers (Reichl, Wach, Spinath, Briinken, & Karbach,
2014; Connor-Smith & Flachsbart, 2007). Appropriate interventions
should include the identification of maladaptive coping strategies,
training of more functional strategies dealing with stress in general
and in stressful situations in classrooms, and an intensive counseling
of beginning student teachers with high values in neuroticism
(cf. Reichl et al., 2014; Chaplain, 2008; Kokkinos, 2007).
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Appendix

Table A1
Overview of items applied to assess self-rated teaching skills

Teacher-Student-Relationship

I am able to put myself into the position of students

I know how to provide motivating feedback to students

I know different options to reward students

I know how to give assurance to anxious students

I am able to formulate positive expectations toward students

Handling of problem behavior

I know how to deal with problem behavior

I know how to guard students from violations (mortifications, laughing at someone etc.)
I am able to perceive classroom disruptions at an early stage
I am able to observe and describe conflicts

Instructional methods and planning

I am able to follow my planned schedule, but can also react in a flexible way

I am able to formulate and constitute learning goals

I am able to arrange learning contents in a meaningful order

I know what matters by giving homework

I know different teaching methods

I am able to constitute the didactic reasons why [ am chosing a teaching method
I am able to adapt learning goals to the knowledge requirements of students

[ am able to design interesting and diversified learning tasks

I am able to observe and evaluate lessons

Educational assessment

I know how to apply different forms of educational assessment

[ am able to formulate transparent requirements to the students
I know how to observe learning difficulties of students
I am able to develop learning tasks with different specifications

Table A2

Overview of items applied to assess perceived quality of the field experience

Organization/mentoring

Mentoring at practice school was well organized.

I perceived the mentoring as supporting.

Linking theory and practice

During the field experience I had the opportunity to deal with different theoretical
approaches.

Because of the field experience I'm motivated to dealing with topics of pedagogical
content knowledge for myself

Because of the field experience I'm more interested in pedagogical knowledge.

In the field experience I learned to transfer theoretical ideas to the practice.

Teamwork

In our team the working atmosphere was pleasant.

In our team we did get on well together.

In our team we communicated in an open way.

In our team we handled conflicts constructively.

In our team we worked together intensely.

Working in our team was effective.

In our team we made decisions together.

I perceived the cooperation within the team as supporting

In our team we evaluated group processes and group achievements regularly

Table A3
Overview of items applied to assess previous educational experiences

Childcare (e.g. siblings, own children, babysitting)

Giving private lessons

Organization of leisure activities for children and adolescents
Sports trainer

Nursery school teacher

Miscellaneous (adult education, trainer in church sector, charity organizations etc.)

References

Alexander, D., Muir, D., & Chant, D. (1992). Interrogating stories: how teachers think
they learned to teach. Teaching and Teacher Education, 8, 59—68. http://
dx.doi.org/10.1016/0742-051X(92)90040-A.

Aloe, A. M., & Becker, B. J. (2009). Teacher verbal ability and school outcomes.
Educational Researcher, 38, 612—624. http://dx.doi.org/10.3102/
0013189x09353939.

Arnold, K.-H., Groschner, A., & Hascher, T. (2014). Pedagogical field experiences in
teacher education: introduction to the research area. In K.-H. Arnold,
A. Groschner, & T. Hascher (Eds.), Schulpraktika in der Lehrerbildung. Theoretische
Grundlagen, Konzeptionen, Prozesse und Effekte [Pedagogical field experiences in
teacher education. Theoretical foundations, programmes, processes, and effects]
(pp. 11-28). Miinster: Waxmann.


http://dx.doi.org/10.1016/0742-051X(92)90040-A
http://dx.doi.org/10.1016/0742-051X(92)90040-A
http://dx.doi.org/10.3102/0013189x09353939
http://dx.doi.org/10.3102/0013189x09353939
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref3
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref3
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref3
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref3
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref3
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref3
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref3
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref3
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref3

86 A. Biermann et al. / Teaching and Teacher Education 51 (2015) 77—87

Bach, A, Besa, K.-S., & Arnold, K.-H. (2014). Bedingungen von Lernprozessen in
Schulpraktika: Ergebnisse aus dem Projekt ESIS (Entwicklung Studierender in
Schulpraktika) [Conditions of learning processes during internships: Results
from the project TDSI (Teacher student development in internships)]. In K.-
H. Arnold, A. Groschner, & T. Hascher (Eds.), Schulpraktika in der Lehrerbildung.
Theoretische Grundlagen, Konzeptionen, Prozesse und Effekte [Pedagogical field
experiences in teacher education. Theoretical foundations, programmes, processes,
and effects] (pp. 165—182). Miinster: Waxmann.

Baeten, M., & Simons, M. (2014). Student teachers' team teaching: models, effects,
and conditions for implementation. Teaching and Teacher Education, 41, 92—110.
http://dx.doi.org/10.1016/j.tate.2014.03.010.

Ball, D., & Cohen, D. (1999). Developing practice, developing practitioners: toward a
practice-based theory of professional education. In L. Darling-Hammond, &
G. Sykes (Eds.), Teaching as the learning profession (pp. 3—32). San Francisco:
Jossey-Bass.

Barrick, M. R,, & Mount, M. K. (1991). The big five personality dimensions and job
performance: a meta-analysis. Personnel Psychology, 44,1—26. http://dx.doi.org/
10.1111/j.1744-6570.1991.tb00688.x.

Blomberg, G., Sherin, M. G., Renkl, A., Glogger, I., & Seidel, T. (2014). Understanding
video as a tool for teacher education: Investigation instructional strategies to
promote reflection. Instructional Science, 42, 443—463. http://dx.doi.org/
10.1007/s11251-013-9281-6.

Biermann, A., Kaub, K., Friedrich, A., Wach, F. S., Ruffing, S., Reichl, C,, et al. (2015—in
press). SioS-L — Studie zu individuellen und organisationalen Einfliissen auf den
Studien- und Ausbildungserfolg in der Lehrerbildung [SioS-L - Study to indi-
vidual and organizational influences on academic achievement in teacher
education]. In C. Grasel, & K. Trempler (Eds.), Entwicklung von Professionalitat
des padagogischen Personals. Interdisziplinare Betrachtungen, Befunde und
Perspektiven [Development of professionalism of pedagocical experts. Interdisci-
plinary approaches, findings and perspectives]. Heidelberg: Springer.

Borkenau, P., & Ostendorf, F. (2008). NEO-FFI. NEO-Fiinf-Faktoren-Inventar nach Costa
und McCrae. Manual [NEO-Five-Factor-Inventory according to Costa and McCrae.
Manual]. Gottingen: Hogrefe.

Boyd, D. ]., Grossman, P. L, Lankford, H., Loeb, S., & Wyckoff, ]J. (2009). Teacher
preparation and student achievement. Educational Evaluation and Policy Anal-
ysis, 31, 416—440. http://dx.doi.org/10.3102/0162373709353129.

Brouwer, N., & Korthagen, F. (2005). Can teacher education make a difference?
American Educational Research Journal, 42(1), 153—224. http://dx.doi.org/
10.3102/00028312042001153.

Chaplain, R. P. (2008). Stress and psychological distress among trainee secondary
teachers in England. Educational Psychology, 28, 195—209. http://dx.doi.org/
10.1080/01443410701491858.

Cheng, M. M. H,, Tang, S. Y. F, & Cheng, A. Y. N. (2012). Practicalising theoretical
knowledge in student teachers' professional learning in initial teacher educa-
tion. Teaching and Teacher Education, 28, 781—790. http://dx.doi.org/10.1016/
j-tate.2012.02.008.

Clausen, M. (2002). Unterrichtsqualitat: Eine Frage der Perspektive? [Instructional
quality: a question of perspective?] Miinster: Waxmann.

Clement, M., & Vandenberghe, R. (2000). Teachers' professional development: a
solitary or collegial (ad)venture? Teaching and Teacher Education, 16, 81-101.
http://dx.doi.org/10.1016/s0742-051x(99)00051-7.

Clift, R. T., & Brady, P. (2006). Research on methods courses and field experiences. In
M. Cochran-Smith, & K. Zeichner (Eds.), Studying teacher education. The report of
the AERA panel on research and teacher education (pp. 309—424). Mahwah, N.J.:
Lawrence Erlbaum.

Cochran-Smith, M., & Lytle, S. L. (1999). Relationships of knowledge and practice:
teacher learning in communities. Review of Research in Education, 24, 249—305.
http://dx.doi.org/10.3102/0091732x024001249.

Connor-Smith, J. K., & Flachsbart, C. (2007). Relations between personality and
coping: a meta-analysis. Journal of Personality and Social Psychology, 93,
1080—-1107.

Consuegra, E., Engels, N., & Struyven, K. (2014). Beginning teachers' experience of
the workplace learning environment in alternative teacher certification pro-
grams: a mixed methods approach. Teaching and Teacher Education, 42, 79—88.
http://dx.doi.org/10.1016/j.tate.2014.05.001.

Crasborn, F., Hennissen, P., Brouwer, N., Korthagen, F., & Bergen, T. (2010). Capturing
mentor teachers' reflective moments during mentoring dialogues. Teachers and

Teaching: Theory and Practice, 16, 7—29. http://dx.doi.org/10.1080/
13540600903475462.

Darling-Hammond, L. (2006a). Powerful teacher education. San Francisco: Jossey-
Bass.

Darling-Hammond, L. (2006b). Assessing teacher education: the usefulness of
multiple measures for assessing program outcomes. Journal of Teacher Educa-
tion, 57, 120—138. http://dx.doi.org/10.1177/0022487105283796.

Darling-Hammond, L. (2006c¢). Constructing 21st-Century teacher education. Jour-
nal of Teacher Education, 57, 300—314. http://dx.doi.org/10.1177/
0022487105285962.

Darling-Hammond, L., & Bransford, J. (Eds.). (2005). Preparing teachers for a changing
world. What teachers should learn and be able to do. San Francisco: Jossey-Bass.

Darling-Hammond, L., Chung, R., & Frelow, F. (2002). Variation in teacher prepa-
ration: how well do different pathways prepare teachers to teach? Journal of
Teacher Education, 53, 286—302. http://dx.doi.org/10.1177/
0022487102053004002.

Darling-Hammond, L., Hammerness, K., Grossman, P. L., Rust, F, & Shulman, L. S.
(2005). The design of teacher education programs. In L. Darling-Hammond, &

J. Bransford (Eds.), Preparing teachers for a changing world. What teachers should
learn and be able to do (pp. 390—441). San Francisco: Jossey-Bass.

De Heus, P, & Diekstra, R. . W. (1999). Do teachers burn out more easily? A
comparison of teachers with other social professions on work stress and
burnout symptoms. In R. Vandenberghe, & A. M. Huberman (Eds.), Under-
standing and preventing teacher burnout: A sourcebook of international research
and practice (pp. 269—284). New York: Cambridge Press.

Dieck, M., Kucharts, D., Kiister, O., Miiller, K., Rosenberger, K., & Schnebel, S. (2010).
Kompetenzentwicklung von Studierenden in verlangerten Praxisphasen.
Ergebnisse der wissenschaftlichen Begleitung des Modellversuchs “Praxisjahr
Biberach” durch die PH Weingarten [Development of student teachers com-
petencies in extended field experiences. Results of the accompanying scientific
research of the pilot project “Practical year in Biberach” by the Weingarten
College of Education]. In A. Gehrmann, U. Hericks, & M. Liiders (Eds.), Bil-
dungsstandards und Kompetenzmodelle: Beitrage zu einer aktuellen Diskussion
tiber Schule, Lehrerbildung und Unterricht [Educational standards und competence
models: Contributions to a current discussion about school, teacher education and
instruction] (pp. 99—110). Bad Heilbrunn: Klinkhardt.

Fauth, B., Decristan, ]., Rieser, S., Klieme, E., & Biittner, G. (2014). Student ratings of
teaching quality in primary school: dimensions and prediction of student
outcomes. Learning and Instruction, 29, 1-9.

Felten, R. V. (2005). Lernen im reflexiven Praktikum. Eine vergleichende Untersuchung
[Learning in the reflective internship. A comparative research]. Miinster:
Waxmann.

Ferguson, P, & Womack, S. T. (1993). The impact of subject matter and on teaching
performance. Journal of Teacher Education, 44, 55—63. http://dx.doi.org/10.1177/
0022487193044001008.

Fisher, D., Kent, H., & Fraser, B. (1998). Relationships between teacher-student
interpersonal behaviour and teacher personality. School Psychology Interna-
tional, 19, 99—119.

Garet, M. S., Porter, A. C.,, Desimone, L., Birman, B. F,, & Suk Yoon, K. (2001). What
makes professional development effective? Results from a national sample of
teachers. American Educational Research Journal, 38, 915—945. http://dx.doi.org/
10.3102/00028312038004915.

Graham, J. W,, Olchowski, A. E., & Gilreath, T. D. (2007). How many impuations are
really needed? Some practical clarifications of multiple imputation theory.
Prevention Science, 8, 206—213. http://dx.doi.org/10.1007/s11121-007-0070-9.

Grasel, C., Fussangel, K., & Parchmann, I. (2006). Lerngemeinschaften in der Leh-
rerfortbildung. Kooperationserfahrungen und -iiberzeugungen von Lehrkraften
[Learning communities in the professional development. Experiences and be-
liefs of cooperations among teachers]. Zeitschrift fiir Erziehungswissenschaft/
Journal for Educational Science, 9, 545—561. http://dx.doi.org/10.1007/s11618-
006-0167-0.

Groschner, A., & Seidel, T. (2012). Lernbegleitung im Praktikum — Befunde und
Innovationen im Kontext der Reform der Lehrerbildung [Mentoring during
student teaching — Results and innovations in the context of the reform of
teacher education]. In W. Schubarth, K. Speck, A. Seidel, C. Gottmann, C. Kamm,
& M. Krohn (Eds.), Studium nach Bologna: Praxisbeziige starken?! Praktika als
Briicke zwischen Hochschule und Arbeitsmarkt [Studies after Bologna: To
strengthen practical relevance?! Internships as links between university and labour
market] (pp. 171—-183). Wiesbaden: Springer.

Hanfstingl, B., & Mayr, J. (2007). Prognose der Bewdhrung im Lehrerstudium und im
Lehrerberuf [Forecast of the qualilification in teacher training and teaching
profession]. Journal fiir Lehrerinnen- und Lehrerbildung/Journal for Teacher Edu-
cation, 2, 48—56.

Hascher, T. (2006). Verdnderungen im Praktikum — Veranderungen durch das
Praktikum. Eine empirische Untersuchung zur Wirkung von schulpraktischen
Studien in der Lehrerbildung [Changes in the internship — Changes by the
internship. An empirical study about the effects of student teachings during
teacher training]. Zeitschrift fiir Padagogik/Journal of Pedagogy, 51, 130—148.
Beiheft [51st supplement].

Hascher, T., & Kittinger, C. (2014). Learning processes in student teaching: analyses
from a study using learning diaries. In K.-H. Arnold, A. Groschner, & T. Hascher
(Eds.), Schulpraktika in der Lehrerbildung. Theoretische Grundlagen, Konzeptionen,
Prozesse und Effekte [Pedagogical field experiences in teacher education. Theoret-
ical foundations, programmes, processes, and effects] (pp. 221—236). Miinster:
Waxmann.

Hascher, T., & Moser, P. (2011). Betreute Praktika — Anforderungen an Prakti-
kumslehrerinnen und —lehrer [Supervised pedagogical field experiences —
Requests to mentor teachers]. Beitrage zur Lehrerbildung/Contributions to
Teacher Education, 19, 217—231.

Helmke, A. (2008). Unterrichtsqualitat. Erfassen, Bewerten, Verbessern [Quality of
instruction. Record, evaluate, enhance). Seelze-Velber: Kallmeyer.

Hobson, A. J., Ashby, P., Malderez, A., & Tomlinson, P. D. (2008). Mentoring begin-
ning teachers: what we know and what we don't. Teaching and Teacher Edu-
cation, 25, 307—-216.

Hudson, P, Miller, S., Salzberg, C., & Morgan, R. (1994). The role of peer coaching in
teacher education programs. Teacher Education and Special Education, 17,
224-235. http://dx.doi.org/10.1177/088840649401700403.

Hurtz, G. M., & Donovan, J. J. (2000). Personality and job performance: the big five
revisited. Journal of Applied Psychology, 85, 869—879. http://dx.doi.org/10.1037//
0021-9010.85.6.869.

Kane, T. J., Rockoff, J. E., & Staiger, D. O. (2008). What does certification tell us about
teacher effectiveness? Evidence from New York City. Economics of Education
Review, 27, 615—631. http://dx.doi.org/10.3386/w12155.


http://refhub.elsevier.com/S0742-051X(15)00102-X/sref4
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref4
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref4
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref4
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref4
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref4
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref4
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref4
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref4
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref4
http://dx.doi.org/10.1016/j.tate.2014.03.010
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref6
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref6
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref6
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref6
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref6
http://dx.doi.org/10.1111/j.1744-6570.1991.tb00688.x
http://dx.doi.org/10.1111/j.1744-6570.1991.tb00688.x
http://dx.doi.org/10.1007/s11251-013-9281-6
http://dx.doi.org/10.1007/s11251-013-9281-6
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref5s
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref5s
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref5s
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref5s
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref5s
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref5s
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref5s
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref5s
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref5s
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref5s
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref5s
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref5s
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref5s
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref5s
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref9
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref9
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref9
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref9
http://dx.doi.org/10.3102/0162373709353129
http://dx.doi.org/10.3102/00028312042001153
http://dx.doi.org/10.3102/00028312042001153
http://dx.doi.org/10.1080/01443410701491858
http://dx.doi.org/10.1080/01443410701491858
http://dx.doi.org/10.1016/j.tate.2012.02.008
http://dx.doi.org/10.1016/j.tate.2012.02.008
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref14
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref14
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref14
http://dx.doi.org/10.1016/s0742-051x(99)00051-7
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref16
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref16
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref16
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref16
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref16
http://dx.doi.org/10.3102/0091732x024001249
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref18
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref18
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref18
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref18
http://dx.doi.org/10.1016/j.tate.2014.05.001
http://dx.doi.org/10.1080/13540600903475462
http://dx.doi.org/10.1080/13540600903475462
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref21
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref21
http://dx.doi.org/10.1177/0022487105283796
http://dx.doi.org/10.1177/0022487105285962
http://dx.doi.org/10.1177/0022487105285962
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref24
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref24
http://dx.doi.org/10.1177/0022487102053004002
http://dx.doi.org/10.1177/0022487102053004002
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref26
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref26
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref26
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref26
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref26
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref27
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref27
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref27
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref27
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref27
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref27
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref28
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref28
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref28
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref28
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref28
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref28
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref28
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref28
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref28
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref28
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref28
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref28
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref28
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref28
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref29
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref29
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref29
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref29
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref30
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref30
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref30
http://dx.doi.org/10.1177/0022487193044001008
http://dx.doi.org/10.1177/0022487193044001008
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref32
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref32
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref32
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref32
http://dx.doi.org/10.3102/00028312038004915
http://dx.doi.org/10.3102/00028312038004915
http://dx.doi.org/10.1007/s11121-007-0070-9
http://dx.doi.org/10.1007/s11618-006-0167-0
http://dx.doi.org/10.1007/s11618-006-0167-0
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref36
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref36
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref36
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref36
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref36
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref36
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref36
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref36
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref36
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref36
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref36
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref36
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref36
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref37
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref37
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref37
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref37
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref37
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref37
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref38
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref38
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref38
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref38
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref38
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref38
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref38
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref38
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref38
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref38
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref38
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref38
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref39
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref39
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref39
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref39
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref39
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref39
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref39
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref39
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref40
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref40
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref40
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref40
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref40
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref40
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref40
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref40
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref41
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref41
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref41
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref42
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref42
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref42
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref42
http://dx.doi.org/10.1177/088840649401700403
http://dx.doi.org/10.1037//0021-9010.85.6.869
http://dx.doi.org/10.1037//0021-9010.85.6.869
http://dx.doi.org/10.3386/w12155

A. Biermann et al. / Teaching and Teacher Education 51 (2015) 77—87 87

Kennedy, M. M., Ahn, S., & Choi, J. (2008). The value added by teacher education. In
M. Cochran-Smith, S. Feiman-Nemser, & D. ]. McIntyre (Eds.), Handbook of
research on teacher education. Enduring questions in changing contexts (pp.
1247—-1271). New York: Routledge.

Kokkinos, C. M. (2007). Job stressors, personality and burnout in primary school
teachers. British Journal of Educational Psychology, 77, 229—243.

Konings, K., Seidel, T., Brand-Gruwel, S., & Merriénboer, ]. G. (2014). Differences
between students' and teachers' perceptions of education: profiles to describe
congruence and friction. Instructional Science, 42, 11-30. http://dx.doi.org/
10.1007/s11251-013-9294-1.

Korthagen, F, & Kessels, J. (1999). Linking theory and practice: changing the
pedagogy of teacher education. Educational Researcher, 28(4), 4—17.

Kortina, K. S., & Thames, M. H. (2013). Teacher education in Germany. In M. Kunter,
J. Baumert, W. Blum, U. Klusmann, S. Krauss, & M. Neubrand (Eds.), Cognitive
activation in the mathematics classroom and professional competence of teachers.
Results from the COACTIV project (pp. 49—62). New York: Springer.

Koziol, S. M., & Burns, P. (1986). Teachers' accuracy in self-reporting about
instructional practices using a focused self-report inventory. Journal of Educa-
tional Research, 79, 205—209.

Krammer, K., Lipowsky, F., Pauli, C., Schnetzler, C. L., & Reusser, K. (2012). Unter-
richtsvideos als Medium zur Professionalisierung und als Instrument der
Kompetenzerfassung von Lehrpersonen [Instruction videos as a medium for
professionalisation and as an instrument for the assessment of teachers'
competence]. In M. Kobarg, C. Fischer, I. M. Dalehefte, F. Trepke, & M. Menk
(Eds.), Lehrerprofessionalisierung wissenschaftlich begleiten - Strategien und
Methoden [Scientific accompanienment of teacher professionalisation — Strategies
and methods] (pp. 69—86). Miinster: Waxmann.

Kuncel, N. R., Hezlett, S. A.,, & Ones, D. S. (2004). Academic performance, career
potentional, creativity, and job performance: can one construct predict them
all? Journal of Personality and Social Psychology, 86, 148—161. http://dx.doi.org/
10.1037/0022-3514.86.1.148.

Kunter, M., Kleickmann, T., Klusmann, U., & Richter, D. (2013). The development of
teachers' professional competence. In M. Kunter, J. Baumert, W. Blum,
U. Klusmann, S. Krauss, & M. Neubrand (Eds.), Cognitive activation in the
mathematics classroom and professional competence of teachers. Results from the
COACTIV project (pp. 63—78). New York: Springer.

Kunter, M., Klusmann, U., Baumert, ]J., Richter, D., Voss, T., & Hachfeld, A. (2013).
Professional competence of teachers: effects on instructional quality and stu-
dent development. Journal of Educational Psychology, 105, 805—820. http://
dx.doi.org/10.1037/a0032583.

Mayr, J. (2006). Theorie + Ubung + Praxis = Kompetenz? [Theory + Exercise +
Practice = Competence?] Zeitschrift fiir Padagogik/Journal of Pedagogy, 51,
149-163. Beiheft [51st supplement].

Mayr, J. (2009). Lehrer/in werden in Osterreich: empirische Befunde zum Leh-
ramtsstudium [Becoming a teacher in Austria: Empirical evidence for teacher
education]. Erziehung und Unterricht/Education and teaching, 159(2), 14—33.

Mayr, J., & Neuweg, G. H. (2006). Der Personlichkeitsansatz in der Lehrer/innen/
forschung. Grundsatzliche Uberlegungen, exemplarische Befunde und Impli-
kationen fiir die Lehrer/innen/bildung [The personality approach in the
research of teacher professionalisation. Fundamental considerations, exemplary
results and implications for teacher education]. In U. Greiner, & M. Heinrich
(Eds.), Schauen, was ‘rauskommt. Kompetenzforderung, Evaluation und System-
steuerung im Bildungswesen [Looking, what's coming out. Encouragement of
competence, evaluation and system control in the education system] (pp.
183—-206). Wien: LIT Verlag.

National Research Council. (2010). Preparing teachers: Building evidence for sound
policy. Washington D.C.: NCATE.

NCATE — National Council for Accrediation of Teacher Education. (2002). Profes-
sional standards accrediation of schools, colleges, and departments of education.
Washington: NCATE.

Ones, D., & Viswesvaran, C. (1996). Bandwidth-fidelity dilemma in personality
measurement for personnel selection. Journal of Organizational Behavior, 17,
609—626.  http://dx.doi.org/10.1002/(SICI)1099-1379(199611)17:6<609::AID-
JOB1828>3.0.CO;2-K.

Oser, F. (2001). Standards: Kompetenzen von Lehrpersonen [Standards: Compe-
tencies of teachers]. In F. Oser, & J. Oelkers (Eds.), Die Wirksamkeit der Lehrer-
bildungssysteme. Von der Allrounderausbildung zur Ausbildung professioneller
Standards [The efficacy of teacher educational systems. From the training of
allrounders to the development of professional standards] (pp. 215—342). Ziirich:
Rilegger Verlag.

Oser, F.,, & Oelkers, J. (Eds.). (2001). Die Wirksamkeit der Lehrerbildungssysteme. Von
der Allrounderausbildung zur Ausbildung professioneller Standards [The efficacy of
teacher educational systems. From the training of allrounders to the development
of professional standards]. Ziirich: Ruegger.

Ostendorf, F., & Angleitner, A. (2004). NEO-Personlichkeitsinventar (NEO-PI-R) [NEO-
personality-inventory (NEO-PI-R)]. Gottingen: Hogrefe.

Pham, G., Koch, T., Helmke, A., Schrader, F.-W., Helmke, T., & Eid, M. (2012). Do
teachers know how their teaching is perceived by their pupils? Social and
Behavioral Sciences, 46, 3368—3374.

Poropat, A. E. (2009). A meta-analysis of the five-factor model of personality and
academic performance. Psychological Bulletin, 135, 322—338. http://dx.doi.org/
10.1037/a0014996.

Reichl, C.,, Wach, F. S., Spinath, F. M., Briinken, R., & Karbach, ]. (2014). Burnout risk
among first-year teacher students: The roles of personality and motivation.
Journal of Vocational Behavior, 85, 85—92.

Ripski, M. B., LoCasale-Crouch, J., & Decker, L. (2011). Pre-Service teachers: dispo-
sitional traits, emotional states, and quality of teacher-student interactions.
Teacher Education Quarterly, 38(3), 77—96.

Rockoff, J. E., Jacob, B. A, Kane, T. J., & Staiger, D. O. (2011). Can you recognize an
effective teacher when you recruit one? Education Finance and Policy, 6, 43—74.

Ronfeldt, M., & Reininger, M. (2012). More or better student teaching? Teaching and
Teacher Education, 28, 1091-1106. http://dx.doi.org/10.1016/j.tate.2012.06.003.

Ronfeldt, M., Reininger, M., & Kwok, A. (2013). Recruitment or preparation?
Investigating the effects of teacher characteristics and student teaching. Journal
of Teacher Education, 64, 319-337. http://dx.doi.org/10.1177/
0022487113488143.

Rothland, M. (2014). Wer entscheidet sich fiir den Lehrerberuf? Forschung zum
soziodemographischen Profil sowie zu Personlichkeits- und Leis-
tungsmerkmalen angehender Lehrkrafte [Who decides for the teaching pro-
fession? Research for the sociodemographic profile as well as characteristics of
personality and performance of prospective teachers]. In E. Terhart,
H. Bennewitz, & M. Rothland (Eds.), Handbuch der Foschung zum Lehrerberuf
[Handbook of Research of the Teaching Profession] (pp. 319—348). Miinster:
Waxmann.

Rushton, S., Morgan, J., & Richard, M. (2007). Teachers' Myers-Briggs personality
profiles: Identifying effective teacher personality traits. Teaching and Teacher
Education, 23, 432—441. http://dx.doi.org/10.1016/j.tate.2006.12.011.

Schneider, C., & Bodensohn, R. (2014). Core competences of students in pre-
service university teacher education and their longitudinal development:
first results of the KOSTA study. In K.-H. Arnold, A. Groschner, & T. Hascher
(Eds.), Schulpraktika in der Lehrerbildung. Theoretische Grundlagen, Konzep-
tionen, Prozesse und Effekte [Pedagogical field experiences in teacher education.
Theoretical foundations, programmes, processes, and effects] (pp. 147—164).
Miinster: Waxmann.

Schubarth, W., Gottmann, C, & Krohn, M. (2014). Wahrgenommene Kompe-
tenzentwicklung im Praxissemester und dessen berufsorientierende Wirkung:
Ergebnisse der ProPrax-Studie [Perceived competency development during the
student teaching semester and its impact on vocational orientation: Results
from the ProPrax Study]. In K.-H. Arnold, A. Groschner, & T. Hascher (Eds.),
Schulpraktika in der Lehrerbildung. Theoretische Grundlagen, Konzeptionen, Pro-
zesse und Effekte [Pedagogical field experiences in teacher education. Theoretical
foundations, programmes, processes, and effects] (pp. 201-220). Miinster:
Waxmann.

Schiipbach, ]J. (2005). Die Unterrichtsnachbesprechung in den Lehrpraktika - eine
“Nahtstelle” von Theorie-Praxis-Bezug in der Lehrerbildung [The debriefing of in-
structions in the pedagogical field experiences as an “interface” of the theory-
praxis-relation in the teacher education]. Ziirich: Universitat Ziirich (Disserta-
tion/doctoral thesis).

Shulman, L. S. (1987). Knowledge and teaching: foundations of the new reform.
Harvard Educational Review, 57(1), 1-22.

Tabachnik, B. G., & Fidell, L. S. (2007). Using multivariate statistics. Boston: Pearson.

Terhart, E. (2002). Standards fiir die Lehrerbildung. Eine Expertise fiir die Kultusmi-
nisterkonferenz [Standards for the teacher education. An expertise for the “standing
conference of the ministers of education and cultural affairs”]. Miinster: Zentrale
Koordination Lehrerbildung.

Thornton, B., Peltier, G., & Hill, G. (2005). Do future teachers choose wisely: a study
of pre-service teachers' personality preference profiles. College student journal,
39, 489—496.

Trapmann, S., Hell, B., Hirn, J.-O. W.,, & Schuler, H. (2007). Meta-analysis of the
relationship between the Big Five and academic success at university. Zeitschrift
fiir Psychologie/Journal of Psychology, 215, 132—151. http://dx.doi.org/10.1027/
0044-3409.215.2.132.

Veenmann, S. (1984). Perceived problems of beginning teachers. Review of Educa-
tional Research, 54, 143—178.

Wubbels, T., Brekelmans, M., & Hooymayers, H. P. (1992). Do teacher ideals distort
the self-reports of their interpersonal behavior? Teaching and Teacher Education,
8, 47—58.

Zeichner, K. M. (1990). Changing directions in the practicum: looking ahead to the
1990s. Journal of Education for Teaching, 16, 105—132. http://dx.doi.org/10.1080/
0260747900160201.

Zeichner, K. M. (2010). Rethinking the connections between campus courses and
field experiences in college- and university-based teacher education. Journal of
Teacher Education, 61, 89—99. http://dx.doi.org/10.1177/0022487109347671.

Zumwalt, K., & Craig, E. (2008). Who is teaching? Does it matter? In M. Cochran-
Smith, S. Feiman-Nemser, & D. J. McIntyre (Eds.), Handbook of research on
teacher education. Enduring questions in changing contexts (pp. 404—423) New
York: Routledge.


http://refhub.elsevier.com/S0742-051X(15)00102-X/sref46
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref46
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref46
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref46
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref46
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref47
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref47
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref47
http://dx.doi.org/10.1007/s11251-013-9294-1
http://dx.doi.org/10.1007/s11251-013-9294-1
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref49
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref49
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref49
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref50
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref50
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref50
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref50
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref50
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref51
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref51
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref51
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref51
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref52
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref52
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref52
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref52
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref52
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref52
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref52
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref52
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref52
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref52
http://dx.doi.org/10.1037/0022-3514.86.1.148
http://dx.doi.org/10.1037/0022-3514.86.1.148
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref54
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref54
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref54
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref54
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref54
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref54
http://dx.doi.org/10.1037/a0032583
http://dx.doi.org/10.1037/a0032583
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref56
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref56
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref56
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref56
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref56
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref56
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref56
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref56
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref56
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref56
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref57
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref57
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref57
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref57
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref57
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref58
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref58
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref58
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref58
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref58
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref58
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref58
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref58
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref58
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref58
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref58
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref58
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref58
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref59
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref59
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref60
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref60
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref60
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref60
http://dx.doi.org/10.1002/(SICI)1099-1379(199611)17:6<609::AID-JOB1828>3.0.CO;2-K
http://dx.doi.org/10.1002/(SICI)1099-1379(199611)17:6<609::AID-JOB1828>3.0.CO;2-K
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref62
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref62
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref62
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref62
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref62
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref62
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref62
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref63
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref63
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref63
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref63
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref64
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref64
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref64
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref64
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref65
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref65
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref65
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref65
http://dx.doi.org/10.1037/a0014996
http://dx.doi.org/10.1037/a0014996
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref88
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref88
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref88
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref88
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref67
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref67
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref67
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref67
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref68
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref68
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref68
http://dx.doi.org/10.1016/j.tate.2012.06.003
http://dx.doi.org/10.1177/0022487113488143
http://dx.doi.org/10.1177/0022487113488143
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref71
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref71
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref71
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref71
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref71
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref71
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref71
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref71
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref71
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref71
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref71
http://dx.doi.org/10.1016/j.tate.2006.12.011
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref73
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref73
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref73
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref73
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref73
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref73
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref73
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref73
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref73
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref74
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref74
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref74
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref74
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref74
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref74
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref74
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref74
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref74
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref74
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref74
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref75
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref75
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref75
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref75
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref75
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref75
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref76
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref76
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref76
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref77
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref78
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref78
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref78
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref78
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref79
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref79
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref79
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref79
http://dx.doi.org/10.1027/0044-3409.215.2.132
http://dx.doi.org/10.1027/0044-3409.215.2.132
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref81
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref81
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref81
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref82
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref82
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref82
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref82
http://dx.doi.org/10.1080/0260747900160201
http://dx.doi.org/10.1080/0260747900160201
http://dx.doi.org/10.1177/0022487109347671
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref85
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref85
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref85
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref85
http://refhub.elsevier.com/S0742-051X(15)00102-X/sref85

	Investigating effects of the quality of field experiences and personality on perceived teaching skills in German pre-servic ...
	1. Theoretical background
	1.1. Teacher education and field experiences in Germany
	1.2. Determinants of professional teaching skills
	1.3. Features of field experiences and teaching competence
	1.4. Personality traits and teaching skills
	1.5. Aim of the study and assumptions

	2. Method
	2.1. Participants and design
	2.2. Measures
	2.2.1. Personality
	2.2.2. Self-perceived teaching skills
	2.2.3. Quality of the field experience
	2.2.4. Control variables
	2.2.5. Data analysis


	3. Results
	4. Summary and discussion
	4.1. Relations between organizational as well as personality factors and teaching skills
	4.2. Predictors of teaching skills in a first field experience
	4.3. Study strengths and limitations
	4.4. Theoretical and practical implications

	Ethical approval
	Acknowledgments
	Appendix
	References




