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ABSTRACT 

Music Teacher Educators’ Perceptions of the Selection, Preparation,  

and Education of Cooperating Music Teachers 

Jamie Morris Gunther 

 

Student teaching is recognized as the culminating and seminal experience of preservice 

teacher education. It is a unique time when preservice teachers are fully engaged in daily 

responsibilities of P-12 music educators, while under direct supervision of a mentor, often 

referred to as the cooperating music teacher (CMT). CMTs have immense influence on student 

teachers during this pivotal point in their education. The purpose of this convergent mixed 

methods study was to explore preferences and practices of music teacher educators (MTEs) in 

the United States with regards to the selection, preparation, and education of CMTs, through the 

lens of Abramo and Campbell’s Four Notions Framework. Data were collected through a 

document search of state administrative codes, rules, and regulations regarding selection criteria 

for CMTs, a national survey of MTEs (n = 104), and semi-structured follow-up interviews of 

survey participants (n = 10). This study demonstrated the importance of MTE agency and student 

involvement in the selection process and selection criteria that is responsive to diverse and 

localized needs of institutions of higher education, P-12 schools, and individual student teachers. 

Findings argue against universal criteria for CMTs in favor of policies that are appropriate and 

sensible for diverse teaching and learning contexts. 

Findings indicate a prevalence of published criteria for the selection of CMTs across the 

United States, paired with a disconnect between the prevalence of policy and MTEs knowledge 

of those state policies, and a lack of published policy at institutions of higher education. MTEs in 



 

the study reported community building and individual relationships as important elements that 

facilitate the selection, preparation, and education of CMTs. MTEs also demonstrated strong 

agreement with the importance of the Four Notions Framework and indicated student 

involvement dispositional criteria for CMTs (e.g., good role model, willingness to discuss 

feedback) to be elements of the selection process they valued most. The strong agreement with 

the Four Notions Framework positions it as a useful tool to evaluate effectiveness of selection 

criteria and available professional development. 

Availability of professional development for CMTs appears to be an important area of 

growth for the profession. MTEs identified themselves as primary providers of professional 

development, through informal and formal individualized interactions they have with CMTs. 

While handbooks for CMTs appear to be prevalent, findings demonstrate they are an 

underutilized tool for preparation and education of CMTs. MTEs shared mixed perceptions about 

alignment of available professional development with the Four Notions Framework, indicating 

effectiveness of those opportunities, in helping to promote dispositions and qualifications MTEs 

value, is another area of growth. 

The availability of qualified and effective CMTs emerged as a primary barrier, alongside 

other expected barriers such as geographic contexts, time, funding, staffing, and full workloads. 

MTEs in this study also identified institutionalized structures and policies intended to support 

CMTs that sometimes act as barriers to selection, preparation, and education. A lack of common 

terminology in the field of music teacher education may also act as a barrier to collaboration and 

communication about policies and processes.  

Implications and recommendations are offered for further exploration of selection 

criteria, advancement of professional development, and further lines of inquiry.
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CHAPTER I 

INTRODUCTION 

The role of the cooperating music teacher (CMT) is tacitly known in the field to be of 

profound importance to the education and preparation of preservice music teachers. While there 

are a myriad of factors contributing to the preparation of preservice music educators—among 

them coursework, applied lessons, jobs, internships, performances, and professional 

conferences—the student teaching experience is the first time many students work full time in a 

P-12 education setting. During their student teaching placements, preservice music educators 

interact with people in many roles, such as university faculty, other P-12 teachers, P-12 students, 

families, school staff, and administration, but the person who they have the most contact with is 

CMT. Serving as educative mentors, CMTs play a crucial role in music teacher education. 

If student teaching is one of the most pivotal experiences in music teacher education and 

the cooperating teacher is the principal source of mentorship during that experience, selection 

criteria for the position is deserving of rigorous inquiry. These criteria and qualifications must be 

flexible and responsive to the diverse needs of student teachers and universities, as well as the 

multitude of diverse settings in P-12 schools. As the literature review will address, such criteria 

are an area of deficit across universities in the United States. 

This study explored selection criteria for CMTs across the United States, through the 

preferences and practices of music teacher educators (MTEs) and published state policies. The 

study was framed using the Four Notions Framework (Abramo & Campbell, 2016) and 

“educative mentoring” (Feiman-Nemser, 2012). These frameworks position CMTs and student 

teachers as “educational companions” (Feiman-Nemser, 2001) who co-plan, co-teach, and 

engage in reflective discussions about teaching practices. 



PREPARATION OF COOPERATING MUSIC TEACHERS 

2 

This chapter provides a narrative, background, and rationale for the study, as well as the 

theoretical framework. These are followed by a problem statement, research questions, and a 

visual representation of components of the problem statement which help to guide the study. The 

chapter concludes with a summary of research methodology, and definitions of key terms. 

Narrative 

 As a middle-school percussionist, I remember watching my band director closely and 

coming to the realization that if the person in front of the room had a career teaching music, it 

was a career path I could pursue. Soon after, I told my parents that I wanted to become a music 

teacher and just under a decade later, the end of my undergraduate music education degree 

approached. After countless lessons, auditions, classes, performances, internships, and 

conferences, my time for student teaching finally came and I was fortunate to have been placed 

with two wonderful music educators in K-6 general music and 6-12 band placements for my 14-

week student teaching experience. While my university’s protocol recommended student 

teachers observe for at least one week, my 6-12 grade band placement had me directing full 

rehearsals on my second day and full days of rehearsals by the end of the first week. My K-6 

general music placement followed a more conservative, regimented approach, starting with a few 

days of observations, followed by a few short lesson segments, and full classes by the beginning 

of the third week. 

 When our student teaching cohort gathered for practicum seminar to share experiences 

from our first few weeks, I learned that while I had been teaching full rehearsals and general 

music classes, some of my peers were still conducting full days of observation. One of my 

classmates had spent the first two weeks of their placement sitting at the CMT’s desk, taking 

observational notes. Another had just recently started teaching mini-lessons at the beginning of 
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classes. I remember being surprised that only a few of us were teaching full classes. It was 

apparent that across the cohort, we were having very different experiences of student teaching. 

Throughout the semester, I remember some of my peers shared that even though they were 

working with highly regarded music educators, they were having challenging and insufficient 

mentoring experiences. These dialogues led me to wonder what qualifies a music educator to 

become a CMT. 

 Becoming a CMT was something I had wanted to do since I was a student teacher. Even 

in my early years of teaching, I perceived it to be a way in which I could give back to the 

profession through mentorship of preservice teachers. Nevertheless, when I was first asked to be 

a CMT in my fourth year of teaching K-12 music, I was genuinely surprised. Initially I did not 

think I knew enough to mentor a preservice teacher, so I sought advice from my assistant 

principal. When he asked if I felt my experience and knowledge would be helpful for a 

preservice teacher, I realized I had a great deal to contribute. As far as I remember, that was the 

closest thing to a discussion of criteria and qualifications prior to my becoming a CMT. As a 

self-motivated educator, I sought out professional development materials related to being a 

cooperating teacher but was largely unsuccessful. My education as a CMT was almost entirely 

experiential, with very little guidance outside of a suggested weekly sequence from the 

university. This lack of guidance is an experience that many of my colleagues have shared with 

me anecdotally. I remember jumping at an opportunity to participate in a workshop about 

assessment rubrics for student teachers because I desperately wanted to get better at being a 

cooperating teacher, but opportunities for further education were few and far between. 

In my experience of hosting several student teachers and acting as a mentor to early 

career music teachers, I have found the experience to be valuable in so many ways. Not only 
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have I been able to give back to the profession, just as I had hoped, but I also found the 

experience served me well because it helped me to critically reflect on my own teaching. 

Through mentoring a student teacher, I was consistently examining and interrogating my own 

teaching practices. Over the course of this dissertation process, I have transitioned from my 

career as a K-12 music educator into a role in higher education where my responsibilities include 

the selection, preparation, and education of CMTs. This research has become not only more 

important to me personally through this transition, but also more immediately relevant to my 

daily work in music teacher education. The practicality of the findings and maybe more 

importantly the questions, take a role centerstage as I work with cooperating music teachers to 

support and mentor students in music teacher education. 

Background and Rationale  

The student teaching experience is designed to transition preservice music educators into 

full-time teaching, through placements in classrooms with practicing P-12 music educators who 

serve as mentors (Baumgartner, 2019). Those mentors, referred to as CMTs in this study, have a 

great deal of influence on the development of the student teacher (Draves, 2008; Valencia et al., 

2009; Veal & Rikard, 1998). CMTs have many roles and responsibilities related to their work 

with student teachers. They are resource providers, curriculum specialists, and learners 

themselves (Clarke et al. 2016; Jones, 1978; Snell et al., 2019), but the criteria used to select 

educators for this central role is often vague and ill-defined (Zemek, 2008). In Central New 

Jersey, Magaya and Crawley (2011) found little common criteria among universities for the 

selection of CMTs. Only 34% of those surveyed reported a written policy for selection criteria 

and when that existed, most participants said it was not used regularly. 
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CMTs desire collaborative guidance and education (Abramo & Campbell, 2019a; 

Russell, 2019; Snell et al., 2019; Wright & Grenier, 2018), however the research suggests 

professional development efforts for preparation and education of CMTs are interrupted and 

inconsistent (Conway & Holcomb, 2008; Rajuan et al., 2007; Sim, 2010; Veal & Rikard, 1998). 

In a review of research on cooperating teachers, Clarke et al. (2014) write the literature,  

reveals a strong sense that cooperating teachers lack specific preparation to enable high 

quality and developmentally appropriate support for student teachers—they tend to be 

underprepared for their work as mentors. (p. 191) 

Stronge et al. (2011) add,  

a better understanding of what constitutes teacher effectiveness has significant 

implications for decision making regarding the preparation, recruitment, compensation, 

in-service professional development, and evaluation of teachers. (p. 339)  

Over the past 10 years, there has been a growth in the body of research related to cooperating 

teachers in music education, but further research is necessary into the selection, preparation, and 

education of CMTs (Abramo & Campbell, 2016; Draves 2013; Silveira & Diaz, 2013; Zemek 

2008). 

Theoretical Framework 

The Four Notions Framework (Abramo and Campbell, 2016) forms the theoretical 

framework for this study. The authors define effective CMTs as  

teachers who are able to meet the needs of their student teachers by supporting their 

development of skills, knowledge and dispositions and bridging the university and 

placement through understanding of practice and theory. (p. 118) 

The four notions Abramo and Campbell present as qualifications for effective CMTs are (a) 

knowledge of educational theory and practice, (b) understanding the importance of context in 

education, (c) understanding narrative’s role in the process of learning to teach, and (d) critically 

self-reflecting on teaching practice (Figure 1.1). Rooted in “educative mentoring” (Feiman-

Nemser, 2012), aiming to describe ideal characteristics of CMTs, the authors write, 
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Notions are ideas that function as both qualities and criteria, and we mean notions to be 

both descriptive and generative. We use notions to describe the ideal qualities, 

dispositions, and competencies CTs may possess, so that they may draw upon them in 

their work with student teachers. (p. 118) 

Figure 1.1 

Four Notions on The Qualities of Cooperating Music Teachers 

 

Note. Adapted from “Four Notions on the Qualities of Cooperating Music Teachers,” (Abramo 

& Campbell, 2016) 

Notion 1: Knowledge of Educational Theory and Practice 

This first notion suggests that CMTs should be able to develop and convey connections 

between teaching philosophy and implementation of teaching practices in the classroom, while 

problematizing the teaching of music and concentrating learning around investigation of the 

problem. Abramo and Campbell highlight a constructivist approach to learning that includes 

context, opportunity, social interaction, experience, and reflection in teaching and learning. 

CMTs should “optimize thinking” by approaching learning through collaborative problem 

solving, encouraging students (and student teachers) to “uncover ideas, engage in critical 

thinking, and provide evidence of deep disciplinary understanding” (p. 120). Essentially, CMTs 

work with student teachers to establish learning objectives for their students, then together they 

guide students to that learning through development of learning activities around inquiry. 
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Effective CMTs must also demonstrate “structured learning” through the development of 

appropriately scaffolded and modeled lessons and units that create opportunities for students to 

generate and construct ideas. 

Notion 2: Understanding the Importance of Context in Education 

The second notion highlights the importance of understanding the setting and situation 

for teaching and learning. An approach to teaching that is “provisional, changing, and responsive 

to time, place, culture, race, class, gender, sexual orientation, and ability” (Abramo & Campbell, 

2016, p. 122) is supported by six interwoven contexts of teacher preparation identified by 

Matsko and Hammerness (2014) (Figure 1.2).  

Figure 1.2 

Features of Context-Specific Teacher Preparation 

  

Note. From “Unpacking the ‘Urban’ in Urban Teacher Education: Making a Case for Context-

Specific Preparation,” (Matsko & Hammerness, 2014). 
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Abramo and Campbell point out that the framework is rooted in culturally relevant and 

culturally responsive pedagogies, which elevate the importance of students’ cultural capital in 

the classroom (Gay, 2002; Ladson-Billings, 2021). Zaffini (2022) suggests that using culturally 

responsive teaching strategies can “help music teachers become more attuned to their students 

and the challenges they encounter” (p. 37), supporting the idea that these stances towards 

teaching can “create bridges between students’ home and school lives” (Abramo & Campbell, 

2016, p. 122). The authors also cite three criteria presented by Ladson-Billings’ (2009) for 

engaging in culturally relevant teaching: 

(a) intellectual achievement—attending to all students’ academic needs and academic 

excellence, (b) cultural competence—maintaining and building on students’ prior 

knowledge and cultural experiences, and (c) critical consciousness—critiquing the 

values, norms, and institutions that produce and maintain socially inequities. (p. 122) 

Notion 3: Understanding Narrative’s Role in the Process of Learning to Teach 

The third notion identifies teachers’ idiosyncrasies, social roles, and social identities of 

teachers as important influences on a teacher’s identity. As a result of these “idiosyncrasies” and 

“social identities” both CMTs and student teachers bring previous experiences into their roles as 

teachers. CMTs must understand that their histories and narratives play a significant role in the 

formation of teacher identity and be ready to use their own narratives narrative as a pedagogical 

tool, inviting student teachers to explore their own teacher identity. The authors write that 

student teachers may struggle to navigate how their own identities fit in with traditions of music 

education (especially in their student teaching context) and their desire to develop their own 

approach to teaching. There is an immense amount of emotional work that student teachers 

undertake as they develop their teacher identities, especially within the contexts of power 

dynamics they share with their colleagues, supervisors, and P-12 students. 
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Notion 4: Critically Self-Reflecting on Teaching Practice 

The fourth notion is situated in an open questioning of teaching practices and willingness 

to experiment with new ideas, followed by recognition and pursuit of multiple solutions. This is 

again strongly connected to Feiman-Nemser’s concept of “educative mentoring” (2012). Abramo 

and Campbell (2016) write,  

effective CTs view themselves as students, learning along with their [student teachers]. 

They invite the cooperating teaching experience not only as an opportunity to teach, 

evaluate, and induct a novice teacher into the profession, but as an opportunity to learn as 

well. (p. 125) 

The authors elevate importance of intentional creation of a healthy environment for joint inquiry 

through co-teaching and collaborative planning. They place responsibility for initiation of the 

practice on the shoulders of the CMT, because of power dynamics in the relationships between 

the CMT and student teacher. CMTs must demonstrate humility by inviting student teachers 

engage alongside them, critically reflecting their teaching practices.   

Problem Statement  

Student teaching is recognized as a seminal experience of preservice teacher education 

(Baumgartner, 2019; Conway, 2002; Roulston et al., 2005). It is a unique time when students are 

fully engaged in the daily responsibilities of a music educator, while under the consistent 

supervision of a mentor, often referred to as the cooperating music teacher (CMT) (Baumgartner, 

2019). The role of the CMT is of profound importance in the education of student teachers, but 

there is a dearth of research into the selection, preparation, and education of the people in these 

roles, especially specific to music education. Knowing more about these processes will help 

better prepare preservice teachers for their future roles as music educators. 
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Purpose  

The purpose of this exploratory study was to examine the preferences and practices of a 

group of MTEs in the United States with regard to the selection, preparation, and education of 

CMTs through the lens of the Four Notions Framework (Abramo & Campbell, 2016). Using a 

convergent mixed methods approach, data were collected through a national survey sent to 

MTEs who recruit, select, and work with CMTs at institutions of higher education with 

accredited music teacher preparation programs. Simultaneously, a document search of state 

administrative codes, rules, and regulations related to criteria and qualifications for cooperating 

teachers was conducted by the researcher. Finally, semi-structured interviews of a randomized 

sample of survey participants concluded the data collection. The following research questions 

guided the study: 

1. What criteria do music teacher educators employ when selecting cooperating music 

teachers? 

2. What criteria do music teacher educators value when selecting cooperating music 

teachers? 

3. What professional development opportunities are made available by the institutions of 

higher education for the preparation and education of cooperating music teachers? 

4. What factors facilitate and/or impede the selection, preparation, or education of 

cooperating music teachers? 

There were many reasons for undertaking this research, principal among them is the 

importance of music teacher education for the longevity and advancement of music education. 

Student teachers need positive role models and skillful mentors to be prepared for their careers as 

music educators. This study collected data and provided insight, illustrating a national picture of 
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selection, preparation, and education of CMTs, and includes recommendations for ways in which 

MTEs can continue to think critically about their practices relating to CMTs. 

This study has implications and applications for MTEs who are responsible for selecting 

music educators who will serve as CMTs, for CMTs who wish to hone their craft, for student 

teachers who are the future of our profession, and most importantly, for P-12 students who 

deserve music education as an essential part of a well-rounded education. While the survey and 

interview portions of the study are focused on music-specific contexts, the document search is 

relevant to all teacher educators, principals and P-12 administrators who wish to create 

collaborative partnerships with teacher education programs and cooperating teachers. By 

elevating the discussion around cooperating teachers, and more specifically CMTs, this study 

exposes threads of information that demand to be unraveled through further study. This study 

presents many opportunities for future research as we work to better prepare cooperating 

teachers to help to prepare and mentor future generations of teachers. 

Visual Representation of Components of the Problem Statement 

Figure 1.3 is a visual representation of components of the problem statement for this 

study. It was informed by the literature, a pilot study, and the researcher’s experience. The figure 

represents the research questions that guide this study. The first two research questions explored 

selection criteria for CMTs, represented by the valued, published, and utilized selection criteria. 

The third research question explored preparation and education practices (professional 

development) designed to help CMTs improve their skills as mentors. The fourth research 

question was intended to uncover factors that promote or disrupt the selection, preparation, and 

education of CMTs. These variables surround the Four Notions Framework (Abramo & 

Campbell, 2016) and ideally support those qualities of CMTs. In this depiction, the arrow of 
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“Selection of CMT” acts as an input, occurring before the cyclical and iterative process of 

preparing and educating CMTs to be effective mentors for student teachers. The shapes with 

question marks represent unknown or hidden factors that influence the selection, preparation, and 

education of CMTs. 

Figure 1.3 

Visual Representation of Components of the Problem Statement 

 

Researcher Perspectives 

As is true for many researchers, I brought my own experiences, knowledge, and 

conceptions to this work. I have worked with CMTs as a student teacher, served as a CMT, and 

over the course of this study moved into a role in music teacher education where my 

responsibilities include selecting, preparing, and educating CMTs, as well as observing and 

assessing student teachers. My experience in combination with my previous research, as well as 

relationships with colleagues in all of those roles, provide me with multifaceted perspectives 

toward this work. My experiences likely provided an insider perspective that may have helped 
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establish rapport in the interview settings. A discussion of researcher reflexivity and strategies 

undertaken to avoid confirmation bias, as well as possible effects of my expectations and 

preconceived beliefs on this research will be addressed in Chapter III. 

In their discussions of the Four Notions Framework, Abramo and Campbell (2016) refer 

to the university supervisor as the university facilitator. During a phone call with the authors, 

they elaborated on their intentional choice of terminology, citing historical implications of the 

word “supervisor,” as well as their desire to portray reciprocal relationships based in educative 

mentoring, rather than an explicitly unequal power relationship. Corroborating this idea, Greene 

(2016) writes,  

The title “university supervisor” is indicative of a person in a position of power over 

others. Similarly “cooperating teacher” implies assistance or compliance with the 

supervisor. “Mentor teacher” only speaks to the relationship with the student teacher, and 

“master teacher” is associated with education reform in the United States. The expert-

novice view of teachers and students leaves a “student teacher” positioned at the lowest 

point of the triadic relationship. I believe that in order to bridge the gap and find the 

middle ground we must begin to see each other differently. (p. 109) 

For the purposes of this paper, I use the term university facilitator in my own writing but will 

maintain the use of university supervisor when quoting participants or referring to prior research. 

Research Methodology Overview 

A convergent mixed method approach was used for this study. The first two strands 

consisted of a nationwide survey and a concurrent document search. Creswell and Creswell 

(2018) describe the survey as a compelling way to collect data. The third strand of the study 

consisted of semi-structured interviews conducted via Zoom to collect descriptive and qualitative 

data. Research interviews are an effective method of generating data to explore research 

problems (Roulston, 2020). Semi-structured interviews were used to guide and generate 

conversation through directed lines of questioning. All components of this study took place 

online. 
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Participants 

Participants in this study were MTEs who work with CMTs at NASM accredited 

institutions of higher education across the United States. The survey was distributed through 

research survey assistance services provided by the National Association for Music Education 

(NAfME) and College Music Society (CMS) as well as program contacts at each of the 

institutions listed in the National Association of Schools of Music (NASM) directory that offer a 

degree in music education. The online survey excluded faculty who did not work with CMTs. 

Ten interview participants were selected through systematic sampling of survey participants who 

volunteered for one semi-structured interview each, which provided equivalency of a random 

sample. 

Data Analysis 

Quantitative survey data were analyzed using descriptive statistics. Qualitative survey 

data, transcripts from semi-structured interviews, and results of the document search were 

analyzed using first cycle and second cycle coding (Brinkmann & Kvale, 2018). A research 

timeline and journal were kept providing an audit trail and strengthen researcher reflexivity. 

Table A1 in Appendix A links survey and interview questions to appropriate research questions. 

Definitions 

Cooperating Music Teacher (CMT) 

Practicing P-12 music educators who serve as mentors to preservice music educators 

during their student teaching semester, generally at the culmination of their teacher certification 

program. 
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Student Teacher 

A preservice music educator who is engaged in culminating fieldwork required for music 

teacher certification. Commonly student teachers are undergraduate students enrolled in music 

education degree programs but may also be graduate students in teacher certification programs. 

Professional Development 

Workshops, courses, meetings etc. that are designed to provide preparation and education 

for cooperating music teachers. 

University Facilitator 

A college or university music teacher educator who is in charge of coordinating the 

student teaching program. This role may be charged with recruiting cooperating teachers, placing 

student teachers, and maintaining program alignment with state standards among other duties. 

Often the University Facilitator is also responsible for conducting observations and assessments 

of student teachers. 

Direct Observer of Student Teachers 

 Often a separate role from that of the University Facilitator, the Direct Observer is the 

university representative who visits student teaching sites. They are primarily responsible for 

observation and assessment of student teachers during their student teaching practicum. 

Summary of Chapter I 

This chapter introduced the purpose of this study, which was to examine the preferences 

and practices music teacher educators regarding the of selection, preparation, and education of 

CMTs in the United States. The researcher shared his experience in music teacher education, 

which helped to guide this study. The Four Notions Framework (Abramo & Campbell, 2016) 

framed this study, offering four domains of expertise for effective CMTs:  
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● knowledge of educational theory and practice 

● understanding the importance of context in education 

● understanding narrative’s role in the process of learning to teach 

● critically self-reflecting on teaching practice 

A visual representation of components of the problem statement was developed to model 

variables in selecting, preparing, and educating CMTs. A brief overview of methodology was 

shared, including data collection tools and strategies, participants, and analysis. Findings related 

to the research questions will help guide practices for selecting, preparing, and educating CMTs, 

improving the experience of student teaching for preservice music educators. A list of definitions 

for critical terms was included in this chapter. 
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CHAPTER II 

LITERATURE REVIEW 

The purpose of this exploratory study was to examine the preferences and practices of a 

group of music teacher educators (MTEs) in the United States with regard to the selection, 

preparation, and education of cooperating music teachers (CMTs). This chapter is presented in 

two sections, first a review of the literature about student teaching in music education as well as 

stakeholders involved (cooperating music teacher, student teacher, university facilitator, direct 

observer). Second, the chapter focuses on the role of the CMT. The chapter ends with a summary 

of the literature review. The process of critically reviewing literature was ongoing through the 

timeline of the dissertation. 

 The researcher used online databases, academic journals, and textbooks to critically 

review student teaching in music education and CMTs. The topic of student teaching in music 

education is separated into the following subtopics: (a) the student teaching practicum; (b) the 

framework for collaboration; (c) the CMT; (d) the university facilitator; and (e) the direct 

observer of the student teacher. The topic of CMTs is separated into the following subtopics: (a) 

characteristics of effective teachers; (b) educative mentoring; (c) selection, matching, 

preparation, and education; and (d) benefits for CMTs.  

Three databases were primarily used: the Gottesman Libraries at Teachers College 

Catalog, the Columbia Libraries Catalog (CLIO), and Google Scholar. Keyword searches began 

with the terms cooperating music teach*, and music student teach*. The asterisk (*) acted as a 

Boolean operator searching for the word “teach” with any ending. The more specific term 

“cooperating music teacher” was used, followed by the terms selection, education, professional 

development, training, preparation, and mentor. The search term was repeated, preceded by the 
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terms effective, highly effective, qualities of, and educative. All the previous search terms were 

repeated using the root “cooperating teacher” (omitting the word “music”). Other terms used 

included educative mentoring and preservice teacher education. Quotes were used as Boolean 

operators to create consolidated search phrases. 

Rationale for Literature Review Topics 

 The topics in this literature review were selected to give context for the problem 

statement and research questions of this study. 

a) Student Teaching in Music Education: This topic establishes context for the final 

practicum during music teacher education. An understanding of the tetradic relationship 

between the primary stakeholders in student teaching (the student teacher, cooperating 

teacher, university supervisor, and direct observer of the student teacher) was crucial for 

this study.  

b) The Cooperating Music Teacher: A review of the literature related to CMTs gives 

context for the role that was explored in this study. This section begins with an overview 

of the roles and responsibilities of CMTs, followed by a discussion of characteristics of 

effective CMTs and their roles as educative mentors. Following, the discussion of 

selection, preparation, and education frames the research questions for this study. 

Student Teaching in Music Education 

Student teaching is designed as a capstone to coursework leading to teacher certification. 

In addition to applying content knowledge from university coursework, student teachers are able 

to try teaching strategies in a controlled environment. During this time, which generally lasts 14-

16 weeks (Baumgartner, 2014; Juchniewicz, 2018), many student teachers experience a profound 

evolution from student to teacher (Draves, 2013). Russell (2019) calls student teaching “vital to 
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preservice teachers’ social development as professionals” (p. 55), and Bartolome (2017) found 

students who participated in an elementary teaching practicum demonstrated heightened 

confidence in their chosen career path. Conway (2002) even suggests lengthening the student 

teaching semester to a year-long practicum, citing the transformative importance of the 

experience. Reflecting on the original study 20 years later, Conway (2022) reported that 

participants still valued the student teaching experience as “the most valuable aspect of teacher 

education” (p. 16).  

While preservice music teachers perceive a disconnect between university coursework 

and the realities of the music classroom (Ballantyne & Packer, 2004), this opportunity to put 

their classroom learning into practice provides an opportunity for them to bridge that gap 

(Koskela & Ganser, 1998; Pellegrino, 2013; Snell et al. 2019). Baumgartner (2019) writes, 

this authentic experience affords growth in all areas of pre-service teacher development 

(e.g., planning and preparation, classroom instruction, student and self-assessment, 

reflection, classroom and behavior management, various administrative tasks). (p. 534) 

Baumgartner goes on to suggest that the student teachers themselves find the experience to be 

influential to their own education. Wasburn-Moses et al. (2012) found that teacher candidates 

who provided tutoring for at-risk youth learned about attributes of good teachers and good 

teaching and that field experiences taught participants about student diversity. 

CMTs share that student teachers change in monumental ways during practicum (Draves, 

2010). They transition from thinking like students, to thinking like teachers, shifting their 

thoughts from concern for self to concern for their students (Killian et al., 2013). The researchers 

observed a drop in involvement with self from 55% to 33% and a rise in focus on students from 

4% to 30% after preservice music teachers completed their student teaching practicum. Draves 

(2010) notes student teachers often begin acting out music teacher identities, demonstrating, 
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noticeable growth in their occupational identities, especially in their ownership of 

occupational titles and identity, commitment to professional tasks and knowledge, and 

reference group identification. (p. 30) 

The student teaching experience also offers an opportunity for preservice teachers to learn about 

and experiment with instructional sequencing and classroom management in a variety of settings 

(Palmer, 2018). A participant in the study reflects on these opportunities: 

A lot of times, I try to talk about the different situations. Here, you have multiple 

teachers. Your first job, you may have to teach five periods and it’s just you. There’s no 

help, so you need to figure out... this kid has to go to the bathroom, this kid needs a reed, 

what are you going to do? (p. 34) 

The 2022-2023 handbook published by The National Association of Schools of Music 

(NASM, 2023), the governing body for many music teacher preparation programs, highlights the 

importance of providing preservice music teachers opportunities for laboratory and fieldwork 

experiences, but given the weight placed on the importance of student teaching in the research 

literature, it is surprising there is not more specific mention of it. The handbook suggests 15-20% 

of the coursework be “professional education” (p. 123), which is later loosely defined as 

“courses normally offered by the education unit that deal with philosophical and social 

foundations of education, educational psychology, special education, history of education, etc.” 

(p. 123). The only time the document specifically mentions student teaching is specifying that it 

should be counted as part of that suggestion for professional education. The document does 

provide some guidance on opportunities for observation and teaching experiences before 

admission to a music teacher preparation program: 

Institutions should encourage observation and teaching experiences prior to formal 

admission to the teacher education program; ideally, such opportunities should be 

provided in actual school situations. These activities, as well as continuing laboratory 

experiences, must be supervised by qualified music personnel from the institution and the 

cooperating schools. The choice of sites must enable students to develop competencies 

consistent with standards outlined above, and must be approved by qualified music 

personnel from the institution. (NASM Handbook, 2023, p. 128) 
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Unfortunately, despite the importance of clinical experiences like student teaching, a Blue 

Ribbon Panel found clinical preparation (e.g., student teaching) to be “poorly defined and 

inadequately supported” and “the most ad hoc part of teacher education in many programs” 

(National Council for Accreditation of Teacher Education, 2010, p. 12). 

Lastly, an integral part of the student teaching process is the student teaching seminar. 

Often led by a university supervisor, the student teaching seminar takes on a variety of forms, 

from one- to two-hour weekly or bi-weekly meetings, to full-day seminars once or twice through 

a semester (Councill & Baumgartner, 2017). Content includes community building, reflecting on 

experience, situational brainstorming, opportunities for peer feedback, presentations about 

employment topics (e.g., interview skills, burnout, ethics), and reviews of pedagogical content. 

Music student teachers view the purpose of student teaching seminars in three thematic 

categories: (a) learning communities, (b) support groups, and/or (c) places to apply their 

knowledge (Baumgartner & Councill, 2019, p. 16). Student teaching and the associated seminar 

are both academic and social tools that help student teachers bridge the gap between the 

university setting and the P-12 music classroom. 

Framework for Collaboration 

Effective collaboration among primary stakeholders is central to facilitating beneficial 

experiences for preservice music teachers (Denis, 2016; Draves, 2013; Russell, 2019; Snell et al., 

2019). Powell (2016) writes, “the goal is a symbiotic relationship in which cooperating teacher, 

student, teacher, K-12 students, and profession at-large all benefit” (p. 6). Teacher educators and 

researchers typically reference a “triad of collaboration” formed by the student teacher, 

cooperating teacher, and university facilitator (Baumgartner, 2019; Draves, 2008; Portelance et 

al., 2016; Valencia et al., 2009; Veal & Rikard, 1998; Veneskey, 2014). The triadic framework is 
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also evident across other disciplines including elementary education, physical education, and 

mathematics (Goodnough et al., 2009; Lloyd et al., 2020; Meegan et al., 2013), however Gunther 

(2021) suggests the triadic framework may conflate two discrete roles. Participant responses 

demonstrated a division of the role often referred to as the university supervisor into two distinct 

positions: a) the direct supervisor of the student teacher, and b) the student teaching program 

coordinator (university facilitator). This may suggest a “tetrad of collaboration” made of up four 

roles: 

• Student Teacher 

• Cooperating Teacher (directly mentors student teachers) 

• Direct Supervisor of Student Teacher (conducts observations of student teachers) 

• University Facilitator (program coordinator for student teaching) 

Research indicates the relationship between these stakeholders in student teaching can drastically 

affect preservice teachers’ experiences during their practicum (Draves, 2013; Valencia et al., 

2009). There is value in sharing responsibility between university facilitators and cooperating 

teachers (Conkling & Henry, 2002). The researchers identify the necessity for both parties to 

take responsibility for creating strong relationships and a community in which cooperating 

teachers and university facilitators assist student teachers in moving from theory into practice. 

The Cooperating Teacher 

Powell (2016) calls the CMT the “most important person in the partnership” (p. 6), 

adding that the visits and outside perspectives of the university facilitator are valuable, but writes 

“cooperating teachers’ assessments of student teaching performance are by far the most valuable 

feedback within the student teaching experience” (p. 6). Anderson (2007) writes about the 

eagerness of student teachers to learn from their cooperating teachers, linked to the cooperating 
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teachers’ “tremendous power to shape the student teachers’ development” (p. 320). Russell 

(2019) suggests that CMTs desire collaboration with university facilitators, as long as university 

facilitators are respectful and supportive of the partnership. CMTs in the study also expressed a 

desire for more communication from the university facilitators they work with. Abramo and 

Campbell (2019a) corroborate Russell’s findings, adding that CMTs desire guidance, rather than 

authoritarian directives from university facilitators. Participants in the study received handbooks 

containing “competencies, schedules, benchmarks, and requirements related to projects” (p. 

185), but desired more philosophical and theoretical guidance from university facilitators. 

Instead of authoritarian directives, they sought expanded dialogue with university facilitators. 

Snell et al. (2019) asked how colleges/universities had best supported CMTs, finding that 

communication was “frequently cited as one way in which the college/university could better 

support cooperating teachers” (p. 91). Participants in a study by Zaffini (2021) shared feeling 

inadequately prepared as a result of a lack of sufficient communication and lack of knowledge 

about standards expected by music teacher preparation programs. 

The collaborative process is often interrupted by hierarchical tensions (Veal & Rikard, 

1998) and lack of time (Sim, 2010). Barriers to a collaborative process often include a lack of 

knowledge and/or clarification of roles between CMTs and university facilitators. Both parties 

should engage together in professional development geared towards coordinated collaboration to 

benefit the student teacher (Veal & Rikard, 1998). The combined roles as both supervisors and 

colleagues can be a challenge for cooperating teachers and university facilitators, because of 

shared responsibilities over pedagogical approaches, curricular decisions, and the student 

teachers’ institutional requirements for graduation (Denis, 2016). Denis writes,  
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building relationships with potential cooperating teachers outside of the student-teaching 

experience may also help facilitate student teacher placements and general 

communication. Breaching the perceived gap between practitioners and the ivory tower 

can create a better overall environment for the student teacher. (p. 59) 

Addressing the student teacher, Clements and Klinger (2010) write that creating a 

productive relationship with their cooperating teacher “puts [student teachers] in a strong 

position to learn and become a successful teacher” (p. 4). They add that practically, the 

relationship is also important for references following a successful student teaching experience. 

Vezner (2022) writes about conflicts specific to the relationship between cooperating teachers 

and student teachers, citing clear expectations, high quality and consistent feedback, and 

teaching style as factors that influence the relationships. 

University Facilitators 

 The university MTE who is in charge of coordinating the student teaching program is 

often referred to as the “university supervisor,” but that language may be problematic. Greene 

(2016) writes, “the title ‘university supervisor’ is indicative of a person in a position of power 

over others” (p. 109). Burns et al. (2016) suggest, 

To frame those who enact preservice teacher supervision as solely “university” 

supervisors privileges one institution over another and neglects the integral role that 

school-based partners bring to preservice teacher supervision. (p. 422)  

Recently, literature has given credence to the term “university facilitator” (Abramo & Campbell, 

2016; Greene, 2016; Parkes, 2019). I have chosen to use the term university facilitator to 

describe this role. When quoting from the literature, I will maintain use of the term university 

supervisor to remain authentic to the original research and authors. 

 Byrd and Fogelman (2012) call the university facilitator the “tip of the spear” (p. 206), 

representing the goals and vision of the music teacher preparation program. The university 

facilitator is a mentor to the student teacher, as well as a liaison between the cooperating teacher 
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and student teacher, particularly before the student teaching placement begins (Edwards & 

Dendler, 2007). They are generally responsible for matching the student teacher with a 

cooperating teacher and in some cases conduct observations and formal assessments of the 

student teacher. Baumgartner (2019) lists many qualities of university facilitators that are similar 

to those of cooperating teachers, including “teaching philosophy, personality type, rapport, and 

mentoring qualities” (p. 515). Baumgartner goes on to emphasize the importance of personal and 

professional relationships with cooperating teachers and prior knowledge of the preservice 

student teacher. In his overview of qualities of an effective university facilitator, Baumgartner 

writes,  

In-depth knowledge of university coursework, the pedagogical practices and approaches 

taught in music education methods classes, the prior development of these preservice 

teachers in an instructional setting (e.g., field experience, peer teaching), and a 

knowledge of effective mentoring skills. (p. 515) 

When it comes to the influence of the university facilitator on the context of the P-12 

classroom, Powell (2019b) writes that the job of the university facilitator is not to “dictate 

change” (p. 215), but rather to create time and space for dialogue that allows for agency for the 

student teachers. Their role in this capacity is to encourage student teachers to approach student 

teaching with a critical stance, with respect for CMTs they work with and the empowerment to 

ask questions. Powell writes,  

this should not be an imposition of the university professor’s view of teaching upon the 

preservice teachers, but an opening of critical capacities to engage with all teaching 

practices. (p. 215) 

Considering the university facilitator is the primary connection between university 

coursework and the P-12 classroom (Baumgartner, 2019; Byrd & Fogelman, 2012), the gap in 

the literature is alarming. Draves (2013) suggests the lack of research may be caused by the 

often-overlapping role of researchers and university facilitators. In this collaborative process, 
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communication and coordination between cooperating teachers and university facilitators is 

crucial for the success of a student teacher. 

Direct Observers of Student Teachers 

 As discussed earlier, the person who conducts direct observations of student teachers is 

often (though not always) a separate role from the university facilitator, who manages the 

coordination of the student teaching program (Gunther, 2021). The direct observer conducts 

observations and assessments of the student teacher during the course of their student teaching 

semester. 

Juchniewicz (2018) examined student teaching practices of music education institutions 

in the United States (N = 160) and found half of institutions surveyed used full-time faculty to 

conduct direct observations of student teachers. The rest of the direct observations were 

conducted by part-time faculty, adjunct faculty, former university faculty or music teachers, and 

graduate students. On average, each of these conducted an average of four observations per 

student teacher and observed two to three student teachers per semester. Of the institutions 

surveyed, 72% required training for the people conducting observations. 

The people in this role have significant responsibility both to the student teacher and the 

college or university for which they work. They are often the most frequent and direct contact 

the student teacher has with their music teacher preparation program during their practicum, 

providing guidance, feedback, and managing difficulties or conflicts that may arise. The direct 

observer is also often the representative of the music teacher preparation program that writes a 

letter of recommendation for the student teacher when they start applying for jobs. 
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Cooperating Music Teachers 

Powell (2016) calls hosting a student teacher a “profound responsibility” (p. 7), adding 

that agreeing to mentor a student teacher comes with a significant commitment to provide 

teaching opportunities for the student teacher. CMTs also have a great deal of influence on the 

development of student teachers. The people in this role shape the learning context for student 

teachers, both in the way they curate the amount and type of instructional time student teachers 

experience, and the guidance and support they provide (Valencia et al., 2009). The role of the 

CMT is remarkably complex, especially when considering the relationships between the student 

teacher and university faculty. 

The roles and responsibilities of the modern music educator are vast both in and out of 

the classroom even before considering mentoring a student teacher. Music teachers are resource 

providers, instructional specialists, curriculum specialists, classroom supporters, learning 

facilitators, school leaders, data coaches, catalysts for change, and learners themselves (Killion & 

Harrison, 2006). CMTs are responsible for preparing student teachers to do all of those things, as 

well as preparing them for the challenges they may face in their first years of teaching. Jones 

(1978) lists some of these as, 

isolation, loneliness, culture-shock, in-service help, administrative help, community 

relations, feelings of failure, feelings of being in a “sink or swim” situation, feeling 

overworked, feeling overburdened, feeling overtired, being confused by or in 

disagreement with administrative policies and evaluations, dealing with parents, and 

feeling threatened, insecure and vulnerable. (p. 7) 

Clarke et al. (2016) identified 11 ways that cooperating teachers participate in student 

teacher education as, 

providers of feedback, gatekeepers of the profession, modelers of practice, supporters of 

reflection, gleaners of knowledge, purveyors of context, conveners of relation, agents of 

socialization, advocates of the practical, abiders of change, and teachers of children. (p. 

174) 
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Snell et al. (2019) included self-identified traits of effective CMTs such as organizational skills, 

a strong ethical and professional disposition, strong pedagogy, ability to recognize students’ 

needs, love, and patience. Given the diverse roles and responsibilities required of a music 

teacher, and the additional load of responsibilities when accepting a student teacher, it is 

unsurprising that finding and matching cooperating teachers can be a challenging process for 

university facilitators. 

Characteristics of Effective Teachers 

It is logical that if cooperating teachers are expected to model effective teaching, they 

should possess characteristics of effective teachers. There is a litany of ideas, supported by 

research, about the characteristics of an effective teacher. Effective teachers facilitate students’ 

musical understanding, build community, build relationships, demonstrate fairness and honesty; 

they are prepared for instruction, are interpersonal, intrapersonal, empathetic, life-long learners, 

passionate, and have appropriate content knowledge (Barrett, 2011; Powell & Parker, 2017; 

Thompson et al., 2004). Modeling, sequencing instruction, deconstructing music concepts, and 

questioning have been identified as important core practices for a variety of music teaching 

contexts (Millican & Forrester, 2019). Other responses identified factors such as strong 

mentorship, managerial and organizational skills, and fundamental content knowledge as 

essential building blocks. Preservice teachers identified effective teachers as confident, 

passionate, joyful, humble, driven, organized, and consistent in their actions (Powell & Parker, 

2017). Additionally, participants perceived effective teachers’ careers to be integral to their lives 

and identified strong teacher investment in students’ success. Teachout (1997) suggested groups 

of preservice teachers and experienced teachers rated personal and teaching skills higher than 

musical skills. Similarly, Kelly (2010) found P-12 music teachers with experience supervising 



PREPARATION OF COOPERATING MUSIC TEACHERS 

29 

student teachers (N = 112) perceive social and personality traits (e.g., honest and ethical 

practices, or professionalism) to be more important than teaching or musical skills. Ragland 

(2017) suggests preparation as a reflective practitioner to be the most important factor in 

cooperating teacher effectiveness. The reflective practice of educative mentoring will be 

discussed in detail in the next section. 

Stronge et al. (2011) presented four dimensions of teacher effectiveness derived from a 

meta-review of research and literature: (a) instructional delivery, (b) student assessment, (c) 

learning environment, and (d) personal qualities. The study of 379 teachers and more than 4,600 

students found that top-quartile teachers scored significantly higher in subdimensions of the 

learning environment related to classroom management, especially focused on establishing 

routines, monitoring student behavior, and using time effectively. Top-quartile teachers also 

scored highly in subdimensions of personal qualities including fairness and respect and having 

positive relationships with students.  

Relationship building is consistently recognized as an invaluable core practice in 

education. Music educators from a variety of disciplines, experience levels, and grade levels, 

from across the United States (n = 898), identified developing knowledge of and relationships 

with students as the most important core practice for in-service teachers (Millican & Forrester, 

2019) in both a Likert-style questionnaire, and narrative responses. Powell and Parker (2017) 

write, 

The most prominent characteristics of successful teachers included knowing and caring 

for students individually, differentiating instruction based on individual needs, viewing 

teaching as a “calling”/showing passion for teaching, persevering through challenging 

times, holding students to appropriately high standards, and “good teachers are good 

people. (p. 32) 

In the model created by Stronge et al. (2011), the subcomponents of each teaching dimension are 

not mutually exclusive. For example, instructional clarity is a dimension of instructional 
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delivery, but also can be viewed as a consequence of the learning environment. This idea of 

overlapping subdimensions of teaching may explain why there are so many closely related, but 

not identical frameworks for evaluating the quality and effectiveness of teachers. 

Educative Mentoring: The Collaboration 

Feiman-Nemser (2012) coined the term “educative mentoring,” emphasizing the 

relationship between mentoring and teacher learning. Feiman-Nemser writes,  

When novice teachers learn to teach in the company of an experienced (mentor) teacher, 

their learning is “situated” in the context of teaching and in a relationship with a 

knowledgeable other. (p. 237) 

In traditional forms of mentoring, knowledge is transmitted from more experienced mentors to 

less experienced mentees, which places strong hierarchical relationships in the hands of the 

mentor (Mackintosh, 2020). Stanulis et al. (2019) recommend “movement away from mentoring 

as only ‘cheerleading,’ or simply ‘cooperating’ between mentors and student teachers” (p. 578), 

instead calling for “a conception of mentoring as preparing student teachers for educative 

experiences through a mentoring process that is itself educative” (p. 578). 

Educative mentors focus on co-planning, co-teaching, and reflective discussions during 

observing and debriefing (Schwille, 2008; Stanulis et al., 2019). Through a series of interviews, 

Draves (2008) found CMTs largely desire this power-sharing relationship with student teachers. 

Educative mentoring suggests that mentors position themselves as co-learners with their mentee. 

Feiman-Nemser (2001) refers to the mentor as an “educational companion” who differentiates 

instruction for the needs of the mentee. Pennanen et al. (2016) call the sharing of knowledge and 

power “an asymmetrical but collaborative relationship, which facilitates exchange and the 

generation of ideas and may lead to change and innovations in the prevailing situation” (p. 4). 

Schwille (2008) writes, 
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Educative mentoring is grounded in Dewey’s (1938) theory of educative experience, in 

which the learner interacts with her or his environment in ways that result in growth. 

Educative mentoring means mentors purposefully and intentionally shape learning 

opportunities for novices that lead toward better understanding of teaching, learning, and 

learning to teach. (pp. 140-141) 

Educative mentoring also draws from Vygotsky’s (1978) work, wherein mentor-designed 

learning experiences help to scaffold knowledge based on a mentee’s “zone of proximal 

development,” guiding them to an internalization of learning (Schwille, 2008). When educative 

mentors involve the mentee in the complexities of planning, teaching, and reflection, they help 

student teachers understand the why and how of teaching (Abramo & Campbell, 2019b). The 

authors specifically reference Feiman-Nemser’s work when conceptualizing educative 

mentoring: 

Mentors who share this orientation attend to beginning teachers’ present concerns, 

questions, and purposes without losing sight of long-term goals for teacher development. 

They interact with novices in ways that foster an inquiring stance. They cultivate skills 

and habits that enable novice teachers to learn in and from their practice. They use their 

knowledge and expertise to assess the direction novices are heading and to create 

opportunities and conditions that support meaningful teacher learning in the service of 

student learning. (Feiman-Nemser, 2001, p. 18) 

 Kerin and Murphy (2015) studied the impact of a co-teaching model on preservice music 

educators, implementing a reciprocal learning model in which they positioned the classroom 

teacher as a pedagogical expert, and the student teacher as the music expert, both contributing to 

what they call “shared professional capital.” The authors frame the study in obuchenie, a Russian 

idea “characterized by the notion of occupying the dialectical position of being teacher and 

learner at once” (p. 310). Their ethnographic study suggested co-teaching promotes “acquisition 

and rehearsal of pedagogic knowledge as modeled by co-teachers while simultaneously creating 

opportunity for redefining and refining content knowledge” (p. 320). Facilitating the balancing of 

multiple roles and contexts is a key skill for effective educative mentors. By intentionally 
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situating both the mentor and mentee as teachers and learners, both parties benefit from the 

collaboration, but this dynamic of power sharing can be a delicate balance. 

A Balancing Act 

 Another balance that mentors and mentees must work towards is pinpointing and finding 

solutions for immediate problems, while keeping long-term teaching goals in mind. Schwille 

(2008) describes “bifocal vision” that effective educative mentors have, addressing situational 

learning during teaching experiences, while tending to larger directions of learning for mentees. 

Schwille writes educative mentoring is “deliberate, purposeful though often spontaneous, 

improvisational actions aimed at goals that the mentors had clearly in mind” (p. 162). 

 The balancing act of short-term and long-term goals, situated in the context of teaching 

experiences, is made more complex by the necessity to navigate collaboration between student 

teachers, CMTs, and music teacher education faculty. Abramo and Campbell (2019a) suggest 

three dialectical relationships, 

one between reflecting and modeling, a second around growth in a specific teaching 

context and transferability to teaching in general, and a third in allowing educative 

moments to emerge, but purposefully aiming them towards the development of general 

skills. (p. 185) 

In order to negotiate the balance of these relationships, the results of their study suggest three 

primary strategies: (a) narrative, wherein the cooperating teacher tells and elicits stories; (b) 

inquiry, wherein problems are embedded into discussions of learning; and (c) collaborative 

guidance from music teacher education faculty. 

Co-planning 

Collaborative co-planning is a principal benefit of educative mentoring because when 

mentees participate in the planning aspect of teaching, they begin to understand the complexities 

of intentional instruction (Mackintosh, 2020). Educative practice during co-planning involves 
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rich discussions of instructional philosophy and strategy that go beyond the surface of a lesson. 

A participant from Stanulis et al. (2019) shares, “there’s a lot more than ‘tomorrow we’re going 

to teach this book’... there’s a rhyme and reason to it” (p. 572). Another participant explained,  

It’s almost been “Here’s what we need to do, do it.” Or, “Here’s a book, read, copy out of 

this book and read.” Versus “Well let’s really talk about what does that mean?” or “How 

could that lesson look?” (p. 572) 

Instead of a mentor dictating what will happen in a lesson, co-planning involves discussion of 

reasons for decisions.  

These collaborations offer growth opportunities for both the student teacher and the 

cooperating teacher. A participant in Feiman-Nemser’s 1998 study shares, “all I do is say out 

loud everything that is going on in my head” (p. 69). Admittedly an oversimplification of 

educative mentoring, there is an accessible beauty to this concept Feiman-Nemser calls “thinking 

aloud” (p. 68). By verbalizing their thoughts, questions, and decisions about teaching, educative 

mentors show student teachers what it looks like to think like a teacher. The collaborative 

relationship developed during co-planning is essential for the next stage of educational 

mentoring. 

Collaborative Partnership 

Nikoçeviq-Kurti (2023) suggested preservice teachers who are more engaged and 

involved in teaching demonstrated more positive experience with pedagogical knowledge and 

received more feedback from cooperating teachers. This collaborative partnership between the 

mentor (the CMT) and the mentee (the student teacher) is important for the education and 

development of the preservice teacher. Schwille (2008) outlines three forms of mentor teaching: 

(a) coaching and stepping in, (b) teaching together, and (c) demonstration teaching. Draves 

(2018) identified a similar power spectrum with three forms of teaching during music student 

teaching:  
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● Collaborative Partnership: Instructional and professional responsibilities shared equally 

between student teacher and cooperating teacher. 

● Team-teaching: Student teachers take responsibility for student instruction. 

● Student/Teacher Relationship: Shadowing and observing. 

These two styles mirror each other with slightly different terminology. Schwille’s terminology is 

used for this discussion. The first style, coaching and stepping in, outlines a model where the 

mentee is the lead teacher in the classroom, but the mentor pauses instruction at appropriate 

intervals to offer advice, or ask a question. Sometimes, the mentor would take over instruction to 

briefly demonstrate, but would quickly step out to give the proverbial (or literal) baton back to 

the mentee: 

Educative mentors “challenged norms of noninterference in others” teaching by taking an 

active part in helping novices think through teaching and learning situations on the spot. 

(Schwille, 2008, p. 156) 

Unfortunately, Kavanagh et al. (2022) suggest that even though mentors say they value these 

“hybrid mentoring practices” (p. 10), they hesitate to enact them in order to avoid interrupting 

teaching and may prefer to wait until after active teaching episodes to offer guidance. 

The second style, teaching together, evokes an image of mentor and mentee side by side 

giving instruction from equal ground. Often this takes place in a parallel nature with small 

groups, or with teachers trading different parts of a lesson. Third, demonstration teaching 

provides the mentee an opportunity to learn from watching the mentor teacher.  

Often these intentionally planned teaching events are accompanied by prompts from the 

mentor as to what the mentees should watch for, guiding the mentee’s learning. Schwille (2008) 

writes that while not all mentors should use all styles, none of the mentors in the study used only 

one form: 
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They form a repertoire of mentoring moves from which a mentor can draw as a 

preconceived plan or as improvisation for a novice’s learning. Seen holistically, they 

suggest the complexity of mentoring and support a conceptualization of practice. (p. 144) 

Abramo and Campbell (2019b) write about “relationships as a means to learning to 

teach” (p. 17), specifically describing “critical friending,” in which mentees desire bi-directional 

conversations involving support and critique in a comfortable way. Mentees want their mentors 

to challenge them and to “urge them to reflect and reconceptualize their actions” (p. 18). 

Reflecting and Debriefing 

In a more traditional model, mentors give feedback after a teaching episode for the 

mentee to synthesize. This “all-over-the-place laundry list approach” (Stanulis et al., 2019, p. 

574) aligns a higher quantity of feedback with more learning, which is not always a sound 

practice. In an educative approach, mentors target smaller pieces of the lesson, even just one 

aspect of effective teaching, and use questions to push mentees towards reflective practices that 

target specific learning (Mackintosh, 2020; Schwille, 2008; Stanulis et al., 2019). Feiman-

Nemser (2001) writes about the practice of “finding openings,” where the mentor guides 

conversation, looking for “fruitful topics that are salient to the novice and that lead to a 

consideration of basic issues that all teachers need to think about” (p. 21). There is a seemingly 

unconscious flow to the conversation that masks “an intentional, purposeful end in view of 

helping the novice learn to teach” (Schwille, 2008, p. 151).  

Stanulis et al. (2019) identified three themes of educative analysis from interviews with 

mentors; reflecting on instructional moves, figuring out what students do not understand, and 

planning what to do next. While at first glance, these practices are student-centered, in a 

reflexive sense, especially in the context of educative mentoring, they are also teacher centered. 

“Analyzing student work in an educative way, however, shifted the focus away from student 

behavior onto instructional moves made by the teacher” (p. 575). By looking at student work 
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together, the mentor and the mentee can discuss, evaluate, and refine teaching strategies based on 

data from student learning. Mentors in the study identified the importance of dialogue with 

mentees regarding goals, instruction, and learning for the students in the classroom. These 

conversations also helped to expose assumptions both parties had made about student learning. 

Selection, Matching, Preparation, and Education 

 Russell (2019) identified three categories of interactions between CMTs and university 

facilitators: (a) the ask, (b) the match, and (c) the collaboration. This section of the literature 

review begins with a discussion of the ask (selection of CMTs), followed by the match (placing 

student teachers with CMTs), and concludes with the collaboration (preparation and education). 

The Ask: Selection of Cooperating Teachers 

Most CMTs are selected to take on a student teacher by another music educator with 

whom they had an informal relationship and/or a personal connection (Russell, 2019). CMTs that 

were asked by someone they did not know reported being skeptical of the selection process. 

Zemek (2008) writes, 

To become a cooperating teacher, one simply needs the recommendation of his or her 

principal, several years’ experience teaching, and to respond favorably when asked to do 

so. (p. 9) 

A 2010 report of commissioned by the National Council for Accreditation of Teacher Education 

outlines a much loftier set of criteria for the selection of CMTs: 

Those who lead the next generation of teachers throughout their preparation and 

induction must themselves be effective practitioners, skilled in differentiating instruction, 

proficient in using assessment to monitor learning and provide feedback, persistent 

searchers for data to guide and adjust practice, and exhibitors of the skills of clinical 

educators. They should be specially certified, accountable for their candidates’ 

performance and student outcomes, and commensurately rewarded to serve in this crucial 

role. (p. 14) 

In a study of selection criteria in Central New Jersey, Magaya and Crawley (2011) found 

no common criteria among universities for the selection of cooperating teachers. Only 34% of 
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those surveyed reported having a written policy for selection, and when that existed, most said 

they did not use the criteria. Zemek (2008) references arbitrary factors of selection, writing 

“teacher availability, location, and grade level or subject matter, have little to do with connecting 

models of best practice experienced in music teacher preparation programs” (p. 9). In addition to 

all these factors, the requirement of multiple placements in elementary and secondary levels over 

a single semester may compound the challenge of finding cooperating teachers in music 

education.  

The Matching Process 

Compatibility in both personality and teaching philosophy between student teachers and 

cooperating teachers is an important factor in the success of a teaching placement (Russell, 

2019). The findings show that while congruent (but not necessarily identical) philosophies are an 

important factor for successful student teacher placement, discord can be easily navigated given 

proper context and preparation. Russell writes,  

In the absence of congruence between cooperating teacher and [student teacher] values 

and teaching practices, providing cooperating teachers information about the 

incongruence may support the success of the student teaching placement. (p. 74)  

Russell’s research also suggests that it is of critical importance to match the student teachers and 

cooperating teachers in the discipline that the student teacher hopes to teach. While it sounds like 

common sense, pairing a cooperating teacher whose specialty is elementary general music with a 

student teacher whose desire is to teach middle school chorus could be detrimental to the success 

of the placement. 

Preparation and Education 

Cooperating teachers, both in music and other subjects, share that a lack of specific 

preparation prevents them from providing high quality support to preservice teachers (Clarke et 

al., 2014, Hoffman et al., 2015). Sharing their own narrative experience, Greene (2016) writes, 
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I was still plagued with questions and doubt. Although I had a handbook with the basic 

requirements, I was left wondering about deeper issues of preparation. Was I providing 

an experience that was aligned with the university curriculum and goals? What did the 

university coursework emphasize and what should I reinforce in the practicum? (p. 105) 

CMTs want collaborative guidance and education (Abramo & Campbell, 2019a; Russell, 2019; 

Snell et al., 2019; Wright & Grenier, 2018), but opportunities for preparation and education for 

cooperating teachers are often erratic or haphazard (Abramo & Campbell, 2019a; Clarke et al., 

2014; Conway & Holcomb, 2008; Hoffman et al., 2015; Rajuan et al., 2007). While 

approximately half of the states in the U.S. require some training of cooperating teachers, there is 

little to no specificity around the roles and requirements (NCATE, 2010). A review of the 

literature suggests there are multiple pathways by which cooperating teachers desire further 

education: (a) distribution and clarity of handbooks, (b) enhanced communication with university 

facilitators and music teacher education professors, and (c) increased availability of professional 

development in the form of seminars, courses, and clinics (Belton et al., 2010; Conway & 

Holcomb, 2008; Denis, 2016; Rajuan et al., 2007; Snell et al., 2019; Wright & Grenier, 2018; 

Zemek 2008). 

Handbooks.  Cooperating teachers value information they receive from teacher 

preparation programs (handbooks, guidelines, expectations, etc.), and it can help them to be 

successful in their role (Wright & Grenier, 2018). This research suggests that cooperating 

teachers desire “clearer expectations on deadlines, providing a cooperating teacher handbook, 

and paperwork/evaluation forms” (Snell et al., 2019, p. 91). 

Communication.  Snell et al. (2019) amplify the importance of communication among 

stakeholders, especially regarding the strengths and weaknesses of the cooperating teacher and 

student teacher. The authors suggest that open and honest conversation is critical for a successful 
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placement. Denis (2016) adds that facilitating collaboration between student teachers and 

cooperating teachers before the semester of student teaching supports relationship building: 

By having both cooperating and student teachers interact, either individually or in a 

preparation session, it can be possible to create a foundation for interaction, 

communication, reflection, and power sharing that might facilitate both a smoother 

transition and greater growth for the student teacher. (p. 59) 

These sessions could be good opportunities to share information regarding expectations for 

organizational variables such as calendar dates and observation structures. The sessions could 

also provide time and space to explicitly discuss more abstract themes such as reflective 

practices and power structures. 

There is often a disruption in communication between the primary stakeholders in student 

teaching (cooperating teacher, student teacher, direct observer, university facilitator). Rajuan et 

al. (2007) suggested consistent preparation of cooperating teachers could allow for better 

communication, which could raise awareness of expectations and concerns, leading to a better 

student teaching experience. Participants in Wright and Grenier’s 2018 study of cooperating 

teachers’ beliefs and teaching practices identified attendance at a summer course as helpful 

preparation for their roles as cooperating teachers. In a study of physical education teachers, 

Belton et al. (2010) found that an education program had a positive impact on the student 

teaching process. Participants specifically noted an improved understanding and definition of 

roles for themselves and the student teacher, which led to more successful experiences. The 

unique context of each student teaching placement is a principal rationale for explicit, specific 

communication to ensure positive experiences for all stakeholders (Denis, 2016). The 

effectiveness and support structures for interpersonal relationships in the music teacher setting 

are an area where further research is necessary. 
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Professional Development.  In a study of early childhood teacher education faculty’s 

efforts to prepare cooperating teachers, Baum and Korth (2013) report the most common purpose 

of professional development is the sharing of information related to policies, procedures, and 

logistics. Secondarily professional development enabled effective collaboration towards the goal 

of educating preservice teachers. The third and final purpose was to assist cooperating teachers 

in developing mentoring skills. Experts respond to several rounds of questionnaires, and the 

responses are aggregated and shared with the group after each round. 

Regian (2021) conducted a study about material and organization for preparing cooperating 

teachers using the Delphi method, a process in which the researcher gathers expert opinions and 

agreement through several iterative rounds of questionnaires. The author grouped topic 

suggestions into three categories (a) six topics related to tasks, (b) eight topics related to 

logistics, and (c) nine topics related to mentoring. Table 2.1 lists Regian’s grouped topics. 

Table 2.1 

Suggested Training Topics for Cooperating Teachers 

Logistics 

Use of University Software Student teacher duties 

Legalities of Substituting Role of University Supervisors 

How to score rubrics Cooperating teacher duties 

Semester schedule When to alert the University 

Mentoring 

Help talking with interns Mentoring tips 

Troubleshooting Co-teaching 

Releasing back to teacher Giving up control 

Coaching examples How to give feedback 

Having students in the room unsupervised  

Tasks 

Evaluation/Observation forms Best Practices 

Information about the University Teaching all subjects 

Focus areas for each specific student Teaching during school closures 
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Based on their research, Regian proposed professional development sessions organized into six 

25-minute modules with 5-minute breaks between each session based on the Pomodoro 

technique (Cirillo, 2018). The first two modules cover the logistics of the role, including an 

introduction to being a cooperating teacher, semester schedule, roles, and responsibilities. 

Modules three and four cover tasks involved, including evaluation/observation forms, best 

practices, and focus areas for each specific student teacher. The last two modules cover topics 

related to mentoring, including advice for speaking with student teachers, mentoring tips, and 

examples of coaching and providing feedback. 

While seminars, courses, and clinics are desirable forms of professional development, 

scheduling and the time CMTs would need to take away from their own classrooms are 

identified as major barriers to participation (Conway & Holcomb, 2008). Gunther (2021) 

suggests lack of time and motivation to attend sessions is a primary barrier to professional 

development for CMTs. Individual meetings are beneficial, though time-consuming, especially 

given the nature of the dual membership of participants in music and education (Zemek, 2008). 

Participants in the aforementioned study by Baum and Korth (2013) also cited time, financial 

resources, logistical issues, lack of input from cooperating teachers as barriers to effective 

professional development. The authors suggest developing shared goals and expectations for 

professional development as a way to improve effectiveness. 

Benefits for the Cooperating Music Teacher 

While CMTs have an important responsibility to the student teachers they host, there are 

also benefits for the CMT. Benefits cross a wide spectrum from intrinsic to extrinsic including 

financial compensation, professional learning opportunities, thank-you dinners, and professional 

recognition (Conway & Holcomb, 2008; Draves, 2008; Fives et al., 2016; Koskela & Ganser, 
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1998; Palmer, 2018; Snell et al., 2019). Whether the motivation for cooperating teachers is 

intrinsic or extrinsic, their participation in the education of preservice teachers is critical, and 

there are clear reasons why cooperating teachers open their classrooms to student teachers. 

Cooperating teachers cite professional development credit, advancing the profession, and benefit 

to their own students as reasons for hosting student teachers (Snell et al., 2019). In some cases, 

monetary compensation is offered to cooperating teachers, but those cases appear to be 

infrequent and usually involve meager stipends compared to the time cooperating teachers 

devote to student teachers (Fives et al., 2016; Snell et al., 2019). 

Mentorship is a type of professional development insofar that cooperating teachers are 

eager for opportunities to develop their craft in that role (Conway & Holcomb, 2008). Gallo-Fox 

and Scantlebury (2016) affirm this idea, illustrating how “cooperating teachers experienced 

meaningful, authentic professional development within a co-teaching context” (p. 200). The 

authors suggest that the co-teaching experience represents sustained engagement, during which 

veteran teachers experience valuable learning opportunities.  

Serving as a mentor is intrinsically professional development and seems to be a strong 

motivation and benefit for cooperating teachers (Conway & Holcomb, 2008; Szymańska-

Tworek, 2022). Hosting a student teacher provides opportunities for growth and professional 

development in several ways (Conway & Holcomb, 2008; Palmer, 2018; Snell et al., 2019). 

Through team-teaching, observations, and debriefs, there are abundant opportunities for self-

reflection on the part of the cooperating teacher (Draves, 2008). Cooperating teachers must have 

strong rationale for what they are teaching and how they are teaching it, so they can clearly 

articulate strategic and philosophical decisions to student teachers. Snell et al. (2019) write,  
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Ultimately, hosting a student teacher is a powerful tool for increasing teacher reflection. 

As one participant noted, “Teaching people how to teach makes you look at your own 

practices and constantly work to improve and stay current with trends.” (p. 94)  

Cooperating teachers also look forward to learning from their student teachers (Koskela & 

Ganser, 1998). Since student teachers are fresh out of the university setting, they may be able to 

help cooperating teachers explore new developments in the field (Palmer, 2018). 

Summary of Chapter II 

The first section of this chapter reviewed the literature on student teaching in music 

education, focusing on the major parties involved as stakeholders in the student teaching 

experience. It is suggested that instead of the widely acknowledged triad of collaboration, a 

tetrad involving four parties may be more appropriate. First, the student teacher, followed by the 

CMT, the university facilitator, and the direct observer of student teachers. The second section 

focused on the literature concerning CMTs in four areas: (a) characteristics of effective teachers; 

(b) educative mentoring; (c) critical reflection; and (d) benefits for the CMT.  

Student teaching is a foundational part of the preservice music educator’s journey, 

offering vast opportunities for growth, but this growth seems to be contingent on the context and 

setting for the practicum. The CMT bears great responsibility to the preservice music educator, 

helping them to transition from learning in higher education to teaching in the P-12 context. 

MTEs are responsible for the selection, preparation, and education of those CMTs.   
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CHAPTER III 

METHODOLOGY 

The purpose of this exploratory study was to examine the preferences and practices of a 

group of music teacher educators (MTEs) in the United States regarding the selection, 

preparation, and education of cooperating music teachers (CMTs), through the lens of the Four 

Notions Framework (Abramo & Campbell, 2016). The study was conducted through a 

convergent mixed methods approach, using a large-scale national survey with follow-up 

interviews and a document search. The following research questions guided this study:  

1) What criteria do music teacher educators employ when selecting cooperating music 

teachers? 

2) What criteria do music teacher educators value when selecting cooperating music 

teachers? 

3) What professional development opportunities are made available by the institutions of 

higher education for the preparation and education of cooperating music teachers? 

4) What factors facilitate and/or impede the selection, preparation, or education of 

cooperating music teachers? 

 This chapter presents rationale for the exploratory study and describes an overview of the 

research methodology, beginning with participants, setting, and sampling strategy. Processes and 

findings for the pilot study are discussed, followed by an explanation of the instruments and 

methods used for data collection and analysis. A description of ethical considerations (consent, 

trustworthiness, and limitations) concludes the chapter. 
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Rationale for Research Approach 

This convergent mixed methods approach was based on the notion that the mixing of 

multiple types of data provides a more complete understanding of a research problem, offering 

triangulation across quantitative and qualitative methods that strengthens the credibility of the 

study (Creswell & Clark, 2018). The convergence of strengths from qualitative and quantitative 

designs mitigated weaknesses of each approach, for example, the breadth of sample size of the 

quantitative-based survey compared with the depth garnered from the small sample size of the 

semi-structured interview. Similarly, the objective measures of a survey compared with the 

relatively subjective interpretation of interview transcripts provided differing data collection 

methods. Data collection occurred through an online survey, a search and review of documentary 

materials, and semi-structured interviews. Consistent with the convergent design, data collection 

tools were constructed prior to the study, “using the same or parallel variables, constructs, or 

concepts” (Creswell & Creswell, 2018, p. 352), and data collection occurred concurrently but 

separately, wherein the results gleaned from each method are not dependent on each other.  

The online survey was conducted at the same time as a review of documentary materials. 

The semi-structured interviews began following the conclusion of the survey, as interview 

participants were drawn from volunteer survey respondents. The researcher selected interview 

participants through systematic sampling that provided a statistical equivalent to a random 

sample. More information on the selection procedure can be found in the following section titled 

“Setting and Participants.”  

Research interviews are an effective data collection method for exploring research 

problems and topics (Bloomberg & Volpe, 2008; Merriam & Tisdell, 2016; Roulston, 2020). 

This qualitative approach gave interview participants opportunities to share rich descriptions of 
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their experiences in response to questions posed by the researcher. After each data set was 

analyzed separately, a process of interface commenced wherein the researcher merged the data 

sets through direct comparison, synthesis, and discussion. Finally, interpretation of results 

commenced related to the research questions and overall purpose of the study, along with 

reflection and explanation of the results (Creswell & Clark, 2018). See Appendix B for a graphic 

representation of the research design. 

Setting and Participants 

 The study was conducted online. An anonymous link to the survey was sent to potential 

participants along with a short introductory letter. Interviews were conducted using Zoom. 

Criterion-based sampling was used for this study, through filter questions at the beginning of the 

survey. Participants in the study were MTEs who select, prepare, and/or educate CMTs. More 

specific criteria included: 

● Criterion 1: MTEs who held positions related to CMTs at four-year colleges and 

universities for at least three years. New MTEs may not have thorough knowledge of 

local context for many processes involved in selection, preparation, and education of 

CMTs (Baumgartner, 2019).  

● Criterion 2: MTEs who held positions at institutions in the United States accredited 

by the National Association of Schools of Music (NASM). Accreditation by NASM 

provided uniformity in requirements for preservice music educators across 

participants and institutions. 

 Interview participants (n = 10) were drawn from a systematic sample of volunteers 

collected after the survey closed (n = 34). Ten volunteers were interviewed by the researcher, 

which was an appropriate sample for a broad study such as this one (Brinkmann & Kvale, 2018; 
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Yin, 2016). Interview participants were chosen by selecting every nth survey participant who 

volunteered for the interview portion. This systematic sample provided a statistical equivalent to 

a random sample through a division of the total number of volunteers by the desired sample (n = 

10). To simulate a random selection process, a start point for sample selection was chosen by 

selecting a random number from within the sampling interval. To avoid a recurring pattern, the 

list of volunteers was sorted by submission timestamp.  

Of the initial 10 volunteers who were selected, four responded to the first email and 

scheduled interviews. Three volunteers responded to the reminder email and scheduled 

interviews. Three of the initial volunteers did not respond after multiple follow up emails and so 

the systematic sample continued to choose three additional participants. Those three participants 

responded to the first recruitment emails and scheduled interviews. Following the conclusion of 

the final interview, an email was sent to all volunteers informing them they were not selected for 

an interview at this time and thanking them for their willingness to participate in the research. 

Survey Participant Recruitment Strategies 

The survey was distributed using research survey assistance services provided by the 

National Association for Music Education (NAfME) and College Music Society (CMS). In 

addition, the researcher sent the survey to program contacts at each of the institutions listed as 

having an accredited music education degree in the National Association of Schools of Music 

(NASM) directory. These three methods constructed a representative sample of the target 

population. It was reasonable to expect the MTEs represented in these populations had 

immediate experience with and access to any criteria being used to select CMTs. As faculty 

working with student teaching programs, it was reasonable to expect they also had immediate 

experience with and access to information about preparation and education available to CMTs. 
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The NAfME Research Survey Assistance program is designed to, 

allow those with a legitimate research program or material to reach out to NAfME’s 

membership in a way that might result in the collection of additional data points that may 

be useful to complete ongoing research projects. (NAfME, 2021, para. 2) 

At the time this research was done, NAfME estimated that approximately 50% of music 

educators in the United States are members of the organization. 

The College Music Society disseminates surveys based on lists by specialization, 

maintaining a database that at the time of publication had approximately 58,000 email addresses, 

approximately 11,000 of which were related to music education (CMS, 2021b). While it would 

have been ideal to send the survey to each one of those contacts, at $0.17 per email that large 

number was cost prohibitive, therefore the survey was sent to each of the contacts in the 

Chair/Dean/Director category, numbering 1,806 contacts. 

 The National Association of Schools of Music (NASM) is an accrediting organization for 

conservatory, college, and university music programs. At the time of this research, NASM had 

approximately 639 accredited members that have met the standards for credentialing in music 

and music-related disciplines. The directory of accredited institutions includes “degree-granting 

institutions, community colleges, non-degree-granting schools, and community and precollegiate 

programs” and importantly for this study, the “name of the music executive with contact 

information” (NASM, 2021, para. 2). Mining this database yielded 514 contacts for institutions 

that offer degree-granting programs in music education. 

A limitation of this study was that in order to receive the survey, potential participants 

must have been members of NAfME, CMS, or been listed in the NASM directory, but it was 

reasonable to expect the combination of recruitment strategies through NAfME, CMM, and 

NASM would have yielded a representative sample of MTEs in the U.S. who work with CMTs. 
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Given the target sample population, online data collection was the most efficient mode of 

data collection. While internet coverage rates are not ubiquitous, it is reasonable to expect MTEs 

who are tasked with coordinating student teacher placements (communicating with P-12 

teachers, students, departments of education etc.) would have had readily available access to the 

internet and email services (Couper, 2017). Based on the anticipated size of the survey, the time 

required for telephone surveys would have been impractical and given the likelihood of universal 

access to email, a mail survey would have likely been redundant and an imprudent use of 

resources. 

Interview Participant Sampling Strategy 

 Participants selected for the interview portion were sent an email outlining the purpose of 

the interview and offering the opportunity to schedule an interview. An informed consent form 

was included with the email and participants returned the signed document prior to the start of 

the interview. A discussion of consent practices for this study can be found in the section 

Consent and Ethical Considerations. 

Due to concerns and uncertainty surrounding travel related to the COVID-19 pandemic, 

all communications and interviews took place remotely. Zoom software was used to conduct and 

record the interviews. Research suggests that Zoom is a viable tool for high-quality interviews 

that provide rich data and positive experiences for both researchers and participants (Archibald et 

al., 2019; Gray et al., 2020). The software provides ease of accessibility, convenience, and secure 

data management. Each participant was emailed an individualized encrypted link for a Zoom 

meeting and meetings were password protected with the waiting room feature enabled to protect 

the confidentiality of the interview and the anonymity of the interviewee.  
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 During the interview, participants were asked to discuss their experiences and perceptions 

regarding the selection, preparation, and education of CMTs. Participants responded to questions 

voluntarily and were explicitly informed of their right to stop the interview at any time. Interview 

techniques such as “weighing the evidence, checking the meaning of outliers, using extreme 

cases, following up on surprises, looking for negative evidence” (Brinkmann & Kvale, 2018, p. 

142) aided in the validity of the study. The researcher recorded audio and video of each 

interview, then transcribed each interview for research purposes only. The researcher deleted all 

recordings following the conclusion of the data collection period. In addition to the signed 

informed consent form, participants were notified verbally when recordings began and ended. 

The researcher took notes during the interview and wrote memos following each interview to 

capture impressions of the encounter (See Appendix C for Interview Memo Template). 

Transcripts were shared with participants prior to analysis and participants were asked to verify 

the accuracy. Some participants offered corrections, clarifying meanings of conversation points, 

and all participants (n = 10) verified the accuracy of the transcripts. 

Pilot Study Support for the Dissertation Study 

This section will discuss how findings and feedback from the pilot study of the survey 

instrument (conducted Spring 2020) supported this study. It will also cover participants, data 

collection and analysis, as well as findings and implications pertaining to the pilot study. 

Pretesting and piloting a survey help to identify errors, learn where redesign may be necessary, 

and to identify (and avoid) potential problems in data collection and analysis (Fink, 2011). 

Testing was accomplished in the course EDPS 5020 (Survey Research Methods) as well as 

sessions with the researcher’s professors, advisors, and experts in the field of music education. 

Before piloting with participants in the field of music education, the survey was also completed 
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by an individual who does not have professional knowledge of the field. An additional section 

was added to the survey, asking participants to give feedback on the construction and clarity of 

the survey. The participants were also given contact information for the researcher and asked to 

communicate any other suggestions or ideas they had. 

Pilot Participants 

A convenience sample of five MTEs from Connecticut, New York, Pennsylvania, and 

Hawaii were asked to participate in the pilot study. Each of the participants agreed to take part in 

the pilot study in advance of receiving the survey. An anonymous link to the survey was sent to 

each of the participants along with a short introductory email. For the purposes of piloting the 

study, the threat of conflict of interest was reasonably low, as the participants were known to the 

researcher. When invitations for the dissertation study were sent, pilot study participants were 

reminded not to participate since they were instrumental in the creation of the survey tool. 

Data Collection and Analysis 

 Data were collected using a survey created on Qualtrics, an online survey platform. The 

survey was distributed by email on March 22, 2021, and all participants completed the 

questionnaire less than one day later. Data were exported from Qualtrics into a spreadsheet using 

Google Sheets then analyzed using descriptive statistics. Open-ended survey responses were 

imported to VERBI Gmbh’s software MAXQDA 2020 (Version 20.3.0) and coded to make 

comparisons, groupings, and categorizations of the data. 

Findings and Discussion 

The pilot study was successful, demonstrating that data collected for this dissertation 

would likely provide insight on the selection, preparation, and education preferences and 
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practices of MTEs. Participants completed the survey in its entirety in a reasonable amount of 

time taking between 12 and 27 minutes. The findings that emerged are presented below: 

1. Published criteria for selection of CMTs, as well as opportunities for preparation and 

education, may be as sparse as the literature indicates. 

2. Significant challenges exist regarding the selection, preparation, and education of CMTs, 

primarily focused on the intersection of ideal practice and real-world practicality. 

3. Personal beliefs of MTEs may align with the Four Notions Framework (Abramo & 

Campbell, 2016), while the selection criteria published by colleges and universities, as 

well as the professional development, may not. This suggests a chasm between beliefs 

and practice. 

 Because of the small sample size (n = 5), some speculation and conjecture were required 

to glean emergent findings, but the pilot study supported the proposed research approach. While 

the larger sample size of the dissertation study will provide more data, it likely will not provide, 

nor is intended to provide, the quantity of data needed for generalizable findings. Finding 1 

emerged from responses that indicated low availability of published criteria, preparatory 

opportunity for CMTs, or offerings of professional development and ongoing education. Finding 

2 emerged from the open responses given by participants related to challenges encountered in 

their experience when compared to their beliefs of important criteria for CMT selection. Finding 

3 emerged from the Likert-style questions in the third section of the survey, where there was 

strong agreement between the operationalized statements from the Four Notions Framework 

(Abramo & Campbell, 2016) and personal beliefs, but more disagreement between the relation of 

the statements and published criteria or professional development opportunities. The 

operationalized statements can be found in Appendix D. Given the small sample size for this 
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pilot study, it was not possible to compare the preferences for selection criteria identified by 

participants to the selection criteria published by institutions. 

Implications From the Pilot Study as they Pertain to this Study 

Immediately apparent from the responses to the pilot study, was the lack of clarity 

surrounding the term “professional development.” During revisions of the problem, purpose 

statement, and research questions for this study, the concept of professional development was 

separated into “preparation” and “education.” This change is reflected in new and modified 

survey questions and to up confusion relating to the aforementioned term. Additionally, several 

participants used open-text items to share thoughts about their experiences that were not directly 

related to the question posted. As a result, several optional open text response items for 

participants to briefly share experiences were added to the survey. 

Instrumentation Plan and Methods of Data Collection 

IRB approval for the dissertation study was granted on January 26, 2022 [IRB ID: 22-166]. Data 

collection for the survey began on February 7, 2022, and the survey was closed on May 6, 2022. 

Invitations for interviews were sent initially on September 13, 2022, and the first interview was 

conducted on September 19, 2022. The final interview was conducted on October 26, 2022. Data 

collection for the document search began on April 26, 2022, and concluded on January 15, 2023. 

A timeline for the data collection process can be seen in Figure 3.1.  
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Figure 3.1 

Timeline of Data Collection 

 

Online Survey 

Creswell and Creswell (2018) write “survey design provides a quantitative description of 

trends, attitudes, and opinions of a population” (p. 13) and describe surveys as effective ways to 

collect data about descriptive questions. The intention of this survey was to collect data about the 

beliefs and practices of MTEs related to the selection, preparation, and education of CMTs, so a 

large-scale survey was an efficient and effective way to answer the research questions that 

guided this study. The Qualtrics survey consisted of 48 items including instructions, Likert-type 

items, open-ended questions, multiple-choice questions, and opportunities for participants to 

upload materials. The complete survey can be found in Appendix E. The survey was constructed 

in six sections: 

1. Informed consent and filter questions for participation criteria 

2. Filter questions regarding published criteria, CMT handbooks, onboarding experiences 

for new CMTs, and professional development available to CMTs.  

3. Criteria for the selection of CMTs published by the participants institution. 

4. Personal beliefs of music teacher educators related to selection criteria for CMT. 
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5. Relationships of personal beliefs, published criteria, and professional development to the 

Four Notions Framework (Abramo & Campbell, 2016) 

6. Demographic data and volunteer opportunity for interviews 

 Following revisions from the pilot study conducted Spring 2021, the survey tool had 48 

response items and was a mix of close-ended and open-ended questions. Close-ended question 

types included dichotomous, nominal, and Likert-style questions. There were five open-ended 

questions with open text-box responses, as well as three opportunities for participants to upload 

relevant documents (handbooks or selection criteria) or provide hyperlinks to relevant materials. 

Response values for questions referencing selection criteria (SQ17 and SQ22) were drawn from 

findings by Magaya and Crawley (2011), Russell (2019), Zemek (2008), and the researcher’s 

own experience. 

In section 5 of the survey, the Four Notions Framework (Abramo & Campbell, 2016) was 

operationalized using 10 statements formed by the original authors. The 10 statements are used 

with the authors’ explicit permission, with minor alterations made by the authors during a Zoom 

call in March 2021. The statements are listed in Appendix D. 

Demographic questions in section 6 were compiled with special attention towards 

inclusivity (Harvard Office of Regulatory Affairs and Research Compliance, 2020), as well as 

the input of experienced researchers following the pilot study. Collection of demographic 

information was included because it can be useful to help explain similarities and differences 

among participants (Bloomberg & Volpe, 2008). 

At the conclusion of the survey, participants were asked to volunteer for the follow-up 

interview to talk about their experiences with the selection, preparation, and education of CMTs. 

If participants indicated an affirmative response, they were directed to a separate survey in which 



PREPARATION OF COOPERATING MUSIC TEACHERS 

56 

they were given details about the interview process and asked to share their contact information. 

While this second survey did collect identifiable information, it was in no way connected to the 

original survey, so responses remained anonymous. See Tables A2-A5 Appendix A for 

alignment of survey questions to research questions. 

Interview Protocol 

At the conclusion of the online survey, participants were given an option to volunteer for 

participation in the online interview portion of the study. Saldaña (2011) suggests interviews are 

an “effective way of soliciting and documenting, in their own words, an individual’s or group’s 

perspectives, feelings, opinions, values, attitudes, and beliefs” (p. 32). Semi-structured 

interviews are guided by a protocol designed to generate conversation through predetermined, 

but open-ended questions and topics (Given, 2008). Carefully formulated questions can elicit 

stories from participants and give the researcher freedom to dig deeper into subjects that come up 

during the interview. In this study, interviews gave music teacher educators an outlet to share 

and reflect on their experiences selecting, preparing, and educating CMTs. The interview 

protocol (See Appendix F) was structured to promote an organic flow of conversation, weaving 

through research questions as the interview progresses. 

The first section of the protocol was an introduction to the study, which briefly described 

the study and offered opportunities for interviewees to ask questions. After participants had an 

opportunity to ask questions, verbal consent for participation and recording was obtained from 

each participant. Following consent, the first series of questions aimed to establish a foundation 

for the conversation by engaging the participant in a discussion about their beliefs regarding 

music teacher education and their work with CMTs. 
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The second section of the protocol focused on criteria for selection. Participants were 

asked broad questions that would not have been as practical in the survey. For example, 

participants were asked to describe what makes a P-12 music educator ready to become a CMT. 

Similarly, questions about selection criteria prompted participants to dive deeper into their own 

practices. 

The third section of the protocol shifted to preparation and education, prompting 

discussion about beneficial preparation and education, as well as challenges. This section was 

intentionally placed at the end of the interview in hopes that positive rapport would have been 

established and participants would have been willing to share about challenges they may have 

encountered and areas for improvement of which they are aware. This approach seemed to have 

been beneficial. 

The conclusion of the interview offered participants an open opportunity to share about 

selection, preparation, and education of CMTs. Following each interview, the researcher 

completed an interview memo (See Appendix C), recording ideas, questions, and impressions 

while the experiences of the interviews were still fresh. 

Documentary Materials 

 A review of documentary materials was conducted to provide objective reporting of 

published criteria for cooperating teachers, collected from the state administrative codes, rules, 

and laws. Merriam and Tisdell (2016) suggest the use of documentary materials is similar to the 

use of interviews. Much like the interview setting,  

data collection is guided by questions, educated hunches, and emerging findings…. Since 

the investigator is the primary instrument for gathering data, he or she relies on skills and 

intuition to find and interpret data from documents. (p. 175) 

Yin (2016) suggests that collected objects such as documents can reduce problems presented by 

reflexivity. Since the documents were created for a reason unrelated to this study, they cannot 
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have been influenced by the researcher or the study. The review of documents also yielded 

information that provided helpful context during the interview phase of the study. 

The search for documentary materials in this study focused on published selection criteria 

for cooperating teachers. The document search began through state department of education 

websites, using search terms and iterations such as “cooperating teacher,” “mentor teacher” and 

“student teaching,” followed by similar search queries on major state university websites (e.g., 

Pennsylvania State University cooperating teachers). After attempting a search of the first few 

states, acute variation of criteria between institutions of higher education was evident and it 

became clear that the modification of the document procedure was necessary. 

A new approach was developed and executed wherein the search focused on state 

administrative codes, rules, and regulations–the legal source for the criteria eliminating the 

variation initially found within each state and creating better objectivity for where the 

information was obtained. The search process began with internet searches for each state’s 

administrative rules (e.g., “Vermont Administrative Rule”) followed by various search terms 

including “cooperating teacher,” “mentor teacher,” “student teacher,” “educator licensure,” and 

variations of each of those terms. If criteria were not found using that method, the search 

continued using the Thomson Reuters Westlaw Database subscription provided by Gottesman 

Libraries at Teachers College, Columbia University. The search of the database was state-

specific, using the same terms previously mentioned, followed manual reading of related rules to 

uncover criteria. Full excerpts of text were collected in a Google Sheets spreadsheet, organized 

by state, NAfME federated state association, date accessed, date published, with an appropriate 

citation as well as a column for researcher notes and observations. Each U.S. state dictates a 

different system of citation requirements for their state codes, rules, and regulations, so in an 



PREPARATION OF COOPERATING MUSIC TEACHERS 

59 

effort to collect citations in a way that eases reference, all references for the document search are 

collected in Appendix G, organized by state alphabetically. 

Data Analysis and Synthesis 

This section will outline the process for analysis and synthesis of the data collected from 

the online survey, interviews, and document review. Data analysis began in June 2022 and 

concluded in January 2023. Quantitative data from the survey were analyzed in Qualtrics and 

Google Sheets using descriptive statistics. Qualitative data from the survey, document review, 

and interviews were coded separately using Google Sheets and VERBI Gmbh’s software 

MAXQDA 2022 (Version 22.2.0). Data management tables, which categorize the survey 

response items and interview questions as they correspond to the four research questions that 

guided this study are included in Appendix A. The closing section discusses triangulation of the 

data sources. A timeline for data analysis can be seen in Figure 3.2. 

Figure 3.2 

Timeline for Data Analysis 

 

  



PREPARATION OF COOPERATING MUSIC TEACHERS 

60 

Online Survey Data 

 The Qualtrics survey was accessed via anonymous hyperlink, which according to 

Qualtrics cannot be tracked and cannot be used to identify participants. Additionally, the option 

to anonymize responses was selected, which prevented the recording of IP Addresses, location 

data, and contact info. The survey was distributed following IRB approval via the NAfME and 

CMS research services as well as to the addresses mined from the NASM directory. Survey data 

collection ended on May 6, 2022, and data were exported from Qualtrics into a spreadsheet using 

Google Sheets, where it was cleaned to check for miscoding, incorrect data entry, and missing 

responses. This cleaning was conducted alongside the codebook created during the design of the 

survey instrument.  

Analysis of Survey Data 

 Quantitative data from close-ended questions (dichotomous, Likert-style, and nominal 

response items) were analyzed using descriptive statistics through the Stats iQ functions of 

Qualtrics and Google Sheets to explore and interpret frequencies, measures of central tendency 

(mean, median, and mode), as well as distributions of responses. Variance was explored through 

using the “Relate” tool in Qualtrics Stats iQ, which provides the ability to conduct rudimentary 

multivariable comparisons. Qualitative data from the open-response survey items were coded in 

Google Sheets according to the subject of the response, then grouped into higher level themes, 

often referred to as parent codes. Frequency counts were performed on individual themes as well 

as higher level themes. 

Interview Data 

All interviews were audio and video recorded using Zoom, then uploaded to Otter.ai, an 

online transcription service that offered superior accuracy to the Zoom transcription service. 
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Following transcription, transcripts were checked for accuracy against the original audio 

recording. Recordings were reviewed two full times for each interview while corrections were 

made to the transcripts. During this process, transcripts were also de-identified through the 

removal or replacement of names of people, universities, and geographic locations. Depending 

on the context, identifiers were either redacted, or replaced with vague phrases such as “the 

university” or “my town.” Transcriptions were also edited for clarity, removing utterances, 

repeated words, and filler words. According to Roulston (2020), “utterances are usually 

punctuated and edited for clarity–that is, overlapping talk, pauses, and continuous such as ‘um,’ 

‘yeah,’ and ‘uh’ are typically omitted” (p. 54). In certain places, communication such as 

laughter, pauses, or dramatic punctuations were noted if they were deemed to be relevant to the 

context of the quote by the researcher. Transcriptions were completed within 72 hours of the 

interview taking place, to maintain familiarity with the conversation and the content. Transcripts 

were then sent to participants within five days of the interview. Participants were offered an 

opportunity to review transcripts of their own interviews for accuracy of content. Three 

participants offered corrections to the transcripts, clarifying, or elaborating on conversation 

points. One participant requested redactions of certain parts of the transcript. The remaining six 

confirmed the accuracy of transcripts without offering corrections. Analysis of interview data in 

MAXQDA 2022 did not begin until after the accuracy of all transcripts had been verified. 

Analysis of Interview Data 

 Following transcription and checks for accuracy, interview transcripts were uploaded to 

MAXQDA 2022 for analysis and coding. Using coding software had advantages such as easily 

searchable files, and in-program memos that could be used to quickly capture ideas (Given, 

2008). Additionally, the use of a computer for this process decreased the use of paper and was an 
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environmentally friendly choice. First the researcher performed a round of open coding, referred 

to by Brinkmann and Kvale (2018) as “meaning coding.” During meaning coding, the researcher 

attached one or more keywords to text segments, resulting in 744 unique codes. Code memos 

were a crucial part of this step, where definitions, ideas, or thoughts about the code are recorded 

(Gibbs, 2018). Next, comparisons, groupings, and categorizations of the data were made based 

on the visual representation of components of the problem statement (Figure 1.3) and the 

anticipated coding scheme presented in the dissertation proposal (See Appendix H). While the 

resulting coding scheme generally aligned with the anticipated coding scheme, several themes 

were slightly different, which was a reasonable, and anticipated change following data collection 

and analysis. The parent and subcodes that emerged from analysis of the data can be found in 

Appendix I. After the final interview and data analysis process, axial coding was then performed 

in an attempt to link data together and identify or compare emergent themes. Selective coding 

was then used to examine the nature and relationships of codes and categories (Creswell & Poth, 

2016). A graphic representation of this research design can be found in Appendix B. 

Document Review 

 Relevant excerpts from the state administrative codes, rules, and regulations were 

collected in a Google Sheets spreadsheet, organized alphabetically by state name. Many of the 

documents collected had significant sections that were unrelated to cooperating teachers, so line-

by-line coding of entire documents was not necessary (Frey, 2018). A second spreadsheet was 

created to mine specific data from the excerpts collected. This spreadsheet included 10 columns, 

organized alphabetically by state, intended to sort information related to the selection, 

preparation, and education of CMTs. The first two columns were used to collect phrases and 

words used to reference cooperating teachers and student teachers. These phrases were then 
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grouped and counted. Next, excerpts for each state were coded “yes,” “no,” or “no data,” based 

on language related to requirements for licensure and specific types of licensure. Any notes 

about specific licensure including levels of license required, or specific credentials required, 

were kept in a separate column. Frequency counts of states with licensure requirements were 

conducted. During the third round of data mining, language relating to required years of 

experience, required years of in-district experience, and requirements related to teaching 

effectiveness were extracted and compiled in the document. Frequency counts were performed 

on state requirements for years of experience and requirements for effectiveness ratings. Finally, 

any subjective language related to dispositions of cooperating teachers, and language related to 

professional development requirements were extracted from the document, and frequency counts 

by state were performed. 

Triangulation of Data Sources 

 The principle of triangulation comes from navigation where three distinct points are used 

to calculate the location of an object (Yin, 2016). The term “triangulation design” in the context 

of mixed methods research had been used to describe studies in which quantitative and 

qualitative methods were used to collect data about a topic (Creswell & Clark, 2018). In this 

study, data from the survey, interviews, and document review were analyzed and compared to 

garner more complete understandings of the research problem. Emergent themes from all data 

sources were compared to corroborate findings, as well contradictions and inconsistencies. An 

overview of how data collection tools were used to answer research questions can be found in 

Table A1 in Appendix A. While Creswell and Clark (2018) have left the term triangulation 

behind in favor of the “convergent design,” Yin’s (2015) description of triangulation bears 

relevance:  
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Triangulating even may be thought of as a frame of mind rather than as a methodological 

technique—something that helps to keep your eyes and ears open for corroborating or 

conflicting ideas or data, whatever you are doing. (p. 161)  

In this way, triangulation served another purpose in the form of researcher reflexivity, providing 

another way in which the researcher self-monitored for bias. 

Consent and Ethical Considerations 

 Following the dissertation proposal approval, study materials including descriptions of 

study procedures, risks and benefits, confidentiality procedures, and data security were submitted 

to the Teachers College Institutional Review Board. A consent form for the survey was 

embedded on the first page of the Qualtrics survey, which required participants to confirm their 

understanding and consent to participate before they were allowed to continue to the response 

items in the survey. 

Eynon et al. (2017) suggest “research ethics for online settings are not special and can be 

derived from the ethics for offline settings” (p. 3), but also warn that it may be “harder to 

determine whether the participant truly understands what they are consenting to” (p. 6). Clearly 

there is disagreement on the topic, so extra consent measures related to the interview were 

implemented to ensure understanding and clarity of consent. Prior to the interview, participants 

were emailed a consent form detailing the procedures and requirements of the study. Participants 

were required to sign and return the documents prior to the interview. Before commencing the 

interview, participants were given an opportunity to ask questions and discuss concerns they had. 

Since the researcher was not present when consent forms were physically signed, verbal consent 

for participation and recording was also requested at the onset of the interview. 

Responses to the survey were entirely anonymized and transcripts of interview 

participants were de-identified. All identifiable information in survey responses and interview 

transcripts (e.g., college names or locations) were replaced with generic terms such as “my 
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state,” or “the college.” Specific locations were replaced with broader descriptions such as “a 

northwestern state,” usually coinciding with the NAfME Federated State Association of the 

location (See Appendix J). Interview participant names were replaced with gender-neutral 

pseudonyms and will be referred to in this study using the they/their pronoun series. The 

researcher had no prior personal connections to any of the interview participants. Since 

participants were adults and members of the music teacher education field, it is unlikely that 

power dynamics had any consequential effect on the interview sessions. 

Issues of Trustworthiness 

 Multiple strategies were used in this study in an effort to strengthen trustworthiness. Yin 

(2016) defines a trustworthy study as one that, 

provides assurance that [the researcher has] properly collected and interpreted data, so 

that the findings and conclusions accurately reflect and represent the world that was 

studied. (p. 85) 

In quantitative research, validity, reliability, and objectivity are used to measure the 

trustworthiness of a study and are replaced by credibility, transferability, dependability, and 

confirmability in qualitative research (Lincoln & Guba, 1985). This section will discuss these 

issues of trustworthiness as related to this study, then position the research through a discussion 

of researcher perspective, and limitations of the study. 

Validity and Credibility 

 This study pursued triangulation through the use of multiple data collection methods (i.e., 

an online survey, semi-structured interviews, and document review). Additionally, credibility 

was strengthened by the researcher’s commitment to discussions of discrepant findings. 

Bloomberg and Volpe (2008) write, “because real life is composed of different perspectives that 

do not always coalesce, discussing contrary information adds to the credibility of your account” 

(p. 77). Credibility of this study was also promoted through engagement in reflexivity throughout 
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the dissertation process. The Narrative, and Researcher Perspectives sections of Chapter I were 

devoted to framing the researcher’s positionality related to this study. Additionally, researcher 

memos completed throughout the study helped to illuminate assumptions and biases that arose. 

Methodological validity, the matching of logical methods to research questions (Bloomberg & 

Volpe, 2008), is demonstrated in the tables in Appendix A, matching research questions to 

survey response items and interview questions. 

 Member checks at multiple stages of the dissertation process incorporated multiple 

perspectives in the design and data collection processes. During the pilot phase, survey 

participants were asked to give feedback on survey design and flow. Those responses helped to 

improve the validity of the survey through several rounds of revisions. To help ensure clarity of 

message in the interview phase of the study, transcripts were emailed to participants for their 

approval following each interview. When considering transcriptions of interviews, Brinkmann 

and Kvale (2018) call the interviewee a “relevant partner for conversation about the correct 

interpretation” (p. 145). 

Reliability and Dependability 

 Lincoln and Guba (1985) suggest the use of an audit trail to demonstrate reliability and 

dependability in qualitative research. The audit trail describes in detail how the study is designed, 

how data is collected, and processes of analysis. The researcher has kept a detailed journal of the 

process of data collection and analysis including reflections, questions, and decisions. While the 

data collection tools were created prior to the study, discoveries during the concurrent phases of 

data collection, especially related to the document search, necessitated changes. Reflections in 

the journal assisted in reflexivity, contributing to the reliability and dependability of the data 
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collection methods. Reliability was also achieved through previously discussed member checks 

by sharing interview transcripts with interviewees.  

Generalizability and Transferability 

Generalizability is not a goal of qualitative research (Merriam & Tisdell, 2015), but 

“that’s not to say that nothing can be learned from a qualitative study” (p. 254). While unequal 

sample sizes between the survey and interview strands of the study had the potential to present a 

possible threat to credibility in the area of false generalizability (Creswell & Creswell, 2018). 

The researcher took great care comparing and presenting data, and when presenting findings to 

avoid false generalization, especially between data sets. Creswell and Creswell (2018) 

recommend a side-by-side comparison wherein the quantitative statistical results are discussed 

separately from the qualitative findings or themes. As such, data from the document search and 

survey are presented in Chapter IV and data from the interviews are presented in Chapter V. 

While comparisons of data sets were made, each data set (document search, survey, and 

interview) were analyzed separately; in other words, raw data from each research strand were 

never combined. 

Researcher Positionality 

 As discussed in the Narrative section of Chapter I, my roles and experiences related to 

music education and music teacher education situated me as an insider. As a former P-12 music 

educator who served as a CMT, I am deeply invested in the field of music teacher education both 

towards preservice music educators as well as the P-12 students who we serve. Having 

transitioned into the role of a music teacher educator at an institution of higher education during 

the course of this study, the research took on an even greater immediacy to my work in music 

teacher education.  
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Limitations of the Study 

 It is possible the sample population may have presented a limitation because it was drawn 

from lists that require membership, but the combination of NAfME, CMS, and NASM lists 

likely mitigated that factor by casting a broad net for survey participants. There were no 

indications of multiple survey responses from the same participant. There is also a possibility of 

incomplete data collection in the document search. Embarking on a search of legal documents of 

this scale was admittedly a monumental task, especially as a single researcher, without 

significant experience in legal scholarship. It is possible not all relevant data were uncovered and 

as this research continues, the researcher welcomes input from colleagues and experts in the field 

to make the document search more complete. Similarly, there were 14 states from which survey 

data were not collected (Alaska, Delaware, Kentucky, Maryland, Montana, Nebraska, Nevada, 

North Dakota, Oregon, Rhode Island, Vermont, Virginia, Washington D.C., and Wyoming) 

because MTEs from those states did not participate in the survey. In combination with the small 

sample size (n = 104), this study cannot and does not claim a complete national picture of 

preferences and practices of MTEs and generalization of the findings and conclusions is not 

possible nor recommended. Potential reasons for the low response rate will be discussed in 

Chapter IV.  

During the analysis of interview transcripts, it became clear that our conversations did not 

compartmentalize the nuanced differences between the first research question, dealing with 

criteria MTEs use, and the second research question, dealing with criteria MTEs value. As such, 

the discussions conflated the intended separation of use and value, so they are discussed 

collectively in Chapter V. Additionally, following the study, the researcher felt a line of 

questioning regarding the Four Notions Framework was missing from the interview protocol. 
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While it cannot be predicted how that may have affected findings or conclusions, it is likely 

discussion with interview participants around the framework could have provided an element of 

depth to that aspect of this study. 

Summary of Chapter III 

This chapter has provided detailed descriptions and rationale for the research 

methodologies employed in this study. The rationale for the research approach was discussed 

alongside supporting literature from various sources. Descriptions of the setting, participants, and 

recruitment procedures were followed by a discussion of the pilot study and resulting changes 

made to the survey instrument. The instrumentation plan, data collection methods, procedures for 

analysis and synthesis were followed by a discussion of consent and ethical considerations, 

issues of trustworthiness, and limitations of the study.   
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CHAPTER IV 

PRESENTATION OF DATA: DOCUMENT SEARCH AND SURVEY 

The purpose of this exploratory study was to examine the preferences and practices of a 

group of music teacher educators (MTEs) in the United States with regard to the selection, 

preparation, and education of cooperating music teachers (CMTs), through the lens of the Four 

Notions Framework (Abramo & Campbell, 2016). Data from the document search and survey 

portions of the study are presented in this chapter. The following research questions guided 

inquiry in this study: 

1) What criteria do music teacher educators employ when selecting cooperating music 

teachers? 

2) What criteria do music teacher educators value when selecting cooperating music 

teachers? 

3) What professional development opportunities are made available by the institutions of 

higher education for the preparation and education of cooperating music teachers? 

4) What factors facilitate and/or impede the selection, preparation, or education of 

cooperating music teachers? 

Organization of Chapter IV 

Chapter IV presents an overview of data collection processes for the document search 

and survey portions of the study, followed by a presentation of the data collected. First, data 

from the document search is presented to provide objective data on criteria for the selection, 

preparation, and education of CMTs. Data collected about common language, licensing and 

certification requirements, professional development requirements, and the matching process are 

presented. Second, data from the online survey is presented in six sections: 1) participant 
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demographics, 2) published criteria for the selection of CMTs, 3) selection beliefs of MTEs, 4) 

MTE perceptions of challenges in selection practices of CMTs, 5) handbooks and professional 

development for CMTs, and 6) MTE perceptions related to the Four Notions Framework 

(Abramo & Campbell, 2016).  

Overview of Data 

Materials for the document search were collected between June 2022 and January 2022. 

State administrative codes were searched for sections on teacher preparation through state 

websites and databases such as WestLaw and CaseText. Specific search protocols can be found 

in the methodology chapter (Chapter III). Data were collected in Google Sheets, then organized 

in data summary tables. Survey data were collected from February 7th, 2022, to May 6th, 2022. 

The Qualtrics survey was distributed using research survey assistance services provided by the 

National Association for Music Education (NAfME) and the College Music Society (CMS). The 

survey was also sent to program contacts for institutions that offer music education degrees listed 

in the National Association of Schools of Music (NASM) directory. Of the 168 participants who 

began the survey, 72.6% (n = 122) affirmed their consent and met all inclusion criteria (Chapter 

III, Setting and Participants). There were several participants (14.8%, n = 18) who affirmed 

consent and met all inclusion criteria but did not complete the survey. Since the participants did 

not respond to any demographic questions, and demographic data provided key context for this 

study, these 18 unfinished responses were not included in the analysis. Removal of the 

unfinished responses yielded 104 responses included in the analysis. Those 104 participants 

completed the survey in an average of 16 minutes and 36 seconds. 

Given the recruitment methods, it is reasonable to expect that the survey was sent to 

approximately 2,000 email addresses, yielding an 8.3% response rate and a 5.2% usable response 
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rate. This low response rate is likely a result of the wide net cast by this study, in an attempt to 

recruit MTEs from a wide variety of states and territories in the United States. As such, typical 

strategies such as incentives, or individual follow-ups would have been impractical. Another 

factor that possibly contributed to the low response rate was the timing of the survey. The survey 

was sent out in February 2022, during the Omicron variant surge of the COVID-19 pandemic 

(Hung et al., 2022). An already tired and depleted workforce of educators (Miksza et al., 2022) 

was likely further burdened by this surge and may not have prioritized their free time to complete 

surveys. It is possible that incentives such as a gift card raffle, or spacing out the recruitment 

methods, could have increased the response rate for the survey. Fortunately, the tripart approach 

to this study added breadth and depth to the data. The document search provided additional 

breadth via objective data and a nationwide picture of state laws involving CMTs. The 

interviews provided depth and context through individual conversations corroborating findings 

from the survey. 

Presentation of Document Search Data 

State administrative codes, rules, or regulations for all 50 U.S. states and Washington 

D.C. were included in the search. It is important to note that this section of the study dealt with 

cooperating teachers generally, not specific to music education. Published criteria for 

cooperating teachers were found for 46 states included in the search. Published criteria were not 

found for Hawaii, Montana, Nevada, Washington D.C., and Wyoming. For the purpose of this 

study, those five states are treated as states that lack criteria. Limitations of the document search 

were discussed in Chapter III. For a complete reference list for the state administrative codes, 

rules, regulations, and publications included in this search, see Appendix G. 
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State Licensing and Certification Requirements 

Most U.S. states (84.3%, n = 43) include licensure or certification as a requirement for 

cooperating teachers. While this search did not discover specific language related to licensure or 

certification for Delaware or North Dakota, those states did include language about requirements 

related to years of teaching experience and completion of training courses, so it can be inferred 

that they require licensure or certification (14 Del. C. § 290; N.D. Admin. Code 67.1-02-01-02). 

Language relating to required criteria for cooperating teachers was not found for Hawaii, 

Montana, Nevada, Rhode Island, Washington, D.C., or Wyoming.  

Figure 4.1 

State Licensing and/or Certification Requirements for Cooperating Teachers 

 

 

A specific type of teaching license is required in 29 states (56.9%) and 24 states (47.1%) 

include language related to licensure and/or experience in the specific content area of 

certification the student teacher is pursuing. Language related to the effectiveness of the 

cooperating teacher was included in the administrative codes of 32 states (62.7%). While some 
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state codes specify ratings on state teacher evaluation assessments, many use subjective language 

such as “demonstrated effectiveness in the classroom” (8 VA ADC 20-23-10), “demonstrate a 

knowledge of…” (MD ADC 13A.07.01.06), or “demonstrated expertise in the field of 

mentoring/supervising” (NJ ADC 6A:9A-4.4). Thirty-three state codes (64.7%) included a 

requirement for years of experience as a licensed or certified educator, 13 states (25.5%) did not 

stipulate required years of experience, and data were not found for five states (9.8%). Codes for 

six states (Alaska, Connecticut, New Jersey, North Dakota, Pennsylvania, and Wisconsin) 

stipulated required years of experience in the district where the cooperating teacher is employed. 

Table 4.1 shows the required years of experience for each state. 

Table 4.1 

Required Years of Experience for Cooperating Teachers 

Years of 

Experience 
State 

≥ 5 years Ohio   

≥ 3 years Alabama 

Alaska 

Arizona 

California 

Connecticut 

Florida 

Georgia 

Idaho 

Illinois 

Indiana 

Kentucky 

Maine 

Massachusetts 

Minnesota 

Mississippi 

Missouri 

Nebraska 

New Hampshire 

New Jersey 

New Mexico 

New York 

North Carolina 

North Dakota 

Oregon 

Pennsylvania 

Tennessee 

Texas 

Washington 

West Virginia 

Wisconsin 

≥ 2 years Michigan   

≥ 1 year South Carolina   

No Requirement  

Found 

Delaware 

Rhode Island 

Arkansas 

Colorado 

Iowa 

Kansas 

Louisiana 

Maryland 

Oklahoma 

South Dakota 

Utah 

Vermont 

Virginia 

No Data Hawaii 

Montana 

Nevada 

Washington, DC 

Wyoming 
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Oregon boasted the most comprehensive qualification guidelines found, with distinct 

sections defining general qualifications, specific licensure requirements, experience 

requirements, endorsement requirements, alternative processes, a lengthy section defining 

characteristics of cooperating teachers, co-selection of cooperating teachers, required program 

training, and annual reporting (OAR 584-400-0145). 

Professional Development Requirements 

Thirty-two state codes (62.7%) offer language requiring some form of professional 

development for cooperating teachers. While many were the same, the 32 states are not entirely 

the same states that had language about effective teaching in their administrative codes. Specific 

programs or requirements for professional development were articulated in 15 state codes 

(29.4%). For example, Connecticut requires cooperating teachers to complete the TEAM 

Program Initial Support Teacher Training and requires cooperating teachers to take student 

teachers for at least two years following completion of the program (Connecticut Department of 

Education, 2023). Similarly, West Virginia requires cooperating teachers to complete a board of 

education approved cooperating teacher course (W. Va. Code R. § 126-114-5). Some state codes 

(37.3%, n = 19) lay out more general provisions for professional development requirements such 

as “has completed introductory mentorship course provided by department” (New Mexico Public 

Education Department, 2020), or “must demonstrate evidence of clinical educator training” (Fla. 

Admin. Code R. § 1004.04). Table 4.2 provides an overview of the state requirements for 

professional development for cooperating teachers. 
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Table 4.2 

State Requirements for Professional Development for Cooperating Teachers 

Professional Development 

Requirements 
State 

Specific Language Arkansas 

California 

Colorado 

Connecticut 

Iowa 

Kentucky 

Louisiana 

Minnesota 

New Mexico 

North Dakota 

Ohio 

South Carolina 

Texas 

Vermont 

West Virginia 

General or Subjective 

Language 

Arizona 

Delaware 

Florida 

Georgia 

Idaho 

Maryland 

Michigan 

Mississippi 

Missouri 

Nebraska 

New Jersey 

New York 

Oregon 

Pennsylvania 

Utah 

Washington 

Wisconsin 

No Data Found Alabama 

Alaska 

Hawaii 

Illinois 

Indiana 

Kansas 

Maine 

Massachusetts 

Montana 

Nevada 

New Hampshire 

North Carolina 

Oklahoma 

Rhode Island 

South Dakota 

Tennessee 

Virginia 

Washington, DC 

 

The Matching Process 

California, Delaware, Michigan, Oklahoma, Oregon, Tennessee, Texas, Utah, and 

Vermont (17.6%, n = 9) include language in state administrative codes regarding collaborative 

matching processes between institutions of higher education and school districts (See Appendix 

G for a complete list of citations). North Carolina stipulates a different approach, stating the P-12 

building principal “shall determine which clinical educator best meets the needs of each intern 

and shall assign the most appropriate clinical educator to that intern” (NC ST § 115C-269.1).  

Common Language 

The document search revealed a variety of names for positions most commonly referred 

to as cooperating teachers and student teachers. Half of state codes (51.0%, n = 26) used the term  
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“cooperating teacher,” with several variations of the term such as “cooperating educator” in 

Nebraska and Vermont, and “cooperating practitioner” in New Hampshire. Other common terms 

included “clinical educator” in North Carolina, clinical faculty in Alabama, “clinical mentor” in 

Tennessee, and “clinical supervisor” in Florida. Seven states (Colorado, Idaho, Maryland, 

Michigan, Ohio, Washington) use the term “mentor.” Other terms used include “supervising 

practitioner” (Arizona, Massachusetts), “supervising teacher” (Alaska, Indiana), “school-based 

supervisor” (Wisconsin), and “teacher of record” (Louisiana). Figure 4.2 shows a frequency 

count of the terms found. A reference list for state administrative codes, rules, regulations, and 

publications can be found in Appendix G. 

Figure 4.2 

Naming Conventions for Cooperating Teachers 

 
Note. Published criteria for cooperating teachers were not found in state administrative codes for 

Hawaii, Montana, Nevada, Washington D.C., nor Wyoming. 
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 Fewer variations were found for the role commonly referred to as the student teacher. 

Fifty-eight point eight percent of states (n = 30) used the term “student teacher.” Other terms 

used included “candidate” (23.5%, n = 12), “intern” (Alabama, North Carolina), “teacher 

candidate” (Massachusetts, Michigan), and “clinical teacher candidate” (Texas). Figure 4.3 

shows a frequency count of the terms found. 

Figure 4.3 

Naming Conventions for Student Teachers 

 
Note. Published criteria for cooperating teachers were not found in state administrative codes for 

Hawaii, Montana, Nevada, Washington D.C., nor Wyoming. 

 

Culturally Responsive Teaching 

In the context of this document search, which was not searching specifically for language 

related to culturally responsive teaching, only Minnesota (MN ADC 8705.0200) and Washington 

state (WA ADC 181-78A-010) were found to include culturally responsive teaching in their 

recommendations for training and experience of cooperating teachers. Given the importance of 

culturally responsive teaching in the current context of education, and more specifically music 
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education (McKoy & Lind, 2023), the inclusion of this data is important with hope that future 

studies of state administrative codes and legislation will include culturally responsive teaching in 

the inquiries. 

Presentation of Survey Data 

Demographic Survey Data 

The following demographic data represents survey participants who met inclusion criteria 

and completed the survey (n = 104). Fifty-four point eight percent (n = 57) described their 

gender/gender identity as male, 40.4% (n = 42) as female, 1.9% (n = 2) as non-binary/third 

gender, and 2.9% (n = 3) of participants preferred not to answer. Age of participants ranged from 

31 to 74 years (M = 50, SD = 11.1, Mdn = 50). Ages of participants aggregated into five-year 

ranges can be seen in Figure 4.4.  

Figure 4.4 

Ages of Survey Participants in Five-Year Ranges 
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Survey participants identified as 89.4% White (n = 93), 1.9% Black or African American 

(n = 2), 1% Asian (n = 1), and 1% Hispanic or Latino (n = 1). Two point nine percent of 

participants (n = 3) identified as some other race, ethnicity, or origin, and 3.8% (n = 4) preferred 

not to respond to the question. These racial demographic statistics align with a well-documented 

and problematic lack of representation of people of color in the field (Elpus, 2015). Self-

identified race of survey participants can be seen in Figure 4.5. 

Figure 4.5 

Self-Identified Race of Survey Participants 

 

 The majority of participants were assistant professors (30.8%, n = 32), associate 

professors (28.8%, n = 30), or professors (25%, n = 26). Other participants identified themselves 

as lecturers (7.7%, n = 8), adjunct professors (1.9%, n = 2), instructors (1.9%, n = 2), or 

doctoral/master’s students (1%, n = 1). A few participants (2.9%, n = 3) identified as “other,” 

indicating their positions as visiting assistant professors, professor emerita/adjunct, and dean.  
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Participants represent 35 states and Washington D.C. (Figure 4.6). A large number of 

participants are from Ohio (15.4%, n = 16). Figure 4.7 displays participant representation of 

NAfME Federated State Associations (Appendix J). The 15 states not represented in the survey 

data are Alaska, Delaware, Hawaii, Kentucky, Maryland, Montana, Nebraska, Nevada, North 

Dakota, Oregon, Rhode Island, Vermont, Virginia, Washington D.C., and Wyoming.  

Figure 4.6 

Geographical Distribution of the Survey Participants 

 
Note. One response is omitted from this data because the participant did not provide their state. 

 

Participants indicated their institutions of higher education are in urban (45.2%, n = 47), 

suburban (27.9%, n = 29), and rural settings (26.9%, n = 28). The majority of participants work 

at public institutions (69.2%, n = 72) as compared to private institutions (30.8%, n = 32). 

Participants described their divisions at their institutions as a department of music (46.2%, n = 

48), school of music (40.4%, n = 42), college of music (7.7%, n = 8), and conservatory (1.9%, n 
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= 2). Four participants indicated “other,” describing their divisions as a college of education, a 

dual appointment, or a music program within another department.  

Figure 4.7 

Survey Participant Representation of NAfME Federated State Associations 

 
Note. One response is omitted from this data because the participant did not provide information. 

 

Approximately half of survey participants (51.9% n = 54) indicated they place only 

undergraduate student teachers. Just over a third (34.6%, n = 36) place undergraduate and 

graduate students, and a few place graduate students only (2.9%, n = 3). Several (10.6%, n = 11) 

reported they are not responsible for placing student teachers. The number of years participating 

MTEs worked with CMTs ranged from 3 to 42 years (M = 13.4, SD = 8.8, Mdn = 11). Only 8.7% 

of participants (n = 9) reported more than 25 years of experience working with CMTs. Figure 4.8 

shows participants’ years of experience working with CMTs in 5-year ranges. 
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Figure 4.8 

Survey Participants’ Years of Experience Working with CMTs 

 

When asked to select the role(s) that most closely represent their work with CMTs, the 

top selected roles were selecting CMTs (88.5%, n = 92) and recruitment and outreach to 

potential CMTs (87.5%, n = 91). These roles were followed by directly observing CMTs (64.4%, 

n = 67), preparation for new CMTs (46.2%, n = 48), evaluating CMTs (41.3%, n = 43), and 

professional development for CMTs (23.1%, n = 24). A few participants (4.8%, n = 5) submitted 

other responses through an open text box, sharing responses such as “I supervise student teachers 

and interact directly with the cooperating teachers during those observations,” “I am a CMT,” 

“university supervisor of student teachers,” “evaluating student teachers,” and “administrator of 

program.” 

Organization of Departments 

When asked which department their student teaching program is affiliated with, 71.2% of 

MTEs who participated in the survey (n = 74) indicated a department other than the music 

department. In other words, 29.8% of MTEs who participated in the survey indicated their 
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student teaching program is affiliated with their music department. MTEs also indicated a 

combination of departments (38.5%, n = 40), the education department (30.8%, n = 32) and the 

music department (28.8%, n = 30). Two participants (1.9%) chose “other,” offering the office of 

teacher licensure, and college of liberal arts as responses. 

Participants who indicated the student teaching program was run by a combination of 

departments were given an opportunity to offer a more detailed description. Approximately one 

third of participants (34.6%, n = 36) indicated a combination of music and education 

departments, and 12.5% (n = 13) indicated the music division holds programmatic responsibility, 

while the education division is responsible for items such as policy, certification, paperwork, and 

practicum placements. Participants indicated the education divisions were responsible for 

administrative tasks such as “legal and technical stuff,” “certification paperwork,” and “policies 

and licensure requirements.”  

Published Criteria for the Selection of Cooperating Music Teachers 

When asked if their institution of higher education used published criteria for the 

selection of CMTs, 26% of participants (n = 27) answered affirmatively. Fifty-three point eight 

percent (n = 56) responded indicating their institution did not use published criteria and 20.2% (n 

= 21) indicated they did not know. This question did not demonstrate any statistically significant 

relationship between private and public institutions, nor the population density (rural, suburban, 

urban) setting of the institutions. When asked if their state had mandated requirements for 

becoming a CMT, 58.7% (n = 61) responded “no” and 41.3% (n = 43) responded “yes.” Results 

aggregate into NAfME Federated State Associations (See Appendix J) demonstrated participants 

in Eastern states were more likely to answer affirmatively that their state had state mandated 

requirements for CMTs (p < .015) (See Figure 4.9). 
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Figure 4.9 

MTE Perception of Mandated Requirements by NAfME Region 

 
Note. One response is omitted from this data because the participant did not provide information. 

 

All participants who indicated their states do not have published criteria (58.7%, n = 61) 

are from states with administrative codes that include specific and published criteria for CMTs. 

One participant (0.9%) who indicated their state does not have mandated requirements did not 

list their state. Of the 40.3% of participants (n = 42) who indicated their states do have mandated 

requirements, 37.5% of participants (n = 39) gave short responses describing their perceptions of 

those requirements, and 2.8% (n = 3) responded they were unsure of the requirements. Twenty-

six participants (61.9%) gave short responses that either did not align with, or only partially 

aligned with published state requirements found in the document search of this study. Thirteen 

participants (31%) participants gave responses that were accurately aligned with, or were directly 

copied from, state requirements found in the document search. 
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Criteria Published by Institutions of Higher Education 

In the third section of the survey, participants who indicated their institution of higher 

education did use published criteria for the selection of CMTs (26.0%, n = 27) were asked if 

their institution used any of 20 specific criteria drawn from findings by Magaya and Crawley 

(2011), Russell (2019), Zemek (2008), and those of the researcher. The stacked bar chart depicts 

responses of MTEs (Figure 4.10). The top three criteria published by institutions of higher 

education were content area certification (59.3%, n = 16), has a bachelor's degree (55.6%, n = 

15), years of teaching experience (55.6%, n = 15), followed by geographic location (44.4%, n = 

12) and good role model (40.7%, n = 11). Least published criteria were reputation of CMT (0%, 

n = 0), professional organization member (3.7%, n = 1), tenure status (3.7%, n = 1), and personal 

relationship to CMT (7.4%, n = 2). Three participants marked no” for all 20 criteria, indicating 

that while their institution of higher education does have published criteria, they are not 

represented by any of the options. One participant marked “I don’t know” for all 20 criteria. 

Table 4.3 depicts criteria less than 15% (n ≤ 4) of institutions published according to MTEs who 

participated in the study. In this section of the survey, participants were also given an 

opportunity to share examples of when they chose not to follow criteria published by their 

institution. Eleven participants responded to the prompt; only three responded with relevant 

information. Two participants shared examples relating to geographic boundaries. The first 

mentioned they do not have to follow their state’s published criteria when making placements in 

other states and the second shared that they,  

frequently place instrumental students outside of the established geographic boundaries 

[because] there simply are not enough schools within the area to accommodate all of our 

student teachers.  

Another participant mentioned they have made an exception to place a student teacher with a 

CMT who does not have a graduate degree “because they have substantial teaching experience.” 



PREPARATION OF COOPERATING MUSIC TEACHERS 

87 

 

F
ig

u
re

 4
.1

0
 

M
T

E
’s

 P
er

ce
p
ti

o
n
s 

o
f 

T
h
e
ir

 I
n
st

it
u
ti

o
n
’s

 P
u
b
li

sh
ed

 C
ri

te
ri

a
 



PREPARATION OF COOPERATING MUSIC TEACHERS 

88 

Table 4.3 

MTE Reported Least Published Criteria 

Criteria for Selection of CMT % n 

Reputation of P-12 Music Program 14.8% 4 

Alumni of Host College/University 11.1% 3 

Has a Master’s Degree 11.1% 3 

Previous Mentoring Experience 11.1% 3 

Personal Relationship to CMT 7.4% 2 

Professional Organization Memberships 3.7% 1 

Tenure Status 3.7% 1 

Reputation of CMT 0.0% 0 

 

Selection Beliefs of Music Teacher Educators 

The fourth section of the survey asked all participants to rank their beliefs about the 20 

criteria for selecting CMTs using Likert-type questions. MTEs were asked to rate each criterion 

on an ordinal scale (should not be considered, could be considered, should be considered, and 

must be considered). Figure 4.11 displays data collected, sorted by percent of participants who 

indicated the criterion must be considered, then by participants who indicated the criterion 

should be considered. For example, the criteria “good role model” and “has a bachelor’s degree” 

have the same agreement for must be considered, but more participants indicated “good role 

model” should be considered, so it is displayed in an elevated position. 

Ten criteria were identified by more than half (n ≥ 54) of participating MTEs as criteria 

that must be considered in the selection process. Four criteria were identified by more than 20% 

of participants (n ≥ 21) that should not be considered by participating MTEs. These criteria are 

displayed below in Table 4.4. Fewer than 7% (n < 8) of participating MTEs believed the 

remaining criteria should not be considered. 
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Table 4.4 

CMT Selection Criteria MTEs Believe Must Be Considered or Should Not Be Considered 

 Criteria % n 

Criteria indicated  

“must be considered”  

by more than 50% of 

participants 

Content Area Certification 85.6% 89 

Good Role Model 83.7% 87 

Has a Bachelor’s Degree 83.7% 87 

Willingness to Discuss Concerns 77.9% 81 

Positive Classroom Environment 77.9% 81 

Positive Attitude 67.3% 70 

Years of Teaching Experience 56.7% 59 

Organizational Skills 54.8% 57 

Reputation of CMT 51.9% 54 

Geographic Location 51.0% 53 

Criteria indicated  

“should not be considered” 

by more than 20% of 

participants 

   
Tenure Status 28.8% 0 

Completion of Training Course for CMTs 26.9% 0 

Professional Organization Memberships 26.0% 0 

Alumni of Host College/University 20.2% 0 

 

MTE Perceptions of Challenges in the CMT Selection Practices 

All participants were given the opportunity to describe challenges they had experienced 

related to the selection of CMTs via an open text response. Eighty-six point five percent of 

participants (n = 90) shared information related to their experiences. The remaining participants 

(13.5%, n = 14) left the text box blank and did not share their experiences or had no challenging 

experiences to share. Three participants stated explicitly they do not have any challenges to 

selection practices. One participant who explicitly stated they did not have challenges shared 

they “feel confident in our list of CMTs.” Another simply wrote “none” and the third shared they 

have not had any challenges because of their “approach to the selections of CMTs.” Participant 

statements were coded according to the subjects in their responses, resulting in 57 unique codes, 

which were then grouped into 14 higher-level themes. Figure 4.12 shows a word cloud of the 

eight most frequently occurring themes in which word size is increased by frequency count. 
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Seven codes with only one occurrence were left out of the word cloud for clarity of the image 

(CMT too busy for SMT, CMT training, cost of student travel, gatekeepers/administration, lack 

of compensation for MTE, outreach and observations, and unclear expectations of decision 

makers). 

Figure 4.12 

Word Cloud: Challenges to the Selection of CMTs 

 

CMT Availability 

The challenge MTEs most frequently wrote about was the availability of CMTs. Within 

this thematic code, four subcodes stood out including: (1) turnover and lack of quality CMTs, (2) 

willingness, burnout, and COVID-19, (3) geographic limitations, and (4) policy. Responses to 

those subcodes are described in more detail below. 

Turnover and Lack of Quality CMTs. Several participants mentioned turnover, and in 

a connected manner, a lack of CMTs with enough experience as music educators as factors that 

made selecting and recruiting CMTs more challenging. Participants specifically wrote about 

CMTs without enough experience in their specific teaching context (e.g., first year in the district 

or school building) and CMTs who may have the potential to be good mentors, but do not meet 
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criteria their state or institution uses. Participants referenced a “significant amount of turnover in 

the profession” combined with experienced teachers retiring, which has resulted in a large 

number of new teachers in their area schools. Participating MTEs connected this to a desire for 

music educators to be established in their positions before they are recruited to be CMTs. One 

participant shared that as a result of a higher-than-normal level of retirements and music 

educators leaving the profession altogether, there are “not enough veteran teachers for the 

number of students needing internships and student teaching.” 

MTEs also shared that they struggled to find music educators in their area who were “the 

kinds of teachers who serve as good mentors.” Many participants mentioned that music 

educators who are running successful P-12 music programs may not automatically have good 

mentoring skills for preservice music teachers. Others shared they often place students with 

willing CMTs, “rather than with an ideal cooperating teacher,” struggling to find CMTs who are 

truly “willing to learn and open-minded.” 

Several participants also mentioned negative qualities they have seen in music educators 

who are otherwise qualified to be CMTs, such as close-minded approaches to new ideas, lack of 

appropriate content knowledge, lack of mentoring skills, and lack of competencies related to 

diversity, equity, and inclusion. Two participants wrote about situations in which the way CMTs 

spoke about their teaching and philosophy did not match their practices in the classrooms. A few 

went as far as mentioning CMTs they encountered who were “miseducative” or “such a bad role 

model [they do] more harm than good.” 

Willingness, Burnout, and COVID-19. Participants stated that in the past years they 

have perceived an elevated lack of willingness that has exacerbated challenges with availability 

of CMTs. Several participants mentioned that finding willing CMTs has been challenging 
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because they are already so busy with the demands of their P-12 jobs. A participant shared that 

some CMTs are “too busy for student teachers,” and so they do not provide student teachers with 

enough experience. Others referenced the burnout that can occur when CMTs are used 

repeatedly. One participant mentioned the fatigue of their most effective CMTs because “we 

keep using them over and over again.” Related to this sense of fatigue and burnout are the 

ongoing effects of the COVID-19 pandemic (Parkes et al., 2021). One participant stated plainly 

that “COVID has negatively impacted all placement decisions.” Another shared in more depth 

that, 

Especially since COVID, we’re hearing a lot of teachers who say they can’t take on a 

student teacher or other fieldwork student because they are “rebuilding their program.” 

That response is sad to me because it seems to reveal a focus on performance goals that 

may not be as inclusive of all learning objectives and also ignores how a preservice 

teacher can actually be an asset to a cooperating teacher’s classroom. 

Geographic Limitations. Some MTEs shared that their institutions were in rural 

locations, so lack of proximity to P-12 schools created recruitment challenges. One participant 

shared, “we have so few schools and even fewer that offer music classes. It has resulted in us 

having to place student teachers and residents in less-than-ideal fieldwork placements.” Another 

wrote, “I wish there were more [CMTs] in my 30-minute range cut-off that I trusted.” In urban 

contexts, some participants shared about competition among local music teacher preparation 

programs to place their student teachers with CMTs who have strong reputations as mentors. 

Challenges MTEs wrote about related to location also included the time and resources it 

takes for MTEs to travel to placements, especially when policies require student teachers to have 

multiple placements in rural, urban, and suburban contexts. MTEs said their time and travel also 

may not be compensated; one participant wrote, 
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I don’t have time to go out to observe the cooperating teacher and their program and they 

certainly don’t have time to interview for a cooperating teacher position that pays almost 

nothing for the work involved. It is painfully ironic how little resources are put toward 

one of the most critical components of the entire teacher education process and how little 

control/input we have over the placements and outcomes. 

MTEs also suggested the equity and financial implications extend to student teachers as well. 

One participant wrote about the challenges of mandated student teaching placements in rural, 

suburban, and urban settings because “our student teachers sometimes have to drive 45 minutes 

to an hour each way to get to their placement because of these requirements.” Another 

participant shared, “many of our students do not have the financial ability to live, even briefly, in 

a new area.” They continued, “this further restricts where we can send interns as many of them 

wish to stay at home during student teaching.” The same MTE shared that the alternative is to 

have student teachers commute as many as four hours each day. Another MTE shared their 

“students need to keep working in order to pay tuition during student teaching, and maintain 

other commitments, which is discouraged but a new reality.” 

Policy. Participants also referenced state, district, and school policies that affected 

availability of CMTs. One participant mentioned that individual schools dictate the number of 

years a teacher must be in a specific position, even for experienced teachers, before they are 

allowed to host a student teacher. Some schools “reset the clock” and require even experienced 

teachers to be in their role for three to four years before hosting a student teacher. Other CMTs 

who may be excellent mentors have a teaching load that is split between music and another 

content area, so they do not meet the qualifications to mentor students in music education 

because they cannot provide student teachers with sufficient teaching opportunities in the music 

classroom. In one state, a school district has banned completion of edTPA, which is a 

requirement for certification in that state. The result of this policy is that MTEs cannot use 
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qualified and effective CMTs from that school district. One participant shared quite heated 

opinions about the way state policy affects placement of student teachers. The MTE wrote, 

The flurry of egregiously unconstitutional and immoral laws that are coming out of [state 

capitol] are a plague on every part of public education, and among these are constant 

changes to requirements for mentor teachers which make it difficult to impossible to 

place students effectively. 

 

In a related comment, another participant shared, “we have CMT’s all over the state and new 

ones each year, so keeping them aware of training and policies is sometimes difficult,” 

highlighting challenges related to education of CMTs when policies are often changing. 

Several MTEs mentioned situations in which a P-12 music educator has agreed to host a 

student teacher, but school administration has not allowed that teacher to become a CMT. 

Participants shared specific examples of these situations related to policies schools and districts 

put into place in response to the COVID-19 pandemic that have limited the availability of CMTs. 

One participant wrote, “school districts have their own standards for accepting student teachers.” 

Others shared COVID has presented “challenges in selecting cooperating teachers allowed to 

take university students into school classrooms,” and “everchanging visitor requirements 

(vaccine status, background check, etc.)” made it more challenging to find willing CMTs. One 

participant shared that in their state, COVID vaccination language is required in district 

contracts, which has made it more challenging to place student teachers. 

The Match 

Several responses regarding the challenges of selecting and recruiting CMTs spoke 

specifically to what Russell (2019) describes as The Match, or the pairing of a student teacher 

with a CMT. Participants shared subjective criteria around “making sure the CMT and the 

teacher candidate are a good fit for each other,” such as “considering the strengths/weaknesses of 

our student teachers and how they complement the cooperating teachers’ strengths,” and 
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“matching the personality traits and mentoring needs of student teachers to willing CMTs” can 

present challenges, especially when availability of effective CMTs is limited. Additionally, 

teachers who are good, qualified CMTs, may have teaching philosophies that are different, or 

contradictory to those of the music teacher preparation program. One participant wrote, “a big 

disconnect between the philosophy of our program and the available sites can pose difficulties 

for all involved.” Another shared that a local program, 

hosts student teachers from other universities, but we choose not to place our student 

teachers there… due to vastly different teaching philosophies regarding instructional 

models, curricular concerns, and selection of appropriate teaching objectives. 

Some participants also referenced CMTs who have expectations “that exceed college student 

capabilities in current college and educational environments” as a challenge when matching 

student teachers. 

Participants also wrote about initial contact, or getting to know CMTs, as a challenge 

during the selection process. One participant shared they have trouble navigating how to initiate 

visits to CMTs classes. Others wrote about “inadequate conversations prior to creating 

partnerships,” and how “placing a student with a CMT based on reputation alone” can lead to 

less-than-ideal matches. These themes of communication are also important among music 

education faculty involved in the selection process. One participant shared about conflicting 

ideas with their colleagues: 

Oftentimes [my colleagues] have strong opinions about “great programs” and 

“legendary” directors. They want us to place student teachers in these programs to 

maintain recruiting connections. Unfortunately, we have found that in some cases these 

educators don’t end up being the effective mentors that we would like. 

Another participant wrote about the time it takes to get to know CMTs in a new location: 

I am still getting my bearings in the region, and I have strong opinions about who is an 

ideal candidate to be a [CMT]. I haven’t yet had time with these teachers to know if they 

fit my ideals. 
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MTE Agency in the CMT Selection Process 

Several participants referenced their lack of input into or agency in the process of 

selection of CMTs and placement of student teachers as a challenge. Some school districts 

decide placements for student teachers. One participant wrote “I can request a specific teacher, 

but the school district can deny that request and place a student teacher with an undesired CMT.” 

A participant shared that some school districts in their area will, 

read our requests and honor them sometimes but they have their own criteria for placing 

[student teachers]. We are unhappy about this because it has meant some disastrous 

placements. 

Two other participants shared, “some districts have an individual in central administration who 

will unilaterally make a decision that is counter to our requested cooperating teacher,” and 

“occasionally, a student is assigned to a teacher from the district, and we do not know that 

teacher. The teacher may not be the best for that student.” 

In other contexts, another academic unit of the institution of higher education, usually the 

education school or department, is in charge of placements. This system places MTEs in an 

advisory role, where they may be able to provide input, but are not in charge of placements. One 

participant shared that their institution relies “more on relationships with and recommendations 

from principals to find CMTs, whereas we rely on our knowledge of and relationship with 

CMTs.” Another participant shared that delays in local school district human resource offices 

can cause assignment processes to take between two and four months. 

Handbooks and Professional Development for CMTs 

A majority of participating MTEs (88.5%, n = 92) indicated their institutions of higher 

education provide a handbook outlining expectations for cooperating teachers. Of those 92 

participants, just over half (55.4%, n = 51) indicated the handbook contained information 

specific to CMTs. Less than half of participants (38.5%, n = 40) indicated that their institution of 
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higher education offered professional development intended to prepare new CMTs. The most 

frequently offered type of professional development was in-person workshops/courses, followed 

by remote 1:1 meetings, in-person 1:1 meetings, remote workshops/courses, and finally 

asynchronous workshops/courses. A specific breakdown of professional development offerings 

can be seen in Figure 4.13.  

Figure 4.13 

Types of Professional Development for New CMTs

 

Participants reported professional development offerings are more often optional (not 

required) than required, as is shown in Figure 4.14. Participants were also given an opportunity 

to share types of professional development that were not included in this survey question. 

Responses included review of the handbook, monthly meeting for mentor teachers, coaching by 

music education faculty members, training in [state] evaluations, informal communication, and 

access to videos, recordings, and articles about mentoring. 

 

 



PREPARATION OF COOPERATING MUSIC TEACHERS 

99 

Figure 4.14 

Availability of Professional Development 

 

When asked if their institution of higher education offers professional development 

intended to support cooperating teachers’ continued growth as mentors, just 18.3% responded 

positively (n = 19). Participants were also asked to describe the professional development 

available to CMTs. Responses included annual meetings on focused topics, classes offered for 

graduate and/or professional development credit, conferences with music education faculty, 

webinars, MEA workshops, and training on specific state assessments. 

Barriers to Offering Professional Development for CMTs 

Participants were asked to provide their perspectives on barriers that prevent their 

institutions of higher education from offering professional development for CMTs through an 

open text response. Responses from 2.9% of participants (n = 3) demonstrated a 

misunderstanding of the question, instead offering responses about the processes their 

institutions use for selecting cooperating teachers. Statements were coded according to the 

subject matter of their response. One hundred fifty-four initial codes were grouped into 23 
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unique codes, which were then grouped into 14 higher-level themes. A frequency count was 

performed both on individual themes as well as higher-level themes. Figure 4.15 shows a word 

cloud of the 12 most frequently occurring themes in which word size is increased by frequency 

count. Two codes with only one occurrence were left out of the word cloud for clarity of the 

image (administrative barriers, and lack of standards for CMTs). 

Figure 4.15 

Word Cloud: Barriers to Professional Development 

 

Time was the most frequently identified barrier to providing professional development 

for CMTs. Participants identified CMT’s time and MTE’s time as distinct barriers. Funding was 

identified at a similar frequency, with CMT compensation and MTE compensation again 

identified as distinct barriers. Following those, participants identified staffing (specifically MTE 

workload), location/distance for CMTs to travel, and lack of CMT interest in attending 

professional development as barriers. Several participants explained they did not want to add to 

CMTs’ already overburdened workload in order to retain their participation at CMTs, and/or be 
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competitive with local institutions of higher education. A small number of participants identified 

lack of cooperation of the education department, decentralized policies, prohibitive 

administrative policies, and COVID-19 as barriers to providing professional development. Two 

participants suggested professional development for CMTs is unnecessary. Four participants 

indicated they had never considered professional development for CMTs sharing, “we have not 

done so previously. It is a good idea,” “I would like to offer a music-specific professional 

development,” and “I wish we did, and do not know why we don’t.” 

On a positive note, 12.5% of participants (n = 13) shared they did not experience any 

barriers to offering professional development for CMTs. One participant offered that changes to 

content delivery methods since COVID-19 have provided more avenues for professional 

development, sharing “with advancement of remote engagement technology, we can connect 

remotely with school music partners who live longer distances from our campus.” 

MTE Perceptions Related to the Four Notions Framework 

Abramo and Campbell (2016) describe effective CMTs as teachers who meet the needs 

of student teachers through development of skills, knowledge, and dispositions. They continue to 

describe an important part of the CMT’s role as bridging the gap between theory preservice 

music educators’ study in the classroom setting, and practice in the P-12 classroom. As described 

more thoroughly in Chapter I, the four notions presented as qualifications for effective CMTs are 

(a) knowledge of educational theory and practice, (b) understanding the importance of context in 

education, (c) understanding narrative’s role in the process of learning to teach, and (d) critically 

self-reflecting on teaching practice. 

Participants were asked to rate how strongly they agreed or disagreed with the 10 

statements derived from the Four Notions Framework (Abramo & Campbell, 2016) using four-
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point Likert-style questions (strongly agree, somewhat agree, somewhat disagree, strongly 

disagree). All participants (n = 104) were asked their agreement to “this statement is important to 

me when I am selecting and recruiting cooperating music teachers.” Participants who indicated 

their institution of higher education used published criteria for the selection of CMTs (n = 27) 

were asked their agreement to “the published criteria my college/university uses relates to this 

statement.” Participants who indicated their institution of higher education offered professional 

development for CMTs (n = 19) were asked their agreement to “my college/university offers 

professional development for CMTs related to this statement.” 

Survey Data Grouped by Individual Statements 

Each of the 10 statements used to operationalize the Four Notions Framework (Abramo 

& Campbell, 2016) is quoted at the beginning of each section. A full listing of the statements can 

be found in Appendix D. The data presented in this section demonstrates overall agreement by 

MTEs that the 10 statements were important to participants. Responses to how published criteria 

and available professional development relate to the statements were mixed. Following analysis 

of data using the Qualtrics Stats iQ tool to place variables in relation to each other, there were no 

significant relationships found that would have warranted exploration of the data through further 

statistical analysis. Some participants did indicate disagreement across all 10 statements. Seven 

of the participants (25.9%) who indicated their institutions had published criteria (n = 27) 

strongly or somewhat disagreed that their institution’s published criteria related to any of the 10 

statements. Five of the participants (26.3%) whose institutions offered professional development 

(n = 19) strongly or somewhat disagreed that their institution’s professional development related 

to any of the 10 statements. The 12 participants referenced here are all different participants and 

no demographic commonalities were found between them. 
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Learning and Principles. This statement suggests “effective cooperating teachers 

possess a strong grounding in educational theory and are able to articulate theoretical ideas 

through principles.” Most MTEs somewhat or strongly agreed this statement was important to 

them (89.4%, n = 93). A slight majority strongly or somewhat disagreed that their institution’s 

published criteria related to this statement (51.9%, n = 14). A slight majority strongly or 

somewhat disagreed that their institution of higher education offered professional development 

related to this statement (57.9%, n = 11). Figure 4.16 provides a detailed breakdown of 

responses. 

Figure 4.16 

MTE Responses to Statement 1: Learning and Principles 
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Optimizing thinking. This statement suggests “effective cooperating teachers make the 

best of student teachers’ learning through scaffolding practices and designing lessons within 

educational theoretical frameworks.” A large majority of MTEs strongly or somewhat agreed 

this statement was important to them (95.2%, n = 99). A slight majority somewhat or strongly 

agreed that their institution’s published criteria related to this statement (55.6%, n = 15). A slight 

majority somewhat or strongly disagreed that their institution of higher education offered 

professional development related to this statement (52.6%, n = 10). Figure 4.17 provides a 

detailed breakdown of responses. 

Figure 4.17 

MTE Responses to Statement 2: Optimizing Thinking 
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Structuring learning. This statement suggests “effective cooperating teachers structure 

learning around key disciplinary ideas and facilitate student learning through problem solving.” 

Almost all MTEs strongly or somewhat agreed this statement was important to them (99.0%, n = 

103). A slight majority somewhat or strongly disagreed that their institution’s published criteria 

related to this statement (55.6%, n = 15). A slight majority somewhat or strongly disagreed that 

their institution of higher education offered professional development related to this statement 

(52.6%, n = 10). Figure 4.18 provides a detailed breakdown of responses. 

Figure 4.18 

MTE Responses to Statement 3: Structuring Learning 
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Relating musical content to contexts. This statement suggests “effective cooperating 

teachers relate musical content to contexts. They understand that different communities, ages, 

and abilities of students require different educational goals and objectives and structure learning 

using these contexts.” All MTEs strongly or somewhat agreed this statement was important to 

them (100%, n = 104). A slight majority somewhat or strongly disagreed that their institution’s 

published criteria related to this statement (55.6%, n = 15). A slight majority somewhat or 

strongly agreed that their institution of higher education offered professional development 

related to this statement (63.2%, n = 12). Figure 4.19 provides a detailed breakdown of 

responses. 

Figure 4.19 

MTE Responses to Statement 4: Relating Musical Content to Contexts 
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Idiosyncrasies. This statement suggests “effective cooperating teachers are aware of 

student teachers’ uniqueness and personal idiosyncrasies (e.g., height, comportment, demeanor, 

etc.) and use these attributes as a way to frame conversations and suggestions for teaching.” A 

large majority of MTEs strongly or somewhat agreed this statement was important to them 

(97.1%, n = 101). Participating MTEs disagreement (51.9%, n = 14) and agreement (48.1%, n = 

13) as to the relationship of their institution’s published criteria to this statement were split 

almost evenly. A slight majority somewhat or strongly disagreed that their institution of higher 

education offered professional development related to this statement (63.2%, n = 12). Figure 

4.20 provides a detailed breakdown of responses. 

Figure 4.20 

MTE Responses to Statement 5: Idiosyncrasies 
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Social roles. This statement suggests “effective cooperating teachers recognize that 

student teachers are members of larger socially-constructed identities and groups (i.e., gender, 

race, class) and understand how these social constructions influence students’ perspectives, 

beliefs, ideas, and approaches to teaching.” Most MTEs strongly or somewhat agreed this 

statement was important to them (95.2%, n = 99). Participating MTEs disagreement (51.9%, n = 

14) and agreement (48.1%, n = 13) as to the relationship of their institution’s published criteria to 

this statement were split almost evenly. A slight majority somewhat or strongly disagreed that 

their institution of higher education offered professional development related to this statement 

(57.9%, n = 11). Figure 4.21 provides a detailed breakdown of responses. 

Figure 4.21 

MTE Responses to Statement 6: Social Roles 
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School biography (cultural myths). This statement suggests “effective cooperating 

teachers understand that student teachers’ experiences are derived from years of observing 

teachers as students, gathering ideas of teaching through movies, television and the news, and 

from university courses and ensembles. Effective cooperating teachers understand that these 

factors influence what they believe as effective practice and how they interpret their 

effectiveness as teachers.” Most MTEs strongly or somewhat agree this statement was important 

to them (86.5%, n = 90). A majority somewhat or strongly disagreed that their institution’s 

published criteria related to this statement (70.4%, n = 19). A majority strongly or somewhat 

disagreed that their institution of higher education offered professional development related to 

this statement (73.7%, n = 14). Figure 4.22 provides a detailed breakdown of responses. 

Figure 4.22 

MTE Responses to Statement 7: School Biography (Cultural Myths) 
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Emotions. This statement suggests “effective cooperating teachers understand that 

student teachers’ emotions—how they believe students and adults perceive their actions and the 

self-worth they attach to it—influence how they reflect on their practice.” A large majority of 

MTEs strongly or somewhat agreed this statement was important to them (96.2%, n = 100). A 

slight majority somewhat or strongly disagreed that their institution’s published criteria related to 

this statement (63.0%, n = 17). A majority somewhat or strongly disagreed that their institution 

of higher education offered professional development related to this statement (73.7%, n = 14). 

Figure 4.23 provides a detailed breakdown of responses. 

Figure 4.23 

MTE Responses to Statement 8: Emotions 
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Cooperating teachers’ practice. This statement suggests “effective cooperating teachers 

invite student teachers to critically reflect on the cooperating teachers’ practice.” Almost all 

MTEs strongly or somewhat agreed this statement was important to them (96.2%, n = 100). A 

slight majority strongly or somewhat agreed that their institution’s published criteria related to 

this statement (63.0%, n = 17). Participating MTEs disagreement (52.6%, n = 10) and agreement 

(47.4%, n = 9) as to the relationship of their institution’s published criteria to this statement were 

split almost evenly. Agreement and disagreement that their institution of higher education 

offered professional development related to this statement was split almost evenly. Figure 4.24 

provides a detailed breakdown of responses. 

Figure 4.24 

MTE Responses to Statement 9: Cooperating Teachers’ Practice 
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Student teachers’ practice. This statement suggests “effective cooperating teachers 

invite student teachers to critically reflect on the student teachers’ practice.” All MTEs strongly 

or somewhat agreed this statement was important to them (100%, n = 104). A slight majority 

strongly or somewhat agreed that their institution’s published criteria related to this statement 

(66.7%, n = 18). A slight majority strongly or somewhat agreed that their institution of higher 

education offered professional development related to this statement (68.4%, n = 13). Figure 

4.25 provides a detailed breakdown of responses. 

Figure 4.25 

MTE Responses to Statement 10: Student Teachers’ Practice 
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Summary of Chapter IV 

The document search revealed criteria for the selection of cooperating teachers in the 

administrative codes, rules, or regulations of 46 states. Forty-three of those states’ codes, rules or 

regulations included language around requirements for licensure or certification and 32 included 

language requiring professional development for cooperating teachers. Data were presented 

around language regarding the matching process and culturally responsive teaching. 

Survey data were presented, demonstrating 26% of participants (n = 27) had published 

criteria at their institution. Survey participants identified content area certification, has a 

bachelor’s degree, and years of teaching experience as the most commonly published criteria by 

their institutions. Of participating MTEs (n = 104), 58.7% believed their state did not have 

mandated requirements for becoming a CMT. MTEs identified availability as the most prevalent 

challenge to the selection of CMTs. Of participating MTEs, 88.5% (n = 92) of their institutions 

provide a handbook for cooperating teachers, but only 55.4% (n = 51) of those have specific 

information for CMTs and 38.5% (n = 40) of participants’ institutions offer professional 

development for cooperating teachers. Time and funding were identified as the most significant 

barriers to offering professional development. 

MTEs agree that the 10 statements from the Four Notions Framework are important when 

selecting CMTs, but shared mixed responses about how those statements relate to their 

institution’s published selection criteria and available professional development. 

This chapter presented data from the document search and survey portions of the study. Data 

from the document search were presented first to provide objective criteria for the selection, 

preparation, and education of CTMs. A presentation of survey data followed, outlining the 

perceptions and practices of MTEs who participated in the survey portion of the study. 
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Demographic data were presented, followed by MTE perceptions of their institution’s published 

criteria, then their own personal beliefs and practices related to selection, preparation, and 

education of CMTs. Finally, data were presented relating to MTE’s perceptions of how the Four 

Notions Framework (Abramo & Campbell, 2016) aligns with their own beliefs, their institution’s 

selection criteria, and available professional development opportunities for CMTs. The following 

chapter will present data from the interview portion of this study. 
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CHAPTER V 

PRESENTATION OF DATA: INTERVIEW DATA 

The purpose of this exploratory study was to examine the preferences and practices of a 

group of music teacher educators (MTEs) in the United States with regard to the selection, 

preparation, and education of cooperating music teachers (CMTs), through the lens of the Four 

Notions Framework (Abramo & Campbell, 2016). Through a convergent mixed methods 

approach, data were collected through three strands; first, a survey sent to MTEs, concurrently, a 

document search performed by the researcher, and finally, interviews of survey participants. 

Themes from the interview portion of the study are presented in this chapter. The following 

research questions guided inquiry in this study. 

1) What criteria do music teacher educators employ when selecting cooperating music 

teachers? 

2) What criteria do music teacher educators value when selecting cooperating music 

teachers? 

3) What professional development opportunities are made available by the institutions of 

higher education for the preparation and education of cooperating music teachers? 

4) What factors facilitate and/or impede the selection, preparation, or education of 

cooperating music teachers? 

Overview of Data 

The final question of the survey asked participants to volunteer for a follow-up interview 

to speak more in-depth about experiences with selection, preparation, and education of CMTs. 

Of the eligible participants (n = 104), 33% (n = 34) volunteered for the interviews. As described 

in Chapter III, participants were selected using systematic sampling, which provided a statistical 
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equivalent to a random sample. After three attempts to contact participants, systematic sampling 

continued to find willing volunteers. Three volunteers did not respond to the original requests for 

interviews and were replaced. Ten interviews were conducted, lasting 30 to 50 minutes. The 

interview protocol can be seen in Appendix F and Table A6 in Appendix A demonstrates how 

interview questions were linked to research questions. 

Semi-structured interviews were conducted in September and October of 2022. 

Participants engaged in conversation via a password protected Zoom meeting. Interview 

participants represented 10 states and all six NAfME Federated State Associations. While each 

interview followed the semi-structured interview protocol, the individual experiences of each 

participant brought each conversation to different places. Each interview was recorded using 

Zoom and uploaded to the transcription service Otter.ai. The researcher checked each transcript 

for accuracy against the recording, then shared transcripts participants for verification as a form 

of member checking. All 10 participants verified the accuracy of the transcripts. Interview data 

were then analyzed and coded using VERBI GmbH’s software MAXQDA 2022 (Version 

22.2.0). Details about the coding process can be found in Chapter III, Analysis of Interview Data. 

In contrast to the previous chapter, data from interviews is presented in conjunction with 

the research questions, with the caveat that research questions 1 and 2 are combined, because it 

was challenging to make distinctions as to what criteria MTEs employ (RQ1) as compared to the 

criteria MTEs value (RQ2). Upon reflection following the interview, transcription, coding, and 

analysis processes, the interview protocol did not purposefully differentiate between criteria 

MTEs value and employ, so conflation may have occurred between the two contexts. 

Data gathered from interviews of 10 participants across multiple states, are not globally 

generalizable. A more useful way to frame generalizability could be careful consideration of how 
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“the knowledge produced in a specific interview situation may be transferred to other relevant 

situations” (Brinkmann & Kvale, 2018). As such, this chapter begins with summaries of each 

interview participant, followed by themes and findings related to each research question. 

Table 5.1 

Summary of Interview Participants  

Participant Degree IHE Size 

NAfME 

Federated State 

Association 

IHE Area IHE Status 

Angel Ph.D., Music Education Small North Central Urban Private 

Beaux Ph.D., Music Education Very Large Southern Suburban Public 

Casey Ed.D., Curriculum and Instruction Medium Northwest Rural Public 

Dae Ph.D., Leadership in Schooling Large Eastern Urban Public 

Elisha* Ph.D., Music Education Small North Central Rural Private 

Flynn Ph.D., Music Education Large Eastern Suburban Public 

Gray Ph.D., Music Education Very Large Western Urban Public 

Hali Ph.D., Music Education Medium North Central Rural Public 

Izzy Ph.D., Music Education Medium Eastern Suburban Public 

Jessie Ph.D., Music Education Very Large Southwestern Suburban Public 

Note. IHE stands for Institution of Higher Education. Elisha* left their IHP recently preceding 

the interview. 

Interview Participant Summaries 

To protect their identities, interview participants were given gender-neutral pseudonyms. 

Demographic data were not collected to protect participants’ anonymity. Participants’ 

institutions represent a range of U.S. states and an array of small, medium, large, and very large 

schools in rural, urban, and suburban settings. Eight of the 10 participants were from public 

institutions of higher education and the remaining two are from private institutions (Table 5.1). 



PREPARATION OF COOPERATING MUSIC TEACHERS 

118 

Angel 

Angel is music education faculty at a small, midwestern, urban, private institution of 

higher education. Angel has a Ph.D. in Music Education and has extensive experience in music 

teacher education, observation of student teachers, and a lengthy career teaching instrumental 

music. They describe a high availability of CMTs in the urban area where the school is located, 

most of whom are alumni of Angel’s program. The focus of the conversation consistently 

revisited the importance of building relationships with CMTs to make sure they “suit and align 

with the needs of a particular undergraduate student.” Angel consistently returned to the 

importance of spending time in P-12 classrooms to building relationships with teacher 

candidates, cooperating teachers, and university faculty. Angel identified “flexibility and the 

willingness to share their classroom” and “their ability to provide critical feedback in a 

meaningful and open way” as important traits for CMTs. 

Beaux 

Beaux is music education faculty at a very large, southern, suburban, public institution of 

higher education. Beaux has a Ph.D. in Music Education and has extensive experience working 

with CMTs and supervising student teachers. They have held positions in music teacher 

education in multiple states and also have more than 30 years of experience teaching P-12 

instrumental music. The conversation with Beaux centered the individual teaching styles of 

CMTs, as well as building individual relationships with those educators. Beaux highlights the 

importance of the role of the CMT sharing,  

teaching is the only profession where novices have the same responsibilities as veteran 

[teachers], unlike doctors or lawyers… There’s always an apprenticeship or gradual 

development of responsibilities over time. By and large, we don’t have that in our 

profession. 
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Beaux focused on the collaborative nature of work with CMTs and the importance of forming a 

balanced partnership. 

Casey 

Casey is music education faculty at a medium, western, rural, public institution of higher 

education. Casey has an Ed.D. in Curriculum and Instruction with a music education emphasis 

and made the transition to music teacher education after more than 30 years teaching P-12 

general music and choir. Their philosophy of music teacher education comes from a student-

centered approach that is rooted in practice. They shared that student teaching should be  

based in a growth mindset. We’re not going to be perfect at it… We may be very 

experienced in the world of music, but we aren’t experienced in the world of teaching. 

You learn to teach by teaching! 

Casey spoke often about the importance of the specific context for each student teacher, looking 

at what they may want or need, then finding a suitable match. They shared, “it’s all about the 

relationships, teaching, mentoring, and supervising.” 

Dae 

Dae is music education faculty at a large, northeastern, urban, public institution of higher 

education. Dae has a Ph.D. in Leadership in Schooling, supervises the student teaching program 

for music education and teaches several masters level courses at their institution. Dae framed 

their work with preservice teachers and CMTs through a lens of working with diversity. They 

opened the interview saying,  

We talk a lot about white supremacy and the white attitude, but I have diverse students, I 

have diverse music teachers, so I’m not always going to assume that they have a white 

perspective. 

Dae continued, “there is no normal student. All students are diverse in some way, there is 

neurodiversity, physical diversity, cultural diversity, social emotional diversity.” Dae indicated 

that placements at their university are largely student-driven, where the preservice teacher 
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searches for and proposes a student teaching placement. They spoke a great deal about the 

conversations and relationship building with students and CMTs that lead to effective 

placements. Dae also spoke quite a bit about the work they do to lighten CMTs’ workloads, 

especially in terms of paperwork and administrative responsibilities related to licensure. 

Elisha 

At the time of the interview Elisha had recently left their position as music education 

faculty at a small, midwestern, rural, private institution of higher education. Elisha has a Ph.D. in 

Music Education and their P-12 teaching background is in elementary general, band, choral, and 

orchestral music. Elisha spoke about exposing student teachers to a variety of methods, 

approaches, beliefs, and philosophies, then helping them to make personal choices based on their 

own needs and the needs of their P-12 students. They consistently referenced the need for 

communication and collaboration to facilitate successful placements and shared some negative 

results associated with a lack of that communication and collaboration. Specifically, Elisha 

mentioned communication within the music department and with the college of education (which 

places student teachers in their teaching context) as areas of critical importance for successful 

placement of student teachers. 

Flynn 

Flynn is music education faculty, at a large, northeastern, suburban, public institution of 

higher education. Flynn has a Ph.D. in Music Education and their P-12 teaching experience is in 

elementary and secondary settings across multiple locations. They shared during the interview 

they are fairly new to music teacher education. Flynn spoke a good deal about what they 

perceived had been happening at their institution of higher education prior to their arrival, and 

what they hoped to change for the future. These changes centered around processes for selecting 
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and matching CMTs, as well as establishing more contact with CMTs prior to the student 

teaching semester through individual or group meetings.  

Gray 

Gray is music education faculty at a very large, midwestern, urban, public institution of 

higher education. Gray has a Ph.D. in Music Education and teaches undergraduate and graduate 

courses in music education. They also have significant experience with partnerships between P-

12 schools and institutions of higher education. Our conversation centered on the need for 

building community and relationships, both with CMTs and other members of the P-12 school 

community. Gray spoke about the informal and social relationships they have with CMTs, in 

which they build trust and positive rapport, as well as the importance of a nurturing P-12 school 

environment. Gray posed the question, “is this a space where my student teacher is going to feel 

like they belong?” emphasizing the CMT’s classroom has to be a place where the student teacher 

feels welcomed. 

Hali 

Hali is music education faculty at a medium, midwestern, rural, public institution of 

higher education. Hali has a Ph.D. in Music Education and over a decade of experience teaching 

K-12 general, vocal, and instrumental music. They also hosted many student teachers during 

their K-12 career. They spoke about music teacher preparation that enables music educators to 

thrive and maintain in the profession for a sustained career. Speaking about the importance of 

mentorship during student teaching, Hali shared, “I want them to have a real student teaching 

experience, because I want them to stay in the profession long term.” They continued later in the 

conversation, “If they’re an honest to God, 20-year-old, or 21-year-old, they need that full 

experience with a mentor. A real mentor.” Our conversation highlighted the importance of 
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building community and relationships, both between MTEs and CMTs, but also how MTEs can 

promote relationship building between student teachers and CMTs. Hali saw themselves as a 

facilitator of those relationships, intentionally building in spaces for transparent and trusting 

communication. Hali also spoke often about the necessity of making CMTs feel appreciated, 

both through compensation (like gift cards or concert tickets to the university), as well as verbal 

and written gestures of appreciation. They added that all of this serves the development of 

community and relationship building. 

Izzy 

Izzy is music education faculty at a medium, northeastern, suburban, public institution of 

higher education. Izzy has a Ph.D. in Music Education and teaches both undergraduate and 

graduate courses in music education and research methods. At the beginning of the interview, 

Izzy shared that a “strong, but nimble, flexible, and varied musical background, gained during 

students’ music teacher education experience” is important, as well as experience with teaching 

and “experiences that open minds.” In contrast to conversations with most other participants, 

Izzy frequently referenced a disconnect in communication and priorities between the music 

department and the college of education, which selects CMTs and places student teachers. They 

knew there were requirements for CMTs, specifically related to training run by the school, but 

were not aware of what they were. There was an apparent frustration at the disconnects between 

the music and education departments. 

Jessie 

 Jessie is music education faculty at a very large, southern, suburban, public institution of 

higher education. Jessie has a Ph.D. in Music Education, teaches undergraduate (vocal) and 

graduate (music education) classes and is an active researcher. Jessie described a desire to 



PREPARATION OF COOPERATING MUSIC TEACHERS 

123 

“prepare teachers who have their own students’ best musical interests in mind.” They continued, 

“I want [our graduates] to always be there for their students instead of for their egos.” Jessie 

centered a love for learning and continuing education as priorities for the CMTs they work with 

but shared they do not have much say in the actual selection or placement process. That process 

is controlled by the P-12 school districts. They did share some of the ways in which they are able 

to influence selection of CMTs and placement of student teachers through backchannel 

relationships they have built with P-12 music administrators. They spoke at length about the 

community they have built, through communication with student teachers, area music teachers, 

and CMTs. 

Presentation of Interview Data 

Data from the 10 interviews conducted is presented here in three sections. First, a 

combined section of themes derived from the coding process related to criteria MTEs use (RQ1) 

and value (RQ2) when selecting CMTs. Next, themes related to professional development 

available for CMTs (RQ3), and finally themes regarding challenges related to the selection, 

preparation, and education of CMTs (RQ4). 

MTE Perceptions of Selection Criteria for CMTs (RQ1 and RQ2) 

 As previously discussed, the overlap between use and value of criteria during the 

interviews with MTEs made dissociation of the two impractical. As such, data from the 

interviews is presented here in terms of MTEs overall perceptions of the selection criteria for 

CMTs. 

Dispositions of Cooperating Music Teachers 

All interview participants spoke about dispositions that are important when selecting 

CMTs. This section outlines four themes beginning with effectiveness in their jobs, followed by 
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growth mindset and investment in the profession, mentoring skills, and participant responses 

regarding diversity of CMTs. The last theme speaks to the importance of recognizing that every 

CMT’s context for teaching and approach to teaching is different. In other words, it is important 

to be aware of and celebrate diversity among CMTs. 

Effective in Their Jobs. The primary disposition identified by MTEs, related to 

effectiveness of CMTs, was a student-centered approach to learning. Angel shared, 

Our profession is shifting to focus on our students and what’s important and relevant to 

them, so I look for cooperating teachers who have that mindset, who will put their 

students ahead of anything else. They’ll put their students ahead of a concert, they will 

put their students ahead of a particular repertoire or literature that they think is important. 

Several other participants echoed this sentiment. Flynn asked, “what types of learning 

experiences are [CMTs] providing for their students?” They went on to say they look for CMTs 

who employ  

approaches that empower students in the classroom, that give students agency to speak 

up, to have their voice heard, to be represented in the repertoire selection, and in other 

content choices in the classroom and curriculum approaches. 

Jessie shared they seek out CMTs who demonstrate the student-centered pedagogy they share 

with preservice music educators, that CMTs should “have their own students’ best interest in 

mind. I want them to always be there for their students instead of for their egos.” Elisha, Gray, 

and Izzy spoke about CMTs who show care for and rapport with their students. Izzy called it a 

“professional, collegial, friendship relationship with the kids… the teacher speaks respectfully to 

the students.” Gray said, “in a classroom, there needs to be respect–that’s shown, not just said–

word and actions are different.” 

 Participants also identified experience and general competency as important qualities 

when selecting CMTs. Casey reiterated several times that they seek out seasoned teachers. Gray 

searches for CMTs that are “stable, they’ve been [in the position] for a while,” and added “all of 



PREPARATION OF COOPERATING MUSIC TEACHERS 

125 

our co-ops are second stage teachers, so they’re out of their first five years.” Jessie adds, 

“experience is important. They should have at least gotten through the third year [of teaching].” 

When speaking about competency, participants shared they look for organized classrooms, with 

a sense of structure. Grey looks for “expectations for how we music” and Casey asks, “do they 

have a decent process?” Angel, Elisha, and Gray spoke specifically about content expertise. 

Angel mentioned a fluency with technology. Elisha talked about avoiding placements with music 

educators who do not have training in the specific content they are teaching;  

There was a band director who started teaching general music and the placement 

coordinator wanted to place a student there. I explained to her that we need general music 

specialists for general music.  

In the instrumental setting, Gray looks for CMTs who are giving instrument specific comments. 

They shared,  

It’s easy to give group comments, for example “just use more air.” That doesn’t work all 

the time for every instrument, so if you have a teacher who gives instrument specific 

feedback, pedagogical comments, that’s something we value. 

Gray and Izzy mentioned strong musicianship as important criteria for their CMTs but 

recognized that musicianship may look different across teaching contexts and CMTs. Gray said, 

“we want musicianship to be really strong with all our cooperating teachers and they’re not 

going to all be uniformly the same.” Izzy shared similarly, “I’m looking for high quality 

musicianship, but I don’t define that in one particular way, because [CMTs’] approaches are so 

different.” Beaux, Casey, and Dae also mentioned general success in their P-12 program as a 

component of effectiveness. Dae looks for CMTs who are “doing a great job in their job… they 

know their kids, know their school, know their system, and have a good reputation.”  

Growth Mindset and Investment in the Profession. Interview participants talked about 

the necessity of preparing preservice teachers for the future and by extension, finding CMTs who 

were able to do that. Angel said, “music teacher education needs to be nimble and maintain its 
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relevance to future teachers.” Flynn echoes this, sharing “we’re not necessarily preparing 

teachers for what’s already there, we’re preparing them for what’s to come.” Beaux referenced a, 

gap between the mindset of teacher educators trying to make students aware of 

contemporary methods and approaches, and practitioners who may not be connected to 

contemporary research and philosophy, who are perhaps replicating traditional models of 

teaching music.  

Izzy spoke about finding CMTs who use a broad curriculum that incorporates diverse musical 

styles and Elisha elevated the importance of introducing various methods for teaching music. 

Angel spoke about the imperative for CMTs to be “up to code on issues around what’s really 

happening in schools, what’s really going on.” They also look for CMTs who are able to do “the 

traditional things we think are important and valuable,” but also integrate approaches to music 

education through “popular music, composition, and songwriting.” 

 Participants also said CMTs need to be willing to give of themselves and their students. 

When meeting a potential CMT, Angel asks some pivotal questions, such as  

How willing are you to give up your classroom space? How willing are you to give space 

for this [student teacher] to fail, learn, and work? That’s an important one, are they 

willing to provide that kind of space?  

Elisha shared experiences where CMTs have shared they are “having a hard time giving up 

control” to the student teacher. Related, Elisha talked about CMTs with such active programs 

they “didn’t have time to devote” to a student teacher. Jessie shies away from placing student 

teachers with competitive marching programs because they worry the student teacher will not get 

enough “baton time” in that context. 

Several participants also highlighted the importance of finding CMTs who demonstrate 

some element of continuing education and an investment in the profession. To the current 

researcher, this aligns with “Growth Mindset” (Dweck, 2006), which promotes the idea that 

abilities can be developed or advanced over time. Jessie looks for CMTs who “have a love of 
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learning” and Casey spoke about CMTs who “have an open mind to learning and growing.” 

Casey continues, sharing they look for CMTs who demonstrate a “willingness to learn and are 

open to new ideas. That lifelong learning person who’s always looking for an opportunity to 

improve their program or do something a different or better way.” Angel said when they think 

about colleagues who have long and sustained careers, they are people who have an internal 

“desire to grow and learn, being active in the community of music education,” and that is a 

model they want for their student teachers. Gray looks for CMTs who “want to serve, they want 

to give back… [CMTs who] feel like they’re serving the profession. I think it comes from a very 

humble place. It’s noble work.” Jessie looks for CMTs who are “excited about teaching” which 

they admit has become more difficult during the pandemic because CMTs they work with are 

“really stressed and burned out.” Jessie wants CMTs who are “giving, generous people” and are 

“invested in our profession; helping, nurturing the new generation of teachers.” While a few 

MTEs mentioned continuing education such as “advanced coursework” or activity in local Orff 

or Kodaly chapters, they mentioned those things as secondary qualities, focusing more on a love 

for teaching and learning. 

Mentoring Skills. All participants talked about mentoring skills as important criteria 

when selecting CMTs. Elisha and Flynn identified explicitly that mentoring student teachers is a 

different skill set from teaching P-12 students. Elisha shared about experiences with CMTs 

where “the band program was strong, but the mentorship in student teaching was not.” Flynn 

talked about CMTs who are strong P-12 practitioners, “allowing student choice, asking students 

to be creative in the classroom… allowing student-led ensembles,” but when it comes to 

mentoring a student teacher, they “don’t have the experience or skills to do that yet. It doesn’t 

always transfer.”  
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Angel identified the ability and willingness to have challenging conversations with and 

about student teachers in the form of meaningful and critical feedback, as an important skill. 

Casey asks themselves if CMTs are “going to tear apart my [student teacher], or are they going 

to help them learn? … Are they kind and caring and open to our students?” Participants also 

talked about modeling as a form of mentorship. Beaux looks for someone who is “going to serve 

as a positive role model.” They think about whether they would want a student teacher 

replicating the model they are seeing in the P-12 classroom. Flynn also wants CMTs to be good 

models for a student-centered approach to teaching. 

Diversity of Cooperating Music Teachers. Through these conversations, participants 

identified that every CMT (and student teacher) is a different person, with a different philosophy, 

in a different teaching context. Beaux acknowledged that they do not necessarily look for 

someone to whom they can point and say “yes, you should strive to do exactly what this person 

is doing,” but instead that “overall [the student teacher] is going to have a positive experience 

working with that person.” Beaux adds, “every cooperating teacher is going to do things 

differently from how I would.” Angel said they spend a lot of time talking to CMTs, getting to 

know them, and “making sure they are aligned with the way we view music education,” but also 

acknowledged “they all have their own spin on things.” To help them navigate the diverse range 

of placements, Flynn creates profiles on each of the CMTs they work with a baseline of 

understanding for the context of their teaching and classroom environment. Elisha talked about 

the importance of differentiating between content and philosophy, stating that they will step in if 

there is a concern about accuracy of information, but when it comes to philosophy, they want 

CMTs and student teachers to explore a diverse range of approaches. 
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Building Community 

Participants frequently brought up the importance of communication, relationships, and 

building community with CMTs. Interview participants offered a variety of ways in which they 

build community through communication, collaboration, and leveraging of alumni networks. 

They also spoke about visiting P-12 classrooms and various ways in which they show 

appreciation for CMTs, including promoting the mutually beneficial aspects of hosting student 

teachers. 

Relationships. All participants talked about the importance of the relationships they 

build with CMTs. Angel said they have personal relationships with all their cooperating teachers. 

Casey says, “it’s all about relationships,” and Elisha shared “we all recognize and experience that 

it becomes like a family.” Hali tells CMTs during the annual initial meeting “I want us all to 

have a relationship before the student teacher comes into this.” Gray said “I like my cooperating 

teachers. We have trust and there’s reciprocity there.” Izzy says they build trust through taking 

time to “listen to [CMTs] and talk about your own foibles… being willing to talk about the 

realities of the job.” Hali shared stories about their honest and transparent interactions with 

potential CMTs, emphasizing that type of communication builds trust, which makes CMTs feel 

like “[the MTE] is not going to leave me high and dry” when a challenging situation with a 

student teacher comes up. Gray and Jessie also mentioned the importance of building 

relationships with administrators and other classroom teachers in P-12 districts. 

These relationships often stem from an induction of alumni into the CMT role. Angel, 

Dae, and Jessie said a high percentage of the CMTs they work with are alumni of their 

institutions. Angel shared “my colleagues and I are very careful to take the time to get to know 

[potential CMTs] really well.” They emphasized that since the majority of CMTs come from 
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their degree programs, “we spend a lot of time talking to them and getting to know them in our 

classes.” Beaux intentionally maintains relationships with alumni in the area early in their careers 

so they can “cultivate them into strong mentors.” Jessie said that this process of building 

community starts before their students graduate. During student teaching, Jessie speaks with each 

student weekly on the phone during student teaching, so they know they can always reach out 

when they need help in the future. They said, “there’s a networking community after you’ve 

been in a position like mine for a long time.” Jessie shared that this sense of community 

perpetuates itself and often their alumni ask to host student teachers because the sense of 

community is so strong.  

Visiting P-12 Schools. All participants talked about visiting P-12 schools as an important 

part of developing relationships and building community. Nine of the interview participants 

spoke favorably of the practice, but Dae felt that MTEs interviewing CMTs and sitting in on 

classes was disrespectful to the CMT, sharing they “would rather risk one rare event where 

something didn’t work out, than not making things easy for [CMTs] and not being respectful.” 

That being said, Dae does have their music education students meet with CMTs and observe 

classes. They shared “the students will meet with them and see if they’re a good match or not. 

The student will talk to them, and the student will observe their classes.” Angel emphasized the 

importance of having music education faculty do observations so they can build relationships in 

P-12 communities. Angel, Beaux, Gray, and Hali all talked about prioritizing time to visit P-12 

communities and offering clinics and workshops for P-12 ensembles in the area as a great way to 

build relationships. 

Gray pointed out that visiting P-12 schools is also important because principals are 

welcoming MTEs and student teachers into their building, so “they have to trust you.” They said 
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sometimes those relationships take years to cultivate, but it is “just relationship building and 

rapport building. You have to be out there doing the work.” Jessie talked about how they were 

able to circumnavigate some department of education processes (only when necessary) because 

of relationships they had built with music supervisors in the area. 

Appreciation of Cooperating Music Teachers. Six MTEs talked about the importance 

of demonstrating appreciation for the work CMTs do and being responsive to their needs. 

Addressing the importance of mutually beneficial experiences, Angel said they hope CMTs “will 

learn as much from our student teachers as [the student teachers] do.” Casey wants the 

experience to be good for both student teachers and CMTs because “we want those good mentors 

to say yes again, and we want [student teachers] to go out and become music educators.” Hali 

has denied placement requests from their music education students, because they believed the 

match would not be good for the CMT; “it’s not going to be good for the CMT and we’re going 

to lose that relationship.” Hali said part of the function of their weekly phone calls with student 

teachers is to keep CMTs happy, “it’s something I do for my current students, but we mitigate a 

lot of issues I think would otherwise fall on the cooperating teacher.” Hali also talked about the 

importance of sending a first time CMT a “shining gem of a student teacher,” referring not so 

much to the student’s musicianship, but their dispositions. Hali said, “I want [the CMT] to have a 

good first experience.” Jessie warns that if they see someone burning out, they will not send 

student teachers there for a little while. Hali shares that some CMTs want a student teacher every 

semester, and some need a break. Emphasizing the importance of relationships and community, 

Hali said “you just have to know your people.” 

Several participants noted the importance of expressing appreciation for the work CMTs 

do. Gray shared “we do not have an honorarium at our institution… our co-ops volunteer, they 
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do not get paid.” Casey said they make a point of thanking the CMT every time they talk to 

them, “so they feel respected and honored for their time.” Later Casey expanded on their 

thoughts sharing, “it’s a matter of honoring their wisdom and their expertise and letting them 

know, thanking them for hosting [a student] in their classroom.” Flynn echoed those statements, 

sharing they invite all the CMTs, student teachers, and supervisors to a kickoff party. They 

described the importance of this event: 

Social connections can give cooperating teachers a feeling like they’re part of something 

bigger… look at what you’re part of, we’re sending these student teachers into the field 

and you’re a really important part of that.  

Hali expresses appreciation for the CMTs who host their students in a variety of ways. 

They intentionally schedule and provide professional development on the same day teachers 

have district professional development days “so they don’t have to do the reading comprehension 

[professional development].” They host a paid conference each January and invite CMTs to 

attend for free. “They feel like I’m buying them lunch and dinner and I give them a little button 

that says, ‘I’m a [redacted] cooperating teacher.’” Hali also worked to provide CMTs with free 

tickets to their university’s band, orchestra, and choir concerts, adding that it is an effective 

recruitment method, which further builds community. Hali said, 

they get front row seats, right in front of the stage… and they use a second ticket to bring 

some junior who is looking at college. … For many music teachers, it’s not necessarily 

the kids that are going to be music teachers. When they see kids still doing music, even 

though they’re in the chemistry program, that makes them feel good. 

At the end of placements, Hali sends emails to their CMTs that says “we so appreciate what you 

are doing for the next generation of music educators. How can [the university] help you?” Hali 

shared that their tuba professor has taken time to fix instruments at a local high school. Their 

choir director has done workshops for local P-12 teachers. Their strings professor has gone to 
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schools for a day to run sectionals for cello students. Hali says they are “doing all sorts of things 

to make teachers’ jobs easier and to make them feel like they’re partners with the university.” 

Student-Teacher-Centered Match 

All of the interview participants talked about the needs and desires of the student teacher 

as important aspects of the CMT selection process. Primarily around finding the right fit for a 

student teacher, but also around what the student teacher might want, balanced with what the 

MTE thinks is best for their education. Several spoke about the student teacher as an integral 

participant in the matching process. 

A Student-Centered Fit. Angel put it simply; “It’s really about finding the right fit… 

this is really about the individual student.” Casey echoes this sentiment, sharing that their 

selection process is based more on subjective values than a specific set of criteria because “every 

one of our [student teachers] is different.” Angel talked about looking at the needs of the student 

teacher, for example challenges with organization and scaffolding of instruction, then finding a 

CMT who models those skills. Hali suggested it all depends on the needs of the specific student 

teacher and using that information to find the right fit. For pre-student teaching fieldwork, Hali 

makes a point of placing students in experiences outside of their desired content area. They 

shared, “if you’re a band director, I’ll stick you in general music. If you want to teach general 

music, I’ll stick you in a middle school choir. Something that’s out of your comfort zone.” Jessie 

said, “some of my students need their hands held. Some of my students need their butts kicked. I 

get to know the CMTs who will do those things.”  

Angel said their placement process starts with open discussions between faculty and 

students to explore what particular students need or want. Angel added that by the time they are 

considering placements, the music education faculty has known students for an extended period 
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of time and seen them in a variety of teaching settings, so they already have a good idea of how 

to balance what the student wants with what they believe the student needs. Jessie’s experience 

was similar, saying “I’ve had these students in four, sometimes five classes. I know them really 

well, so I know who I want to be the mentor teacher, to pair up those personalities.” Dae shared 

that a bad experience does not necessarily mean a CMT is not a good mentor, it may just not be 

the right fit. They spoke about an experience where a consistently excellent CMT hosted a 

student teacher who “did not want to work with this CMT because [the student teacher] found all 

these problems,” but since that placement, the CMT has been a great partner again. 

Student Teacher Participation in the Match. Six participants talked about the 

importance of involving student teachers in selection of CMTs. Angel, Dae, Elisha, Hali, and 

Jessie prioritized having preservice music teachers visit classrooms of potential CMTs during 

pre-student teaching fieldwork. Angel shared “we’re adamant about student teachers going out to 

visit these placements and meeting cooperating teachers before they go to student teaching.” 

Angel said they want the student teacher to see what the school is like, meet the CMT, observe 

and try to determine whether or not it will be a good fit. Hali requires that students have 

observed a CMT for at least four hours because they want the student teacher to know the CMT 

and vice versa. Hali shared they also fear “losing a good cooperating teacher forever” if the 

match was not a good fit. Jessie added they also learn a great deal about local teachers from 

observations conducted by preservice music teachers. Jessie is “getting reports back from 

[preservice music teachers] ... so I know teachers I want to avoid by what students are writing in 

observation reports.”  

Dae, Gray, and Hali shared that while their processes are largely student-driven, they also 

require a good deal of guidance. Hali’s students identify three CMTs they would like to work 
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with, then Hali chooses the placement based on a variety of factors. Hali shared that their 

students “really don’t have a choice there. We’ve told them that since freshman year. You’ll get 

who you get, and you won’t throw a fit because we’ve got your best interests at heart.” Gray 

shared that while their students “think they know what they want,” the students are also young, 

so “there’s identity development happening. There are human development changes happening,” 

and the preservice music teachers often appreciate guidance in the placement process. 

Flynn recognized while student involvement in the selection of CMTs was not currently a 

practice at their institution, they talked at length about how important a change in that process is, 

I would like to place some responsibility on the student teacher to go out and see “what 

teachers are out there who I could partner with, who I could learn from, who can mentor 

me?” [Student teachers] should visit their classrooms, have conversations with them over 

a cup of coffee. Take that into their own hands in some ways… have some responsibility 

in that decision and give them some autonomy and power in that process. 

Other Selection Practices 

Collaborative Practices. Six of the MTEs interviewed spoke about the ways in which 

collaboration plays an important role in the selection of CMTs. Angel shared their music 

department “spends a lot of time talking about this. It isn’t just my decision, they’re discussions 

just like this one – okay, let’s talk about this student.” Gray shared that while they have access to 

plenty of CMTs who meet minimum qualifications, they “have to make sure either my colleague 

or I have seen this person teach and that we approve. We value each other’s judgments.” Gray 

went on to say that their selection process is a fluid collaboration between MTEs at their 

institution, the student teacher, and a variety of other factors. Gray emphasized the importance of 

collaboration and specific contexts of each pairing, saying “there’s no systematic way” they 

select CMTs. Izzy mentioned that their colleagues have often stayed in touch with different 

alumni than they have, which broadens their knowledge about potential CMTs in the area. 
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Beaux trades primary responsibilities for placing student teachers with another colleague 

each semester and they are “collaborative by expertise” when actually selecting CMTs. Hali 

creates matches by themselves, then brings their proposals to a committee of five music 

education faculty who share input. Hali shared that recently they received a call from a colleague 

after a few days after that meeting who said,  

I don’t think that’s the right match. I don’t think they’re going to push him. I think he’s 

better than we’re giving him credit for. Let’s send him with [another CMT]. He’s going 

to push him a little harder. 

Hali also talked about how much they appreciated that collaboration because their colleagues 

have different perspectives. 

Elisha bemoaned the fact that their music department does not have a strong collaborative 

practice, but shared many times how they work with students to gather feedback about CMTs 

following a placement. Dae’s collaboration also happens primarily with students. A student will 

come to them and ask to student teach with someone who is not on the list of CMTs, and Dae 

will engage in a dialogue about why that particular CMT might be a good choice. Jessie spoke 

about their collaborations with district music supervisors and school administrators when 

matching student teachers and CMTs. 

Geography and Environment. Several CMTs spoke about the geographic implications 

of selecting CMTs, which is discussed more in a later section (Geographic Limitations). MTEs 

also spoke about the importance of school culture, beyond the CMTs classroom. Gray said they 

look at how people interact in the school building. 

If I walk into the building and no one says hello to me, or students are walking in and out 

of campus, when it’s not an open campus, I’m not sure there’s enough structure there for 

a student teacher. 

Hali shared that they had a student teacher in an environment where the principal and vice 

principal were “having screaming matches” and they had to consider whether or not it was a 
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healthy environment for the student teacher. In another situation, they had to pull a student from 

a placement because another teacher (not the CMT) was being inappropriate with the student 

teacher.  

Predecessors and Personal Experiences. MTEs described other factors for selection of 

CMTs and placement of student teachers such as inheriting CMTs from predecessors, or because 

the CMT has partnered with the university for a long time. One participant said “[students] are 

placed there because it’s convenient” or because “[the CMT] is friends with the MTE.” Flynn 

and Jessie referenced their own experiences as student teachers. Flynn mentioned hearing about 

“nightmare situations” from their peers and reflecting on their own experience as a student 

teacher. Jessie shared they “had a lousy student teaching experience,” and as the result of having 

a “really bad mentor teacher,” Jessie promised themselves they would “never have one of my 

student teachers have a lousy experience like I had.” 

Non-Negotiables 

All MTEs were asked about non-negotiable criteria for selection of CMTs, and primary 

responses included criteria put out by their institutions of higher education and state departments 

of education. Secondarily, many participants talked about red flag behaviors and situations as 

non-negotiables when selecting CMTs. Finally, many spoke about the importance of including 

an elementary general music context in all student teaching placements and offered important 

discussions about students working during their student teaching practicum. Angel made the 

point that sometimes non-negotiables are dictated by the student teachers’ needs when trying to 

find the right placement for a particular student. 

Institutional and Department of Education Policy. All participants except for Gray 

commented on policies put in place by their institution of higher education and department of 
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education as non-negotiables in the selection process of CMTs. They mentioned criteria like 

licensure (Angel, Dae, Flynn, and Hali) and years of experience (Beaux, Dae, Flynn, Hali, and 

Jessie). Flynn added that CMTs in their area are required to have taught in the specific building 

for more than one year. Elisha said the only requirements their school has are related distance 

limits between campus and the student teaching placement and for CMTs to have three years of 

experience, but Elisha had to push for the three-year experience requirement to be specific to the 

content area. They explain, “three years as a band director, then your first year teaching general 

music, for me that doesn’t count.” Casey’s school also had requirements related to distance, but 

that distance was more related to the limits on reimbursements for travel expenses. Outside of 

that distance, Casey had to hire outside supervisors. Casey was unsure whether or not their 

university had specific criteria for CMTs but mentioned the “college of education most likely 

does… they do the work with the district and get legal contracts together.” Izzy mentioned, 

almost as an afterthought, that because they teach at a state university, they are required to place 

student teachers in public schools. Flynn shared their university has a “list of responsibilities… 

some of those include dispositional things, or attitudinal descriptors, but it’s not something you 

can say you know 100% that [CMTs] do.” 

Red Flag Behaviors and Situations. Several participants brought up behaviors and 

situations that give them significant pause when selecting CMTs. Casey emphasized they would 

never put a student teacher in a situation where “they’re going to have an awful experience and 

not go into teaching.” Casey continued, “I take this responsibility seriously. It’s one of the most 

important things I do.” Some of the awful situations participants mentioned included derogatory 

behaviors towards student teachers or P-12 students. Elisha shared a situation where a student 

teacher had been laying on the floor of a practice room all day because the student teacher was 
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sick, and nobody had helped her. Elisha said “that CMT had a good band program,” but they 

would not send another student teacher because they were not willing to “gamble [the CMT] is 

going to treat someone like that a second time.” Izzy said that while they did not know the 

context, they walked into a CMTs room while they were “reaming some kid up and down” and 

“that would not be my idea of somebody I want my student teachers to be with. I don’t find that 

respectful.” Izzy continued to say they would immediately go to the placement and pull a student 

out if a student teacher had any reason to feel the placement was physically dangerous. 

Another red flag was an imbalance of benefit, where the CMT is taking advantage of the 

student teacher rather than acting as a mentor. Jessie said they avoid CMTs who clearly just 

“want somebody to go run their copies for them.” Similarly, in programs where competition is 

prioritized above everything else, participants shared concerns that student teachers might not get 

enough time teaching. Referencing the competitive nature of some programs, Beaux said they 

would rule out CMTs whose program was too focused on competition at the risk of endangering 

student health and well-being, because that did not align with their philosophy of music 

education. 

Elementary Experience. Casey, Dae, and Elisha talked about inclusion of a placement 

in elementary general music as a non-negotiable for student teaching experiences. Casey said 

“[student teachers] have to do elementary” but it was unclear whether that requirement was their 

own personal belief or delineated by their institution or department of education. Dae shared that 

having preservice teachers complete an elementary general music placement is not required, but 

is a strong preference of their music education program: 

They’re getting licensed P-12, general, instrumental, and choral. They need to be with 

those little ones figuring out how to manage a class, how to pace a class, and how to 

scaffold learning. 
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Elementary general music pedagogies were the first thing that Elisha brought up when asked 

about non-negotiables. They said,  

it is important for me to have students in settings where one of the major philosophies is 

used… for general music, K-5 for sure, they need to be up and having some kind of 

movement. 

Student Teaching and Substituting. Dae teaches in a state where student teachers can 

be employed by school districts as substitute teachers during their practicum placement, both 

short-term and long-term. For Dae, that was non-negotiable because in that context, student 

teachers miss mentoring experiences that are of fundamental importance to student teaching. Dae 

did say they have allowed students who already have teaching experience to take on these long-

term substitute positions in place of student teaching because they are already ready for the 

position. Dae shared that even if a CMT has taken a sick or personal day, they want a substitute 

teacher in the room with the student teacher because student teachers do not have enough 

experience yet and it is potentially a liability for the student teacher, the district, and their 

institution. 

Professional Development Opportunities for Cooperating Music Teachers 

 This section presents themes derived from interview data related to professional 

development opportunities available to CMTs (RQ3). Themes include desires held by MTEs to 

establish effective professional development for CMTs and to compensate CMTs for their time 

spent in professional development. While the research question specified professional 

development made available by institutions of higher education, the third theme presents the 

multitude of providers of professional development that came up in our conversations. 

A Desire to Establish Effective Professional Development 

Beaux and Flynn both expressed they believed establishing professional development 

opportunities for CMTs, specific to music education, could be beneficial. They both suggested 
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leveraging the experiences of veteran CMTs to onboard new CMTs. Beaux shared it could be 

“really powerful” and by building on the strong culture they already have, “an event around 

sharing ideas about cooperating teachers could be a good thing.” Flynn shared that the 

professional development would have to be “something they actually would want to engage in.” 

Beaux suggested content around co-teaching is beneficial because “most band directors are used 

to one person in the room… when there’s another person, they sometimes don’t really know 

what to do with them.” Beaux said it would be helpful to show CMTs how the partnership can be 

formed to maximize the use of both people. They also highlighted that professional development 

provided for CMTs is usually hosted by their school of education, so working on music-specific 

content would be helpful. Beaux shared it is important to help CMTs remember how much 

additional time young teachers need to prepare for teaching, suggesting reminding CMTs that 

student teachers should not “just wing it every day” and giving them the scaffolding and tools to 

help the student teachers is crucial. 

Flynn suggested their desire to start an annual 30-minute orientation meeting to get 

everybody together and talk about expectations for the student teaching process. They said,  

Even if [CMTs] have done it for years and years, there are still things that should be 

articulated… not as training or telling them what to do, but to say, ‘this is what we expect 

of cooperating teachers.’ 

Flynn continued to talk about the benefit of building professional development around material 

specifically relevant to CMTs, sharing “surveying [CMTs] to see what types of things they 

would like to learn from folks at the university could be helpful.” Flynn suggested professional 

development should be unique, “like a book club,” emphasizing how important it is that CMTs 

see the experience as valuable, not “one more thing to check off a list.” Dae echoed this 

sentiment, suggesting that MTEs need to make the experiences easy for CMTs. Hali mentioned 

making things casual is important. Referencing a conference they host, Hali tells CMTs,  
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It’s not like you’re going to a state conference. You have no requirements to do anything! 

You can show up in jeans. We have pizza, beer, and coffee at the end of the day before 

everybody goes home. 

Beaux echoed that sentiment, sharing about how important it is to create a relaxed atmosphere. 

Beaux said, “I would feed them and maybe set up a time where it’s late afternoon and we’re 

going to give you something to eat then go out together after.” 

Compensation for Professional Development 

Aside from providing food, beverages, and social time, some participants mentioned 

ways in which CMTs are compensated for attending professional development opportunities. 

Casey and Izzy are able to offer CMTs continuing education credit required for licensure renewal 

in their states and Flynn hopes to do that in the future. As described in an earlier section of this 

paper, Hali invites CMTs to attend a professional development conference they run for music 

educators and pays for their registration. The conference both serves CMTs and acts as a form of 

compensation. Two participants remind us that not only is compensation for attending 

professional development a challenge, but often hosting a student teacher is an unpaid service. 

Gray says “our co-ops volunteer. They do not get [compensation].” Flynn said,  

Cooperating teachers are under-appreciated, and at [my institution] they’re very sadly 

compensated. I think offering them something professionally is not a substitute for more 

money but can certainly help them beyond just being a cooperating teacher in partnership 

with [my institution]. 

Providers of Professional Development 

When interview participants spoke about the availability of professional development 

opportunities for CMTs, they referenced themselves (MTEs) and their institutions as primary 

providers. In addition, student teaching handbooks and state conferences surfaced as ways in 

which they provide professional development for CMTs. 
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Music Teacher Educators. All interview participants except for Izzy referenced 

themselves directly and indirectly as providers of professional development through mentorship 

and individual and ongoing relationships with CMTs. Participants talked about initial meetings 

and conversations as well as informal mentoring as methods of continuing education for CMTs. 

Casey shared “the door is open if they have questions for me.” Flynn referenced these initial 

interactions as a way to avoid conflicting ideas, or misunderstandings of expectations during the 

student teaching placement. 

Six participants mentioned initial meetings they have with CMTs prior to the student 

teaching semester. Four of the MTEs conduct one-on-one meetings with CMTs at the beginning 

of the semester (either in-person or online meetings), to talk about expectations for CMTs, the 

particular student teacher they will be hosting, and to build relationships and community. Gray 

invites all the CMTs to their campus for a meeting they call “meet your cooperating teacher 

day.” At the event, student teachers, CMTs, and music education faculty come together for a 

meal and community building before going through the student teaching handbook and 

expectations for the placement. Beaux talked about these initial meetings as an opportunity to 

“come to consensus about what you want [the student teacher’s] ultimate responsibilities to be.” 

They continued, 

A big issue is determining the level of responsibility a student teacher is going to have. 

So, I implemented an initial meeting with the student teacher, myself, and the mentor, 

ideally in the first week of each placement, where we meet for 45-minutes to say, “what 

do you see this [student teacher] doing when they’re fully engaged?” 

Angel expressed that most of the time, these conversations are specific to the individual 

student, talking about what they have seen the student teacher do, and what skills the student 

teacher needs to work on during student teaching. Similarly, Jessie meets with each CMT at the 

beginning of the student teaching term to talk about the student teacher they will be hosting. 
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Elisha shared that following their education department’s required orientation meeting for 

all supervisors and cooperating teachers, they “always follow up with things that relate 

specifically to music” such as expectations for extra-curricular events (concerts, musical 

rehearsals, etc.). They found that these individual meetings were effective both to review 

materials and to share information specific to music education. Each December, Dae invites local 

music teachers and CMTs to students’ culminating presentations in their curriculum class. 

Students present curriculum based on the ideas they are learning in classes, which sparks “very 

excited discussions” with P-12 music teachers. Dae shares that this serves as a form of 

professional development because “[CMTs] give us their ideas, and they get caught up in some 

of the newer ideas.” 

Multiple participants addressed the importance of structured sharing of expectations with 

CMTs. Angel highlighted the importance of these conversations, especially for first-time CMTs, 

and specified that when working with veteran teachers, they focus on making sure that “if there 

have been changes to the system, or changes to what we’re doing that we’re carefully informing 

everybody.” Dae said they spend most of their time with CMTs reminding them about 

administrative processes such as how to fill out the forms and what is coming next on the 

schedule. Dae shared, “at each step of the way I tell them what is happening next, and I feel like 

that’s the most effective.”  

Several MTEs also spoke about providing guidance in informal settings for CMTs related 

to mentoring strategies. Beaux said beyond the certification requirements for the student teacher, 

“I don’t tell mentor teachers what they should be doing,” acknowledging “there are multiple 

models of how [mentorship for the student teacher] can occur.” Recognizing that mentoring 

student teachers may not be a natural skill for P-12 educators, Casey talked about providing 
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support and guidance. They shared practical advice like giving verbal feedback every day and 

“keeping your yellow pad handy” to write down observation notes for future reference during 

debriefing sessions. Hali talked about one of their student teachers desiring more feedback and 

texting the CMT “[The student teacher] is having a great time in your classroom. They are 

talking about how good X, Y, and Z are. How do you think they’re doing?” and then following 

up with suggestions such as “could you give them a little more constructive feedback? I think 

they’re coasting a little for you… You can push them a little, go for it!” Hali shared that usually 

CMTs are appreciative of those informal interactions and happy to enact the suggestions. Hali 

said they try to guide CMTs towards more active mentoring, otherwise “they just think they’re 

being a nice host.” They described the informal, conversational style of mentoring as “tweaking 

that relationship, gently of course.” Angel emphasized the importance of informal interactions, 

“sometimes the structured formats hinder some of what could be very open conversations. I 

found over time when we’re talking about people [informal conversations] work best.” Flynn 

expressed that rather than formal training, or explicitly telling CMTs what to do, “having either 

Zoom or face-to-face conversations for questions” can be a productive format for clarifying 

expectations. Angel sums this up aptly saying “as far as I’m concerned, this is still a people 

business, and that kind of approach to this process has worked and served us well.” 

Institutions of Higher Education. All participants except for Flynn mentioned their 

colleges or universities as providers of professional development for CMTs. Flynn shared that 

professional development at an institutional level “hasn’t happened in the past, which I think is 

kind of wild.” Flynn made it clear that they were hoping to establish an annual orientation for 

CMTs at their university. The courses and workshops other participants spoke about represented 

a wide range of modalities, both in-person and online, in synchronous and asynchronous settings. 
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In addition, some institutions offered optional opportunities, where others had required courses 

for CMTs. Beaux talked about training requirements prescribed by their state for anyone who 

works with student teachers, including university facilitators who are observing student teachers. 

They shared that they think the only component mandated by the state is a time requirement for 

the training and the content is designed and implemented independently by districts and 

universities. Beaux suggested this means “depending on what county or district you’re teaching 

in, your experience may be very different from somebody else’s.” Beaux also shared that while 

every CMT must complete the training, they do not remember any CMTs speaking about the 

content of the training, or “whether it was a positive helpful experience, or a waste of time.” 

Gray shared that their college of education requires a specific training, but it focuses on 

university policies and liabilities, because the student teaching placement is an extension of the 

university classroom. The college of education at Jessie’s university offers video and online 

asynchronous training that are required by the department of education. These are focused on 

“the sequence of observation, from partial teaching to full teaching.” Jessie said it was the same 

video every year, so in an effort to avoid giving CMTs more work, they sometimes skip the 

videos in favor of individual meetings referenced in the previous section. Similarly, the school of 

education at Angel’s institution offers training modules on cooperative, or side-by-side teaching 

and how to give effective feedback to student teachers. 

While Casey’s institution does not have an official program, their school of education 

offers workshops related to assessment rubrics and evaluation practices for student teachers. 

Elisha mentioned their school of education offered a training video for a new teacher evaluation 

rubric, however, when it came time to use the rubric, CMTs needed more direct support. They 

shared, “I think [CMTs] got the video, but they needed more training. I had one longtime veteran 
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teacher say, ‘well, I didn’t look at the criteria in the rubric, but I’m gonna rate him a 4.’” It was 

clear to Elisha that the CMTs they worked with needed more support to use the rubric 

effectively. 

Dae’s university requires a one-time three-hour training where they introduce student 

teaching policies and the philosophy behind the program. After that, Dae shared that the school’s 

licensing officer gets into the “nitty gritty of all the forms and the processes.” Dae tries to make 

it lighthearted, so it is fun for the participants. Hali had positive things to say about their 

institution’s required, free, one-credit graduate class that is required for all new CMTs. They 

called the class “brilliant… it’s a simple online class, but it’s the nuts and bolts nobody tells 

you.” Hali gave examples such as what to do when student teachers do not meet expectations for 

professional dispositions, how to scaffold their learning from observation to full-responsibility 

teaching, and how university faculty can support them in their role as CMTs. 

Handbooks and Conferences. Several participants referenced handbooks that were 

available for CMTs. Unfortunately, Elisha shared their experience that CMTs “usually don’t read 

them.” They continued, “I always assume that they do, but then when I would go out and bring 

up a topic, they seemed uninformed.” Elisha also mentioned that the handbook was created by 

the university, so it is missing some information specific to the experience they are trying to 

design for student teachers in music education. Flynn suggested that while CMTs they work with 

do receive a handbook, they still think a meeting to talk about it is an important part of the 

onboarding process so their community of educators can share questions and ideas. Similarly, 

Gray uses their initial meeting to go through the handbook in community with CMTs. Dae spoke 

about their handbook, issued by the department of education, which suggested far too many 

requirements for a reasonable student teaching placement. Angel and Casey mentioned that 
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workshops and sessions are sometimes available for CMTs at conferences hosted by state and 

national music education associations and teacher education associations. 

Challenges to the Selection, Preparation, or Education of CMTs (RQ4) 

 This section presents themes derived from interview data related to challenges MTEs 

experience with the selection, preparation, or education of CMTs. First, themes related to finding 

effective CMTs are presented, followed by challenges to providing professional development. 

The section closes with a few comments on systems administered by departments of education. 

Challenges to Finding Effective CMTs 

While multiple participants emphasized they were happy with their processes for 

selecting and recruiting CMTs, several challenging themes arose, primarily around a general lack 

of availability of effective CMTs, logistical collaboration with other departments, and 

geographic limitations. 

Availability of Effective CMTs. Hali mentioned their university used to mandate seven 

years of experience for CMTs, but because of drastically increased turnover related to the 

COVID-19 pandemic, they have lowered that requirement to three years of experience. Hali 

shared “when your veteran teachers are five years in, you’ve got a problem.” Beaux echoed the 

challenges of turnover but related to their rural setting. They said “[rural jobs] with maybe 300 

kids combined in middle and high school tend to turn over every year or two,” which makes 

finding educators who have stayed in positions long enough to qualify as a CMT challenging. 

Beaux also talked about the teaching schedules of some educators in their area. They had 

recently met a potential CMT, who taught one period of high school band, then guitar and 

general music for the rest of the day. Beaux said they would like to use that person, because the 

CMT is doing great work, but they would have to pair the CMT with another teacher so the 
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student teacher could get a fuller experience teaching band. Izzy and Beaux talked about having 

educators who meet baseline qualifications (e.g., years of experience, effectiveness ratings) in 

their areas, but not using them because they do not meet some of the subjective criteria the MTEs 

use, or as Beaux put, “they don’t have a strong, clear approach to how they’re teaching.” In other 

words, meeting state or university requirements for years of experience, does not necessarily 

mean the music educator is qualified to be a mentor for a student teacher. Casey mentioned they 

recently had a placement with a CMT that did not go well, but they will have to use that CMT 

again because of their rural setting and the lack of availability. They said,  

sometimes it’s really hard in these small communities… So yes, I’m going back to this 

music educator a year from now with a very different student. I’m hoping we can rebuild 

that trust in the relationship.  

Hali talked about a local veteran teacher whose program is a consistent feeder for their music 

program. They have a great relationship with the teacher, but there are pedagogical differences 

that prevent them from sending student teachers there. They called it a “tenuous situation” 

because they get great students from the program, and preservice music teachers want to do 

student teaching there, but the teaching philosophy does not align with the music program’s 

priorities. Hali said, “we love the person, but we do not want that teaching model replicated.” 

MTE Agency in Selection of CMTs. Participants shared that contexts in which the 

selection of CMTs is not managed primarily by the music education have created challenges. 

Placements in Jessie’s area are made by human resource offices in individual school districts, so 

placement decisions happen in isolation from knowledge MTEs have of student teachers. Jessie 

shared that sometimes they choose to subvert systems,  

As far as my student-centered approach, I don’t think that matters to human resources. I 

work around the system by going to the music supervisors in the area to try to negotiate 

with them. 
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Beaux shared a similar experience, but only when student teachers are placed far away from the 

university. They shared that in those situations,  

Our college of education works with the county school district to place them. We have no 

input into who those people are, and we meet them when we show up for the first 

observation.  

In Izzy’s context, CMTs are chosen by the college of education. Sometimes Izzy will 

have input, but other times they will be told where student teachers are placed. Izzy said, “it’s not 

deliberate that they’re not taking my ideas, it’s just not part of the process.” They continued, “it’s 

not that they don’t take my recommendations, it’s that they don’t ask for them.” The result of the 

process is that Izzy rarely has contact with CMTs before students are placed with them. They did 

say if they believe a placement would be “really bad” they could usually get the student teacher’s 

placement changed. Izzy said they were not entirely sure how the selection process works, but 

they believe it to be a numbers game, “districts say ‘yes, we’ll take three or yes we’ll take four.’ 

then they do the puzzle of, ‘we can put a music teacher here, a music teacher there.’” 

Elisha spoke about challenges within their music department. They said,  

We needed to have our own criteria that everyone agreed on… I attempted and wanted to 

develop music criteria as a department, but I was never able to gather everyone together 

to do that. 

Izzy identified disconnects between colleges at their university were not malicious, but rather a 

function of how different entities operate. They said, “I have a pretty good relationship with the 

college of education, but it’s just a different college and a different process.” 

Geographic Limitations. Both rural and urban settings present limitations. Casey 

teaches at a rural university, and they described, “we’re in the middle of nowhere, basically,” 

then continued,  

There are very few places we can send our students to get practical experience close to 

campus. It weighs heavily on our students because they don’t have a lot of practice before 

they get to the internship. 
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In Casey’s context, they place student teachers in neighboring states, because “we have so many 

rural communities, teeny tiny little places, who often don’t have music educators.”  

Beaux teaches in a town in the midst of a very rural area, so if they cannot place a student 

in that town, student teachers may be driving 45-50 minutes each way to their placement. They 

also spoke of a previous university, where they had “scores of schools to pick from, but quality 

was certainly an issue.” They compared this to their current situation where the university is 

substantially larger, but due to population density, there are a fraction of the number of P-12 

schools, suggesting that both geographic contexts present different challenges for selection of 

CMTs. Jessie spoke about the high density of universities in their area. Although it is a dense 

suburban area, they are often in competition with local educator preparation programs, who are 

also trying to place students with the best CMTs in the area. 

Referencing the financial implications for living expenses during student teaching, Beaux 

talked about choosing to place student teachers several hours away from campus so they can live 

at home, or with a relative. Beaux stated plainly that “these logistical things are our biggest 

limitation.” Casey echoed this sentiment saying, 

We placed students all over the place! Because it’s a small community here, most of our 

students go elsewhere. The first thing that I ask students when they come in for an 

interview with me is “where do you have free room and board? In other words, where can 

you live where you won’t have to worry about working?” So, a lot of our students go 

back to their hometown areas, so they don’t have to worry as much about finances. If 

finances aren’t an issue, then we can look at other places. 

Both Casey and Beaux brought these contexts up as situations where they may not even know 

the CMT a student is placed with. Additionally, Casey often has to hire outside supervisors who 

they may or may not know to observe student teachers who are placed too far from campus. 

Time. Hali, who has a robust process for placing student teachers which begins with their 

preservice teachers suggesting three CMTs, each of whom they have observed for at least four 
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hours. After Hali selects the match, they take it to a music education committee of five faculty, 

representing band, choir, strings, and general music. They shared “we all know the kids and 

we’ve all had them in methods classes” so while Hali suggests the match, they all have 

perspective as to the best match for the student teacher. That being said, Hali recognized that 

while their institution has a “robust process, it’s super time consuming. That’s the downside, and 

we know it and we don’t really want to change it, because it works really well.” 

Challenges to Providing Professional Development for CMTs 

Of the 10 interview participants, Hali was the only one who did not mention challenges to 

providing professional development for CMTs. Several mentioned they simply do not provide 

any professional development for CMTs at their institutions. Several also spoke about lack of 

time and adding to an already full workload for both MTEs and CMTs as challenges when 

providing professional development. Beaux said, “there’s no time of year, there’s no time in the 

week, where it’s going to be convenient.” Casey emphasized that MTEs generally try to avoid 

adding to CMTs workload, speaking about not wanting to ask too much from CMTs. Casey 

shared, “I know how much time and energy it takes to do [their] jobs, so I’m very cognizant of 

not asking unrealistic amounts of time from our [CMTs].” Similarly, when thinking about 

ongoing meetings with CMTs, Gray shied away from the idea, sharing “there’s already a lot 

going on in their worlds and they are generous enough to want to mentor.” Jessies said they are 

“really hesitant to give [CMTs] anything more than they already deal with.” Beaux spoke about 

the professional development their state requires CMTs to complete before working with student 

teachers. Even when they have found someone qualified, they still have to undergo the training–

it can actually act as another barrier to selecting and recruiting effective CMTs. 
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Department of Education (DOE) Systems 

Several participants mentioned challenges related to DOE policies and structures. Angel 

spoke about the “various hoops that [preservice teachers] have to jump through” like testing and 

edTPA. When thinking about all of the tests, standards, and policies preservice teachers need to 

navigate, they asked, “how equitable and fair are teacher preparation programs? Are we doing 

the best we can for all of our students, as they desire an opportunity to teach in the school?” 

Beaux said that in their state, the DOE asks MTEs to evaluate student teachers on “30 or 40 

standards, which would be challenging for any fully engaged veteran teacher.” They continue, “It 

just doesn’t feel developmentally appropriate at all.” As a workaround, Beaux has developed 

their own handbook designed to distill the standards into manageable groupings, with tasks for 

student teachers to address those standards. 

Angel, Dae, and Izzy spoke about the amount of paperwork required in the process. 

Angel works in a system where they are still required to use handwritten forms for all 

observations. They recognized that handwritten forms can be beneficial, “facilitating discussion 

through the passing of papers” but that teachers would be appreciative if the forms could be done 

electronically, to help alleviate some of the paperwork. Izzy said they actively work to keep the 

paperwork to a minimum, so CMTs and student teachers can focus on the mentoring and 

learning that should happen during practicum. Dae shared “I don’t want [student teachers and 

CMTs] doing busy work!” 

Angel spoke about how policies in their state generally assume student teachers will be in 

a single placement for an entire semester, yet student teachers in music usually have split 

placements. They said “it’s not unusual for a math [student] teacher to go in and observe for the 

first four weeks. Our [music] student teachers don’t have that luxury.” Angel continued, “the 
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school of education’s proposed structure looks very different from what we do.” Dae added 

commentary about the breadth of requirements by their department of education;   

If I did everything in that [department of education] handbook, I would not have any 

cooperating teachers because they would all mutiny! I’ve managed the student teaching 

policies in a way that we get the best of it.  

Dae added that in their state, some department of education policies were not optimal for the 

context of student teachers in music education because their department of education did not let 

them have two CMTs. Dae shared, “for the first eight weeks, the [CMT] is the ‘official [CMT]’... 

we do everything that’s involved with the observations shrunk into eight weeks.” They added, “I 

think the [DOE] student teaching portal can be really clunky in a lot of ways.”  

Hali also mentioned that some of their DOE expectations are not compatible with the 

realities of student teaching in music education. Hali shared,  

they wanted me to split student teaching into four weeks at each level… they’re not going 

to learn anything! They wanted [student teachers] to change buildings every four to six 

weeks. I said no, that’s not going to work! … They also wanted [student teachers] to see 

only band or only choir separately. That’s not real, they need to shadow a human, and 

humans don’t just teach band or choir or general music. 

When talking about the red tape and bureaucracy in institutions, Izzy unapologetically shared, 

“it’s just a bunch of gobbledygook.” 

Summary of Chapter V 

Analysis of data collected from participants during interviews brought to light themes for 

the selection of CMTs as well as professional development, and challenges faced in these 

processes. MTEs value dispositional traits such as effectiveness, growth mindset and investment 

in the profession, and mentoring skills. Participants also identified building community with 

CMTs and student-centered practice as important elements in the selection, preparation, and 

education processes. Several non-negotiables came to light such as policy, red-flag behaviors or 

situations, and elementary experiences. Themes related to professional development included a 
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strong desire to establish more opportunities, the importance of accessibility and compensation, 

as well as highlighting informal interactions with MTEs as a primary method of professional 

development. The chapter concluded with themes related to challenges to finding effective 

CMTs and providing effective professional development. 

This chapter presented an overview of data from the interview portion of this study 

followed by summaries of each MTE who participated. Themes derived from coded segments of 

the interviews were discussed in three sections. First, through an exploration of the criteria MTEs 

use for the selection of CMTs. Second, the emergent themes related to professional development 

discussed by MTEs, and finally challenges related to the selection, preparation, and education of 

CMTs. The following chapter will discuss findings derived from document search, survey, and 

interview data presented in the previous two chapters.  
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CHAPTER VI 

DISCUSSION 

The purpose of this exploratory study was to examine the preferences and practices of a 

group of music teacher educators in the United States with regard to the selection, preparation, 

and education of cooperating music teachers (CMTs), through the lens of the Four Notions 

Framework (Abramo & Campbell, 2016). This chapter will explore the four research questions 

which guided the study through a discussion of the findings: 

Research Question 1: What criteria do music teacher educators employ when selecting 

cooperating music teachers? 

● Finding 1a: Criteria for Cooperating Teachers is Prevalent Across U.S. States 

● Finding 1b: Alignment of MTE Knowledge with State Requirements is a Potential 

Area of Growth 

● Finding 1c: Publishing of Criteria for Cooperating Teachers by Institutions of Higher 

Education is a Potential Area of Growth 

● Finding 1d: Most and Least Commonly Published Criteria by Institutions of Higher 

Education 

Research Question 2: What criteria do music teacher educators value when selecting 

cooperating music teachers? 

● Finding 2a: MTE’s Values Are Aligned with the Four Notions Framework 

● Finding 2b: MTEs Perceive Their Institution Published Criteria Does Not Align with 

the Four Notions Framework 

● Finding 2c: Similarities in Alignment of MTE Values and Published Criteria 

● Finding 2d: MTEs Value Community and Relationships When Working with CMTs 
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● Finding 2e: MTEs Value Student Involvement in the Selection and Matching Process 

● Finding 2f: Shifts in MTE Prioritization of Selection Criteria 

Research Question 3: What professional development opportunities are made available 

by the institutions of higher education for the preparation and education of cooperating music 

teachers? 

● Finding 3a: Availability of Effective Professional Development is an Important Area 

of Growth 

● Finding 3b: MTEs Are Primary Providers of Professional Development 

● Finding 3c: Handbooks are Prevalent but Underutilized 

● Finding 3d: Available Professional Development is Not Aligned with the Four 

Notions Framework 

Research Question 4: What factors facilitate and/or impede the selection, preparation, or 

education of cooperating music teachers? 

● Factors Facilitating the Selection, Preparation, and Education of CMTs 

○ Finding 4a: Building Community and Individual Relationships Facilitate the 

Selection, Preparation, and Education of CMTs 

○ Finding 4b: Alumni Networks Facilitate Selection, Preparation, and Education of 

CMTs 

● Factors Impeding the Selection, Preparation, and Education of CMTs 

○ Finding 4c: Availability of CMTs Impedes the Selection Process 

○ Finding 4d: Geographic Contexts Facilitate and Impede the Selection, 

Preparation, and Education Processes 

○ Finding 4e: Well Intended Policy Can Impede Availability of CMTs 
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○ Finding 4f: Time, Funding, and Staffing/Workload are Primary Barriers to 

Availability of Professional Development for CMTs. 

○ Finding 4g: Absence of Common Terminology in Music Teacher Education 

Discussions of Findings for Research Question 1 

 Research Question 1 explores what criteria MTEs employ when selecting CMTs. 

Findings for this question were derived primarily from document search and survey data. 

Interview participants were responsible for selecting CMTs, so it was often difficult to determine 

whether their responses to questions referenced policies they used or valued. As such, interview 

responses will be included in findings related to Research Question 2. 

Finding 1a: Criteria for Cooperating Teachers is Prevalent Across U.S. States 

Most U.S. states (n = 46) have published language related to criteria for cooperating 

teachers, either in state administrative codes, or documents published by their respective 

departments of education. Forty-three states have language specific to licensure and certification. 

The types of requirements vary significantly, but commonalities exist. For example, 58.8% of 

states (n = 30) require at least three years of experience before teachers can be considered as 

cooperating teachers. This finding is remarkable because based on previous studies of selection 

criteria for cooperating teachers, it would be reasonable to expect a lack of published criteria at 

the state level (Magaya & Crawley, 2011; Russell, 2019; Zemek, 2008). Adding to the notable 

nature of this finding, 58.7% of survey participants in this study (n = 61) indicated their state did 

not have mandated requirements for becoming a CMT. This clearly demonstrates a lack of 

alignment between published policy and knowledge of policy. 

The data related to professional development is not as clear but may suggest a similar 

circumstance. Only 38.5% of survey participants (n = 40) indicated their institution provided 
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professional development for new CMTs, which is incongruous to the 63% of states (n = 32) 

have published language requiring some kind of professional development for cooperating 

teachers. It may be that other forms (e.g., distribution of handbooks) are counted as professional 

development, or possibly that the definition of professional development was not clear for all 

participants, but even so, an imbalance between the state published requirements, and 

professional development offered by institutions appears to be present. More about professional 

development is discussed in Finding 3a. 

Finding 1b: Alignment of MTE Knowledge with State Requirements is a Potential Area of 

Growth 

In the document search portion of this study, language defining criteria for CMTs was 

found in the state administrative codes or department of education documents for 46 U.S. states 

(90.2%). All of the participants who indicated their state does not have mandated requirements 

for becoming a CMT (58.7%, n = 61) are from states with specific and published criteria and 

qualifications for CMTs. While survey participants from Eastern NAfME Federated states were 

more likely to perceive their states had mandated requirements, the document search illustrated 

that perception to be false. Many participants also shared short responses about mandated 

requirements in their states that did not align with the published requirements found in the 

document search. 

One reason for the disconnect could be related to the variety and sometimes obscurity of 

locations where criteria for CMTs can be found. Over the course of this study, criteria for CMTs 

were found in a wide variety of contexts including state administrative codes, websites, and 

documents from state departments of education, institutions of higher education, schools within 

those institutions, public school districts, and specific P-12 school buildings. Condensing the 
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variety of places this information is located, in a way that remains responsive to the varying 

needs of different communities and contexts, could provide easier access to this knowledge for 

MTEs. This is important because the apparent disconnects around MTE knowledge of mandated 

state requirements may suggest state departments of education should prioritize work around 

sharing this information with MTEs in teacher preparation programs. It is also possible that this 

disconnect could occur because institutions of higher education have included state criteria in 

their guidelines. However, only 26% (n = 27) of MTEs affirmed their institution publishes 

criteria for the selection of CMTs, so this would explain only a portion of the lack of alignment. 

This finding affirms Magaya and Crawley (2011) who demonstrated a similar disconnect 

between written policy and knowledge of that policy. 

Finding 1c: Publishing of Criteria for Cooperating Teachers by Institutions of Higher 

Education is a Potential Area of Growth 

Of the MTEs who participated in this study, only 26% (n = 27) indicated their institution 

of higher education uses published criteria for the selection of CMTs. Fifty-three point eight 

percent (n = 56) indicated their institution does not use published criteria and 20.2% (n = 21) 

indicated they did not know. When New Jersey school administrators were asked a similar 

question, Magaya and Crawley (2011) reported 34% (n = 18) of districts had written criteria, 

25% (n = 13) did not have written criteria, and 42% (n = 22) did not know. If perceptions of the 

surveyed parties are accurate, this data is important because it indicates that despite Magaya and 

Crawley’s recommendations, the prevalence of published and clear criteria for cooperating 

teachers has not grown. More than a decade later, institutions of learning, both in higher 

education and in P-12 education, are still lacking policies around criteria for cooperating 

teachers. However, as will be discussed in Finding 4c, well-intentioned policies have potential to 
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act as barriers to availability of cooperating teachers, so it would be crucial to develop policy in 

cooperation with local teacher educators, student teaching placement coordinators, and with 

awareness of local contexts around teaching and learning.  

Finding 1d: Most and Least Commonly Published Criteria by Institutions of Higher 

Education 

Most Commonly Published 

MTEs whose institutions had published criteria indicated content area certification, 

having a bachelor’s degree, and years of teaching experience as the most often published criteria. 

These three criteria are consistent with criteria related to licensure and years of experience found 

in the document search. They also are consistent with findings by Magaya and Crawley (2011), 

where administrators prioritized a CMT’s possession of a bachelor’s degree, years of experience, 

and certification in the same area of instruction as important criteria. Zemek (2008) did not ask 

participants about certification or a bachelor’s degree, but participants indicated at least three 

years of teaching experience as an important criterion. The fourth and fifth most commonly 

published criteria identified by MTEs in this study were geographic location (44%, n = 12) and 

good role model (41%, n = 11). Geography and CMTs’ dispositions as a role model were criteria 

interview participants mentioned as being important, but also as challenges to finding effective 

CMTs. Casey and Beaux spoke about the challenges of finding placements in their rural areas, 

and Jessie spoke about effective CMTs being unavailable because of the number of teacher 

preparation programs in their area. All of the participants spoke about how important mentoring 

skills are and how much they value a CMTs ability to serve as a good role model. These findings 

indicate some consistency in published criteria over the past 15 years, but the responses from 

interview participants regarding the challenges some of these criteria can create may point to the 
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need for examination of how these criteria are affecting availability of effective CMTs. If 

published criteria are problematic, consistency may not be a beneficial characteristic. 

Less Commonly Published Criteria 

 While survey participants indicated several published criteria were not commonly 

published (See Table 4.3), some of these were also criteria that interview participants brought up 

frequently (e.g., reputation of CMT and personal relationships to CMT). All interview 

participants spoke about the importance of the community they build with CMTs, especially in 

reference to their personal relationships. Elisha called their community with CMTs a family. 

Interview participants also talked a good deal about the reputation of the P-12 music programs, 

looking for CMTs who have a good process and are producing good results in their P-12 

students. When survey participants were asked about their values in regard to consideration of 

criteria in the selection process, “reputation of CMT” was given significantly higher value than 

indicated by previously published literature.  

The importance participants placed on these relationships supports assertions by Russell 

(2019) who suggests CMTs are generally selected by someone they already have a relationship 

with. Especially in regard to personal relationships, there seems to be a lack of alignment 

between what interview participants value, and the published criteria by institutions of higher 

education. Institutions of higher education may be more concerned about aligning practices with 

objective requirements established by states or departments of education, whereas MTEs 

prioritize relationships they build with CMTs through visiting classrooms, informal 

conversations, and learning about their reputations. This lack of alignment may be the result of 

different lenses with which stakeholders approach the selection process and could cause friction 

around the selection of effective CMTs. 
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Uncertainty about Criteria 

Three participants indicated their institution had published requirements for the selection 

of CMTs but marked “no” for all 20 presented criteria. Another participant indicated their 

institution had published requirements, but then marked “I don’t know” for all 20 criteria 

presented. If these commonly used criteria are not being used, what criteria are their universities 

using to select CMTs? 

Discussions of Findings for Research Question 2 

Research Question 2 explores what criteria MTEs value when selecting CMTs. Findings 

for this question were derived from survey and interview data. 

Finding 2a: MTE’s Values Align with the Four Notions Framework 

When asked about their personal beliefs (“this statement is important to me…”), MTEs 

overwhelmingly agreed that all 10 statements derived from the Four Notions Framework are 

important to them when selecting CMTs. Notably, 100% of participants (n = 104) strongly or 

somewhat agreed that student teachers’ practice and relating musical content to contexts are 

important when selecting and recruiting CMTs and 99% of participants (n = 103) strongly or 

somewhat agreed with the importance of structuring learning. Figure 6.1 demonstrates an 

aggregation of agreement and disagreement with each statement, reframing MTEs’ responses to 

how they value each statement from the Four Notions Framework. The strong agreement with 

the importance of these statements when selecting CMTs positions the Four Notions Framework 

as a valuable tool in evaluating not only the effectiveness of individual CMTs, but also the 

efficacy of selection criteria and other policies related to CMTs. 
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Figure 6.1 

MTE Agreement with Importance of Four Notions Statements 

 

 

Finding 2b: MTEs Perceive Their Institution Published Criteria Does Not Align with the 

Four Notions Framework 

Participating MTEs agree with the importance of all Four Notion Framework statements; 

however, there is misalignment with how MTEs perceive the statements related to the selection 

criteria their institutions publish. While the sample of MTEs who indicated their institution has 

published criteria for the selection of CMTs was small (26%, n = 27), agreement was generally 

split as to whether or not their institution’s published criteria related to the 10 statements. Figure 

6.2 provides a visual aggregation of agreement and disagreement with each statement.  
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Figure 6.2 

MTE Agreement of Published Criteria with Four Notions Statements 

 

 

The disparity between MTEs’ values and their perceived alignment with published 

criteria suggests the qualification criteria for CMTs may not match dispositions and skills 

Abramo and Campbell (2016) have identified as important for effective mentoring. While the 

authors recognize that selection based on strict criteria around these 10 statements may be 

“unrealistic or impossible” (p. 126), MTEs clearly value and consider these dispositional traits 

which should be evidence enough to warrant careful consideration of them in the selection 

process. 
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Finding 2c: Similarities in Alignment of MTE Values and Published Criteria 

 The top five criteria MTE survey participants indicated should or must be considered 

when selecting CMTs are similar to criteria they believe to be published by their institutions 

(Table 6.1) and the criteria prioritized in state administrative codes and department of education 

documents. 

Table 6.1 

MTE Perception of Criteria Published compared to Criteria MTEs Value 

Criteria MTEs Value MTE Perception of Criteria Published 

by their Institutions 

Content Area Certification 

Has A Bachelor’s Degree 

Good Role Model 

Positive Classroom Environment 

Willingness to Discuss Concerns 

Content Area Certification 

Has a Bachelor’s Degree 

Years of Teaching Experience 

Geographic Location 

Good Role Model 

The criteria MTEs believed should or must be considered were also similar to the criteria 

published in state government documents. State published criteria largely prioritized licensure 

(comparable to content area certification) and years of experience. A majority of states also 

included language around effective teaching, which relates to dispositional criteria MTEs 

indicated should or must be considered such as good role model, positive classroom 

environment, and willingness to discuss concerns. One important difference is that the 

measurement of effective teaching in state published criteria largely focused on measures of 

effectiveness through teacher rating systems, compared to the more subjective criteria MTEs 

valued such as CMTs’ willingness to discuss concerns and dispositions as good role models. It is 

possible the criteria MTEs value overlap with states’ effectiveness rating systems, but that line of 

questioning is outside the scope of this study. 
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 Interview participants added depth to this discussion. While they mentioned licensure and 

years of experience as requirements, it was most often as a momentary tangent from our 

conversations about student-centered and relationship-based dispositions. Interview participants 

talked much more about the importance of a growth mindset and the ability to serve as a good 

role model. Even when speaking about CMT effectiveness, participants prioritized dispositions 

around relationship-building through rapport with students and student-centered pedagogy. One 

interesting difference between survey responses and conversations with interview participants, 

was the weight placed on alumni of the institution. Alumni status was clearly not prioritized as a 

consideration by survey participants. Only 17.3% (n = 18) indicated it should or must be 

considered. However, many interview participants talked about how important their alumni are 

in creating networks of effective CMTs to support student teachers. An additional note here is 

the importance interview participants placed on including an elementary school general music 

placement for student teaching experiences. While this was not included in survey questions nor 

the document search, several interview participants spoke about it as a non-negotiable when 

finding placements for student teachers. While many values around criteria were aligned, further 

and specific inquiry into the previously mentioned misalignments could be advantageous. 

Finding 2d: MTEs Value Community and Relationships When Working with CMTs 

One of the most common themes that arose with interview participants was the 

importance of their relationships with CMTs and how much they value community. Interview 

participants spoke about developing relationships with CMTs through visiting their classrooms, 

engaging with them by offering workshops for their P-12 students, and showing their 

appreciation for the work CMTs do both with P-12 students and preservice music educators. 

Participants mentioned the importance of informal social relationships as a way to build trust and 
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rapport with CMTs. By developing those relationships, MTEs are able to establish contexts in 

which transparent communication and trusting mentorship can happen between CMTs and 

student teachers. These personal relationships can help CMTs feel confident in their job as a 

mentor, assured that MTEs are going to support them, especially through challenging situations. 

Participants also spoke about the importance of their relationships with other school personnel 

(e.g., principals, department chairs, human resource staff, district staff) and shared that engaging 

in P-12 classrooms themselves, and having preservice teachers engage with P-12 classrooms, 

intertwines the P-12 and higher education communities in a way that can create mutually 

supportive environments. 

Many MTEs who participated in the survey indicated their student teaching programs are 

affiliated with a combination of departments, again highlighting the importance of building 

community and collaborative practices in the processes of CMT selection. Interview participants 

and survey participants also referenced a lack of agency in the CMT selection process as a 

challenge, referencing difficulties in communication with other parties (school districts, or other 

academic units of the institution of higher education). While survey participants were not 

specifically asked about community or their relationships with CMTs, in an open response text, 

one survey participant shared “we always prefer to use [CMTs] with whom we have an 

established relationship.” Additionally, state administrative codes and documents for nine states 

mentioned a collaborative process for the selection and matching of CMTs with student teachers.  

This study supports illustrations by many other researchers as to the importance of these 

collaborative partnerships as fundamental to the creation of constructive experiences for 

preservice teachers (Anderson, 2007; Denis, 2016; Draves, 2008, Powell, 2016). Powell (2019a) 

references the importance of school-university partnerships that “coexist in a symbiotic 
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relationship” (p. 492) and Baumgartner (2019) cites the importance of personal and professional 

relationships when selecting CMTs, especially for new MTEs who may not be fully aware of the 

educational context where they work. In the wider education context, building community and 

establishing relationships through collaborative partnerships can be important levers to facilitate 

the selection, preparation, and education of CMTs. 

Finding 2e: MTEs Value Student Involvement in the Selection and Matching Process 

Interview participants elevated the importance of a student-teacher-centered process 

when selecting CMTs, both in how MTEs discuss placements with their colleagues, but also in 

having students actively engaged in the selection of a CMT. Interview participants spoke about 

looking at the needs of individual student teachers and how they match with the skills and 

dispositions of available CMTs, emphasizing that the needs of each student teacher vary. In 

addition, six interview participants spoke about how important it is to involve student teachers in 

the selection and matching process, emphasizing their expectations for students to go visit 

placements and meet potential CMTs before submitting requests. Interview participants also 

spoke about the individuality and diversity of CMTs and student teachers they work with, 

directly relating to the second notion presented in the Four Notions Framework (Abramo & 

Campbell, 2016). The intersectionality of these identity markers–inclusive of race, gender, 

socioeconomics, political beliefs, music education philosophies, and many others–can create 

different dynamics in teaching and learning contexts. As Abramo and Campbell suggest, the 

“idiosyncrasies” and “social identities” are part of the woven narrative that cooperating teachers 

and student teachers bring with them into teaching contexts. Because of this influence of identity 

and narrative on the teaching context, this finding supports Baumgartner’s (2019) assertion that 

involving students in the selection of the CMT is crucial. 
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While data from the document search demonstrated several states value partnership 

between institutions of higher education and P-12 schools in the selection process, none of the 

data found mentioned student-centered language beyond a CMT’s willingness to host a student 

teacher. None of the 20 criteria explored in the second part of the survey were directly student-

centered (perhaps with the exception of “good role model,” although the focal point of that 

criterion is still on dispositions of the CMT). Perhaps a limitation of this study was a lack of 

inquiry directed at student involvement in the process during the survey portion of the study. 

Finding 2f: Shifts in MTE Prioritization of Selection Criteria 

 While a direct comparison cannot be made between this study and findings by Zemek 

(2008) and Magaya and Crawley (2011) because of different sample populations and criteria 

used in those studies, it may be worth considering how some values placed on criteria for 

selection of CMTs have changed a decade later. Music education faculty members in Zemek’s 

study identified more than three years of experience as the most important criteria, while MTEs 

in this study considered it at a lower rate. Music education faculty members in Zemek’s study 

prioritized tenure status, while MTEs in this study gave much lower consideration. Table 6.2 is a 

side-by-side layout of criteria MTEs indicated they value in this study, and criteria music 

education faculty in Zemek’s study value. 

Participants in Magaya and Crawley’s study similarly deprioritized the importance of a 

training course for CMTs (referred to as “a supervision course” by the authors) and having a 

master’s degree. Also similar to the results of their study, participants in this study prioritized a 

positive classroom environment, dispositions of a good role model, organizational skills, positive 

attitude, and willingness to discuss concerns. Again, because of differences in specific criteria 

included in their study, as well as the sample population, direct comparisons cannot be made, but 
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some of these relationships are worth considering. This finding is important as we consider how 

criteria values may have shifted in the 15 years since Zemek’s study. Some of the shifts may 

contribute to an explanation as to why availability of CMTs is challenging, as MTEs in this study 

are prioritizing dispositional traits over the objective qualifications (e.g., licensure status or years 

of experience). 

Table 6.2 

Criteria Valued by Participants in This Study and in Zemek (2008) 

Criteria MTEs Believe Must Be Considered 

(This Study) 

Criteria Valued by Music Education 

Faculty Members (Zemek, 2008) 

Content Area Certification 

Good Role Model 

Has a Bachelor’s Degree 

Willingness to Discuss Concerns 

Positive Classroom Environment 

Positive Attitude 

Years of Teaching Experience 

Organizational Skills 

Reputation of CMT 

Geographic Location 

Previous Mentoring Experience 

Reputation of P-12 Music Program 

Volunteers to be a CMT 

Tenure Status 

Personal Relationship to CMT 

Completion of Training Course for CMTs 

Has a Master’s Degree 

School/District/Principal Recommendation 

Professional Organization Memberships 

Alumni of Host College/University 

3+ Years of Experience 

Positive Evaluation 

Previous Experience 

Tenure 

Volunteers 

Professional Organizations 

Advanced Degree 

Reputation 

Principal Recommendation 

Training Course 

Graduate/Alumni of Institution 

 

Discussions of Findings for Research Question 3 

 Research question three explores what professional development opportunities are made 

available by institutions of higher education for the preparation and education of CMTs. Findings 

for this question were derived from document search, survey, and interview data. 
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Finding 3a: Availability of Effective Professional Development is an Important Area of 

Growth 

The document search revealed that 62.7% (n = 32) of states have language in their 

administrative codes or department of education regulations that requires some type of 

professional development for cooperating teachers. Of the 73.1% of survey participants (n = 76) 

from states with published requirements for professional development, only 50% (n = 36) of 

them indicated they offer professional development for CMTs, and many of those indicated the 

professional development they offer is not required. Acknowledging that some states offer 

courses and workshops from providers other than institutions of higher education (e.g., Ohio and 

Connecticut), these data may suggest that institutions of higher education are not providing 

enough opportunities for professional development, not only for the education of CMTs, but also 

to align their programs with state requirements. 

The availability of professional development also skewed towards new CMTs. Only 

38.5% (n = 40) of MTEs who participated in the survey indicated their institution offers 

professional development intended to prepare CMTs, and 18.3% (n = 19) of survey participants 

indicated their institution offers professional development intended to support CMTs continued 

growth as mentors. During the interview, Angel highlighted that professional development for 

veteran CMTs has to be more intentional, focusing on changes to systems and new ideas rather 

than introducing concepts with which they are already well practiced. Beaux and Flynn spoke 

about leveraging experiences of veteran CMTs when onboarding new CMTs. This format could 

serve as a mutually beneficial experience, giving veteran CMTs more practice and experience 

with mentoring. Given the importance of mentorship as a quality of effective CMTs suggested 

by interview participants, it may also be worth considering how we as a field can provide more 
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opportunities for experienced CMTs to develop their mentorship skills. This finding is supported 

by Pellegrino’s (2011) assertion that mentorship and professional development can combat 

music teacher burnout. It is possible this prevention of burnout could extend to CMTs as well. 

Encouragingly, interview participants conveyed a desire to establish professional 

development for CMTs that is specific to music education, emphasizing the necessity for the 

professional development to be worthwhile because P-12 music educators are already 

overworked. Additionally, CMTs must be compensated properly for the time they are 

committing to the process, with more than free food. One suggestion for compensation was 

offering continuing education credits required in most states for licensure renewal. However, 

some interview participants also discussed professional development requirements as a barrier to 

the availability of effective CMTs. If arduous, or time-intensive professional development is 

included as a required part of qualifications for CMTs, and is not appropriately compensated, 

music educators who are otherwise qualified may not be motivated to complete those 

requirements, leaving them ineligible to be CMTs. These findings indicate that establishment of 

new professional development for CMTs should be balanced with feasibility and compensation 

so as not to drive away potential CMTs.  

Finding 3b: MTEs Are Primary Providers of Professional Development 

The document search and survey questions focused on an inquiry of professional 

development that was offered or required by institutions (e.g., schools of education, schools of 

music, departments of education. However, conversations about professional development with 

interview participants focused on the flaws in those institutionalized professional developments 

and promoted the importance of individual conversations between MTEs and CMTs as a primary 

form of sharing information with CMTs and helping them to develop mentoring skills. While 
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MTEs recognized the value of the meetings their institutions held to go over handbooks for 

cooperating teachers, the generalized policies were sometimes not applicable to student teaching 

in music education. Participants even shared instances in which MTEs helped CMTs circumvent 

redundant, or tedious professional development requirements.  

MTEs who were interviewed for this study talked about initial meetings they have with 

CMTs to discuss expectations as positive experiences. Elisha mentioned that her individual 

conversations with CMTs following their institution’s required orientation meeting, were often 

more effective spaces to share and review expectations. Angel talked about how their mentorship 

of CMTs is individualized, based around mentoring strategies for the particular student teacher 

they are hosting at the time. Institutionally structured professional development was portrayed as 

sometimes ineffective or redundant and interview participants emphasized the importance of 

context-specific coaching of CMTs. This suggests the individualized mentoring MTEs provide 

for CMTs as a primary and effective method of providing professional development. 

Finding 3c: Handbooks are Prevalent but Underutilized 

Survey and interview data indicated that while handbooks for cooperating teachers are 

prevalent, many are missing information specific to music education. While a majority of MTEs 

indicated their institution provided a handbook for CMTs (88.5%, n = 92), only 55% of those 

participants (n = 51) indicated their handbooks had information specific to music education. 

These data suggest that while most institutions are providing handbooks, there is room for 

improvement, especially in terms of policies related to specific content areas. 

Several interview and survey participants also shared that a review of their handbook was 

part of the professional development they provided and felt it was an important part of how they 

communicate about expectations with CMTs. This is significant because it corroborates findings 
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by Snell et al. (2019), but from the perspective of the MTE. Snell et al. (2019) assert that 

cooperating teachers also recognize the importance of handbooks as part of their preparation for 

hosting a student teacher, primarily for clarity of expectations around deadlines and required 

paperwork. This study indicates MTEs have similar perceptions of the importance of the 

handbook as form of professional development. 

Four interview participants brought to light a disconnect between the availability of the 

handbooks and how often CMTs reference them. Elisha said “[CMTs] usually don’t read them. I 

always assume they do, but when I bring up a topic, sometimes they seem uninformed.” It is 

possible Gray’s practice of hosting a gathering around a meal and going through the handbook 

might offer a solution to this lack of engagement, but this type of granular exercise might not 

prove useful to veteran cooperating teachers who are already well versed in the expectations. 

Finding 3d: Available Professional Development is Not Aligned with the Four Notions 

Framework 

While MTEs indicated strong agreement that each of the 10 statements from the Four 

Notions Framework was important to them when selecting CMTs, agreement that their 

institutions offered professional development related to the statements was mixed. Recognizing 

the sample of participants who indicated their institution offered professional development for 

CMTs was small (n = 19), it is worth noting that a majority, although sometimes slight, indicated 

strongly or somewhat disagreed that nine of the 10 statements related to available professional 

development. The only statement for which a majority of participants responded in agreement, 

was “student teachers practice,” which is a statement arguably more focused on the student 

teacher than the CMT. Seventy-four percent of participants (n = 14) disagreed that the 
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professional development offered by their institutions related to “school biography (cultural 

myths)” and “emotions.” Figure 6.3 shows these trends in agreement.  

Figure 6.3 

MTE Agreement of Professional Development to Four Notions Statements 

 

 

As discussed in Finding 2a, MTEs indicate the 10 statements to be important when 

selecting CMTs. MTEs’ mixed perception of the relationship between available professional 

development and the Four Notions Framework suggests the professional development 

opportunities available to CMTs may not be preparing them for the “dispositional stances and 

competency qualifications” set forth by Abramo and Campbell (2016, p. 127) and corroborated 

by participants in this study. In this context, the Four Notions Framework may serve as a 

practical tool for evaluating the efficacy of professional development for CMTs. 
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Discussions of Findings for Research Question 4 

 Research Question 4 explores factors that facilitate and/or impede the selection, 

preparation, or education of CMTs. Findings for this question were derived from document 

search, survey, and interview data. 

Factors Facilitating the Selection, Preparation, and Education of CMTs 

Finding 4a: Building Community and Individual Relationships Facilitate the Selection, 

Preparation, and Education of CMTs 

As discussed in Finding 2d, survey and interview participants shared about the 

importance of building community and individual relationships with CMTs as a way to facilitate 

selection, preparation, and education. Participants referenced personal relationships as one way 

they establish rapport and trust with CMTs and how intentional creation of community supports 

both CMTs and student teachers during practicum placements. MTEs mentioned sharing their 

own expertise through classroom visits, clinics, and workshops, as well as seeking feedback on 

their teacher preparation programs from P-12 community members as methods they use to 

establish rapport and community. This reciprocal relationship is particularly important because 

while MTEs are tasked with creating curriculum and learning experiences for preservice music 

teachers, they are inherently removed from the day-to-day experiences of P-12 music 

classrooms. Similarly, while CMTs are the experts in their own teaching context, they should be 

open to the expertise MTEs can share around teaching practices, as MTEs are a direct connection 

to contemporary theories of education. 

MTEs in this study also shared about the importance of building relationships with 

personnel in P-12 schools such as principals, secretaries, and district level employees, especially 

in the context of finding placements for student teachers. In a similar context, many MTEs who 
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participated in the study shared about the importance of establishing collaborative relationships 

with other departments at their institutions, especially when student teaching programs are 

managed by other departments, or by combinations of departments. Participants suggested that 

building this community through intentional communication can facilitate more effective 

placements for student teachers, especially when MTEs do not have agency in deciding those 

placements. 

Finally, the relationships and community must include engagement with student teachers, 

especially in the process of selecting CMTs. Participants shared about the importance of 

knowing their preservice music teachers well, both their skills as well as their dispositions, to 

facilitate effective placements with CMTs. While this topic was not found in the document 

search or asked about in the survey, several interview participants shared about how important it 

was for them to have students visit placements before student teaching so the students could 

decide if it would be a healthy and productive place for them to learn. This finding supports 

writing by Baumgartner (2019) about the importance of involving student teachers in the process 

of placement decisions. 

Finding 4b: Alumni Networks Facilitate Selection, Preparation, and Education of CMTs 

The alumni status of CMTs showed up in the data in several ways and consideration of 

alumni status as criteria in the selection process yielded mixed results. When asked if alumni 

status was a part of their institution’s published criteria for CMTs, 11.1% (n = 3) indicated it was 

and 77.1% (n = 21) said it was not. When asked if alumni status should be considered in the 

selection process of CMTs, 62.5% (n = 65) of survey participants indicated it could be 

considered, while 20.2% (n = 21) indicated it should not be considered. However, interview 

participants Angel, Beaux, Dae, and Jessie all spoke about how important building community 
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with alumni was, particularly around inducting alumni into CMT roles. While MTEs may not 

believe alumni status should be considered as criteria for CMTs, the interview data made it clear 

how important the alumni network is in maintaining a cohort of mentors who want to host 

student teachers. This demonstrates an area of discord between policy and practice and possibly 

contradicts findings by Zemek (2006) wherein music education faculty members and 

coordinators of student teaching rated alumni status as the least important of the given criteria.  

Factors Impeding the Selection, Preparation, and Education of CMTs 

Some parallel themes arose from both survey and interview data around factors that 

impede the selection, preparation, and education of CMTs. The primary theme from both data 

sources was the availability of CMTs, which was mentioned distinctly from challenges related to 

geographical limitations. Agency in the process of selecting CMT and placing student teachers 

also came up in both populations, especially when the selection of CMTs and/or placement of 

student teachers is not managed primarily by music education faculty. Both survey and interview 

participants referenced the significant commitment of time and resources a thorough process for 

recruiting and selecting CMTs can take. These challenges to the processes of selection, 

preparation, and education hinder both CMTs’ and MTEs’ abilities to provide the best possible 

preparation for preservice music educators as they engage in student teaching and the transition 

from student to teacher. 

Finding 4c: Availability of CMTs Impedes the Selection Process 

 Both survey and interview participants highlighted difficulties around finding qualified 

CMTs solely based on years of experience, both as music educators and in their specific 

positions. As data from the document search indicated, some districts and locations require not 

only a minimum of three years of teaching experience, or years of teaching experience in the 
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licensure area, but also years of experience in a specific teaching position or district. These 

expectations for experience in the field, content area, and even teaching position are logical 

because teachers in mentor positions should be experienced in these areas. In practice, survey 

and interview participants shared that there are simply not enough veteran teachers who meet the 

qualifications as a result of high rates of turnover, especially in recent years. In response to the 

lack of availability of CMTs, one interview participant’s institution decreased the required years 

of experience from seven years to three years.  

The lack of available CMTs has been compounded by burnout related to the COVID-19 

pandemic. Participants from both the survey and interviews shared about CMTs saying they are 

too busy to host student teachers because they are rebuilding programs following the pandemic. 

Generally, MTEs shared that it has been challenging to find CMTs for all of their student 

teachers, creating a scenario in which the primary qualification for CMTs has become 

willingness, rather than the dispositions outlined in the Four Notions Framework. This lack of 

CMTs is problematic, especially given the importance of cooperating teachers to the education of 

preservice music teachers (Abramo & Campbell, 2016; Draves, 2008; Draves, 2013; Valencia et 

al., 2009; Veal & Rikard, 1998; Zemek, 2008). 

 Even when MTEs are able to find qualified CMTs, another often-limiting factor is 

matching them with the right student teacher. Participants in both the survey and the interviews 

shared about times when they have had good CMTs available but have not been able to use them 

because they would not have been a good match for the student teacher they were trying to place. 

Sometimes this is a result of personality, other times there are philosophical differences between 

the CMT and the music education program or the teacher candidate. This finding speaks to 
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findings by Russell (2019) and writing by Baumgartner (2019) that suggest finding a good fit is 

critical to a student teacher’s success in their practicum placement. 

Finding 4d: Geographic Contexts Facilitate and Impede the Selection, Preparation, and 

Education Processes 

Related to the availability of CMTs, but deserving of its own category, is the way in 

which geography impacts the selection, preparation, and education processes. Just over half of 

survey participants indicated geographic location must be considered when selecting CMTs, 

which makes sense given the complex ways in which geography plays into student teacher 

placements. Interview participants from some urban areas talked about the abundance of 

placements available because of population density, but this was not always the case. One 

participant shared that just because there were a lot of CMTs available, did not mean they were 

all high-quality candidates, which created competition for desirable placements among teacher 

preparation programs.  

While both survey and interview participants from rural areas shared about close-knit 

communities, they also shared about the limiting nature of their rural locations because there are 

so few P-12 schools in close proximity to their institutions. One participant from a rural area 

even has to place student teachers in neighboring states, which leads to complexities around 

certification requirements across different states. Both for rural and urban schools, student 

teachers often need to live at home to manage financial implications for living expenses during 

student teaching. These geographic limitations also put a strain on the time and resources of 

MTEs, requiring them to travel significant distances to placements, for which associated 

expenses may or may not be reimbursed. MTEs who place student teachers far away from their 
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institutions sometimes have to hire auxiliary faculty to conduct observations, some of whom they 

have never met before, or have not had a chance to build community with. 

This finding demonstrates scenarios in which generalized policies that include 

excessively specific criteria may not be equitable for all learning contexts. While limits on travel 

time or distance to placements may be feasible in some communities, it may not work for others, 

and this is not only defined by population density of a location. For example, in the city where I 

worked at the time of this study, placements may only be four to six miles from a student’s 

home, but since they do not have access to a car, those commutes can take 40-60 minutes. 

Similarly, placements that occur at large distances from universities may put additional strain on 

members of the student teaching tetrad. As discussed in the literature review, effective 

collaboration among these stakeholders is an important element for successful student teaching 

experiences (Baumgartner, 2019; Denis, 2016; Draves, 2013; Russell, 2019; Snell et al., 2019). 

Finding 4e: Well Intended Policy Can Impede Availability of CMTs 

Operating under the premise that people in positions of creating and changing policy are 

working with the best intentions of both P-12 students and preservice teachers in mind, there are 

times at which policy can impede the availability of CMTs. While recognizing the importance of 

preparation and education for CMTs, one interview participant labeled their state’s required 

training for all cooperating teachers as “another thing we have to contend with.” Survey 

participants mentioned state, district, and P-12 school policies that affect available placements 

for student teachers. One district banned completion of the edTPA, which is required for state 

certification, thereby eliminating all teachers in that district as possible CMTs. The edTPA is 

already the subject of wide criticism (Parkes, 2019) and the unintended effect of a licensure 
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examination adds to Parkes’ descriptions of the ways in which many licensure tests have been 

found to “act as a barrier to many prospective teachers” (p. 238).  

Other participants mentioned how keeping track of and informing CMTs of frequently 

changing policies and evaluation measures can be challenging, especially when significant 

distance between institutions of higher education and practicum placement sites makes frequent 

in-person contact challenging. More recently, policies related to the COVID-19 pandemic often 

put in place to protect communities, have added a layer to navigate when placing CMTs. Most of 

the participants recognized the value in these policies, but also brought up the ways in which 

they can make finding placements difficult. In one area, a survey participant did share a different 

opinion, suggesting that their state legislative body was “trying to chip away at public 

education.” These findings, accenting the complexities of policy changes, highlight Parkes’ 

(2019) discussion about the wide variety of testing and assessment requirements. Parkes cited 

May et al.’s (2017) compilation of certification practices in the United States, which have the 

potential to negatively affect teacher preparation programs as well as the lives and early careers 

of preservice music teachers.  

Related to policy is the way in which student teaching placement coordination is 

conducted at many institutions. Only 28.8% (n = 30) of MTEs who participated in the survey 

shared that the student teaching program was primarily affiliated with the music department, 

which means that for the majority of institutions, someone outside of the music education faculty 

is managing placements. Student teaching for 38.5% (n = 40) of their institutions was 

coordinated by “a combination of departments,” which highlights the earlier-mentioned 

importance of building community and relationships when multiple parties are involved in the 

process. In some contexts, MTEs shared they were not involved at all in the selection of CMTs 
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or the placement of student teachers. An extreme example where policy could make placements 

more challenging is evident in data found in the document search. North Carolina administrative 

code stipulates that the building principal “shall determine which clinical educator best meets the 

needs of each intern and shall assign the most appropriate clinical educator to that intern.” This 

connects directly both to frustrations shared by participating MTEs around lack of control over 

placements, but also to the need for community building and relationships between all parties 

involved in the CMT selection process. 

Participants also referenced systems created by departments of education around 

evaluation of student teachers that created significant barriers. Several participants in both the 

survey and interview mentioned the amount of paperwork that is required of CMTs and the ways 

in which they keep paperwork to a minimum, sometimes circumventing systems. One interview 

participant said if they made CMTs do all the paperwork suggested by the department of 

education, they would not have any CMTs willing to do the work. This finding points to policies 

that instead of helping to create environments for excellent education of preservice teachers, are 

in fact preventing those environments from thriving. When CMTs and MTEs are having to work 

around systems instead of being supported by them, there is clearly a dilemma. This finding also 

highlights areas in which members of the music education community (e.g., MTEs, CMTs, and 

preservice music teachers) can use their expertise and experience to influence policy, supporting 

suggestions by Bylica and Schmidt (2021) and Conway et al. (2019). 

Finding 4f: Time, Funding, and Staffing/Workload are Primary Barriers to Availability of 

Professional Development for CMTs. 

 MTEs who participated in the survey indicated time, funding, and staffing/workload as 

primary barriers to offering professional development for CMTs. Interview participants 
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corroborated these perceptions. Responses identified both the CMT’s time and MTE’s time as 

barriers to providing professional development, citing the many responsibilities that both cohorts 

already navigate. Both survey and interview participants were also resistant to the idea of adding 

to the workload CMTs already carry. Many survey participants also mentioned funding, both to 

actually host professional developments, as well as funding to provide compensation for CMTs’ 

time as barriers. This finding is important because it identifies very real and present impediments 

to providing professional development experiences for CMTs, one of the most crucial 

stakeholders in the education and preparation of preservice music teachers. 

Finding 4g: Absence of Common Terminology in Music Teacher Education 

In my separate conversations with Casey, Dae, and Izzy, we alternated between the term 

“cooperating teacher,” which they used comfortably, and the terms their states use, which are 

much less common. At times this lack of common language created a need for us to untangle 

misunderstandings during the interviews as to what roles we were speaking about. Survey 

responses demonstrated a similar lack of common language. While the document search revealed 

that 30 states (58.8%) use the term “cooperating teacher” in official documents related to student 

teaching, and the same number (although different states) use the term “student teacher,” there 

were many different terms used for these positions throughout the legal documents. The wide 

variety of terms for cooperating teachers and student teachers found in this study corroborate 

findings by Parker et al. (2019), who illustrated a smorgasbord of terminology in the field of 

teacher education. Parker and colleagues juxtapose the mishmash of language in teacher 

education against terminology used in the medical field. They write,  
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A medical student is a “resident,” in a “residency” supervised by an experienced doctor–

in every clinical context, nationwide. However, in teacher education, students are 

“teacher candidates” or “student teachers” or “interns” or “residents,” who in their final 

phrase of training complete an “internship” or “student teaching” or “residency” under 

the purview of a “mentor teacher” or “collaborating teacher” or “cooperating teacher.” (p. 

260)  

McDonald et al. (2013) suggest that common language could help to professionalize the teacher 

education field through “opportunities to collectively engage with one another to generate and 

aggregate knowledge” (p. 384). Common language around these terms could facilitate 

collaboration and promote more consistent policies and practices in music teacher education, 

reducing misunderstandings as a result of inconsistent terminology.  

Summary of Chapter VI 

This chapter presented a discussion of findings as related to the four research questions 

that guided this study. Findings were derived from three sources of data: the document search of 

state administrative codes and department of education documents, the online survey, and semi-

structured interviews. The prevalence of state published criteria seems to be far wider than MTEs 

perceive, indicating that departments of education have work to do educating MTEs on required 

criteria for CMTs. Conversely, the prevalence of criteria published by institutions of higher 

education seems to be lower. MTEs value relationships and community building quite highly, 

which is generally not reflected in selection criteria published by states and institutions.  

While MTEs value the notions of the Four Notions Framework, they perceive a lack of 

alignment between the framework and their institution’s published criteria, as well as the 

framework and available professional development. Generally, professional development for 

CMTs is an area of important growth for the field. Building of communities and relationships 

seems to help facilitate the selection, preparation, and education of CMTs, but the factors 

impeding the process are significant, including general availability, geographic contexts, ill-
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effects of well-intended policy, as well as time, funding, and staffing. Another impediment to the 

processes explored in this study is a lack of common terminology for important stakeholders in 

the teacher education field. The following and final chapter will provide a summary of the study 

followed by a summary of findings and conclusions, recommendations for the field, 

recommendations for future research, and a final reflection by the researcher.  
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CHAPTER VII 

SUMMARY, CONCLUSIONS, RECOMMENDATIONS, AND REFLECTIONS 

This study examined the preferences and practices of a group of music teacher educators 

in the United States with regard to the selection, preparation, and education of cooperating music 

teachers (CMTs), through the lens of the Four Notions Framework (Abramo & Campbell, 2016). 

The following research questions were addressed by the study: 

1) What criteria do music teacher educators employ when selecting cooperating music 

teachers? 

2) What criteria do music teacher educators value when selecting cooperating music 

teachers? 

3) What professional development opportunities are made available by the institutions of 

higher education for the preparation and education of cooperating music teachers? 

4) What factors facilitate and/or impede the selection, preparation, or education of 

cooperating music teachers? 

This chapter summarizes the first three chapters of the dissertation, followed by a 

summary of findings and conclusions, and a reflection on assumptions prior to the study. 

Recommendations for the field, recommendations for future research, and a concluding 

reflection close the dissertation. 

Summary of Introduction, Literature Review, and Methodology 

Based on a review of related literature and the author’s own experiences as a music 

teacher educator, a former CMT, and student teacher in music education, this study was 

undertaken to explore one of the most pivotal roles in music teacher education, the cooperating 

music teacher. While the body of research related to CMTs has grown over the past 10 years, 
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there has been a lack of clarity as to how the profession selects, prepares, and continues to 

provide education for CMTs. The purpose of this study was to collect and present data and 

insight on a national picture of how MTEs perceive and practice selection, preparation, and 

education of CMTs. A more thorough knowledge of these practices should help MTEs better 

prepare their students to be effective music educators. 

This study was framed using the Four Notions Framework (Abramo & Campbell, 2016), 

with their definition of effective CMTs and the four notions they present as essential 

competencies for effective CMTs grounding the methodology of the study. Abramo and 

Campbell define effective CMTs as, 

teachers who are able to meet the needs of their student teachers by supporting their 

development of skills, knowledge and dispositions and bridging the university and 

placement through understanding of practice and theory. (p. 118)  

The authors suggest effective CMTs have (a) knowledge of educational theory and practice, (b) 

understanding the importance of context in education, (c) understanding narrative’s role in the 

process of learning to teach, and (d) critically self-reflecting on teaching practice (Figure 1.1). 

Summary of Literature Review 

The literature review that supported this study explored two themes. First, establishing a 

broad context for student teaching, the capstone practicum experience for preservice teachers. 

Second, reviewing literature related to cooperating teachers, and more specifically CMTs, that 

began with roles and responsibilities, characteristics of effective CMTs, and current research on 

selection, preparation, and education practices.  

Student teaching is a context in which preservice teachers are able to explore teaching 

strategies in a controlled environment, under the guidance of a mentor, usually referred to as the 

cooperating teacher. The time is widely considered to be a transformational experience in the 

growth of a preservice teacher when they are able to connect coursework to realities of P-12 
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music classrooms. Central to the structure of student teaching is an understanding of the tetradic 

relationship between student teachers, university facilitators, direct observers of student teachers, 

and the group which constitutes the main focus of this study, the CMT.  

As educative mentors, CMTs have significant influence on the development of student 

teachers. They provide guidance and support for student teachers through a transformative time 

while navigating a complex role functioning as educators in P-12 schools and mentor-teachers in 

partnership with institutions of higher education. Although it may seem rudimentary, it should be 

stated that effective CMTs must be effective teachers. In addition, they demonstrate educative 

mentoring skills, a term coined by Feiman-Nemser (2012) that describes a cooperative 

mentorship process wherein the CMT and student teacher work together to plan, teach, and 

reflect cooperatively. Pennanen et al. (2016) call this an “asymmetrical but collaborative 

relationship” (p. 4). While several components of selection are identified in the literature, there is 

uncertainty about how CMTs should be selected. Similarly, while forms of preparation and 

education for CMTs such as handbooks, workshops, and communication are present, they are 

often underutilized. As music teacher educators, we have a responsibility to adequately select, 

prepare, and support the P-12 educators who serve in this crucial role. 

Summary of Methodology 

This study was conducted using a convergent mixed methods approach, wherein an 

online survey, a document search, and interviews occurred concurrently. In February 2022, a 

Qualtrics survey was sent to music teacher educators who work with CMTs at NASM accredited 

institutions of higher education in the United States. One hundred four (n = 104) participants 

completed the survey and met inclusion criteria, yielding a 5.2% response rate. Factors 

contributing to the low yield were reviewed in Chapter IV. Thirty-four survey participants 
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volunteered for a follow-up interview and 10 interviews were conducted in September and 

October of 2022. Between June 2022 and January 2023, the researcher conducted a document 

search of state administrative codes and department of education documents, looking for 

published criteria for the selection, preparation, and education of CMTs. Data analysis took place 

concurrently, beginning when the survey closed in May 2022.  

Analysis of survey data occurred through descriptive statistical analysis of survey data in 

Qualtrics, creation of data summary tables, and coding of open-ended responses using Google 

Sheets. Analysis of interview data occurred through transcription, member checking, and coding 

of interview data in MAXQDA2022. Data from the document search was compiled in Google 

Sheets and organized using data tables. Interview memos and research journals provided an audit 

trail, as well as researcher reflexivity throughout the analysis process. 

Overview of Findings and Conclusions 

Findings and Conclusions for Research Question 1 

Findings from this study suggest that while state criteria for CMTs is prevalent (the 

document search uncovered criteria for 46 states), the types of requirements vary. Importantly, 

findings also suggest that many MTEs may be unaware of criteria published by the state where 

they work. It is possible this is because criteria published by their institutions of higher education 

are inclusive of their state’s criteria but given only 26% of participants in the study (n = 27) 

indicated their institution has published criteria, it is likely there is something else at play. 

Educating MTEs about state-published criteria should be a priority for state departments of 

education. Condensing the variety of places this information is located, in a way that remains 

responsive to the varying needs of different communities and contexts, could provide easier 

access to this knowledge for MTEs. 
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In line with findings by Zemek (2008) and Magaya and Crawley (2011), criteria around 

objective qualifications (e.g., content area certification, has a bachelor’s degree, years of 

teaching experience) appear most frequently in published criteria, compared to more subjective 

or relational qualifications (e.g., personal relationship to CMT, willingness to discuss concerns, 

or community building) that appear less frequently, but MTEs seem to value more. 

Acknowledging a fair amount of speculation that occurred during the pilot study because of the 

small sample size (n = 5), the idea of scarcity of published criteria for CMTs was not found to be 

accurate. In fact, published criteria for cooperating teachers seems to be quite common at the 

state level. 

Findings and Conclusions for Research Question 2 

MTEs who participated in the study overwhelmingly agreed with the importance of the 

statements derived from the Four Notions Framework (Abramo & Campbell, 2016). Over 85% 

of participants (n ≥ 88) somewhat or strongly agreed with the importance of school biography 

and learning and principles and over 95% of participants (n ≥ 98) agree with the remaining 

statements. Notably, 100% (n = 104) of participants somewhat or strongly agreed with the 

importance of student teachers’ practice and relating musical content to contexts. The total 

agreement with student teachers’ practice supports themes around a student teacher centered 

selection and matching process. Possibly related to the dialogue around the importance of 

relationships and community, interview participants strongly supported student involvement in 

finding, selecting, and matching CMTs.  

On the other hand, there was a distinct difference between how MTEs indicated personal 

importance of these statements and how they perceived their institution’s published criteria relate 
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to those statements. This misalignment suggests that MTEs could work to align available criteria 

with their own beliefs regarding dispositions of effective CMTs. 

Steering the discussion towards criteria MTEs use to select CMTs, there were similarities 

in the alignment of criteria MTEs valued with those published by institutions of higher education 

and the criteria uncovered by the document search, largely prioritizing content area certification 

and licensure and effective teaching. One important difference is that state criteria were found to 

be based on states’ effectiveness rating systems, whereas the criteria MTEs valued (e.g., 

willingness to discuss concerns and good role model) are based on the relationships they build 

with CMTs. 

Findings and Conclusions for Research Question 3 

Findings from survey, interviews, and document search data point to availability of 

professional development for CMTs as an area of necessary growth. While 32 states (62.7%) 

have published language in administrative codes or department of education documents 

regarding requirements for professional development for CMTs, only 38.5% (n = 40) of MTEs 

indicated their institution offers professional development intended to prepare CMTs. Only 

18.3% (n = 19) indicated their institution offers professional development intended to support 

CMTs continued growth as mentors. Less than half (46%, n = 33) of survey participants from 

states with published requirements indicated there was professional development available for 

CMTs.  

Eighty-eight percent (n = 92) of MTEs indicated their institution provides a handbook for 

cooperating teachers, which is a promising statistic. Digging deeper into this statistic reveals that 

only 55.4% of those with a handbook (n = 51) reported it has specific information to music 

education and interview participants shared a disconnect between the availability of handbooks 
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and the actual use of them. Incorporating reviews of handbooks as professional development, 

especially for new CMTs, could be a fruitful pursuit. 

While the document search and survey focused on how institutions provided professional 

development for CMTs, interview participants emphasized that MTEs are primary providers of 

professional development, through individual conversations and informal meetings. They spoke 

of these times as more effective spaces to share and review expectations than the formalized 

structures mandated by larger institutions. MTEs in the interviews spoke of themselves as 

mentors to CMTs on an individualized basis, taking feedback about what they need and 

providing resources or advice, again centering the individual relationships.  

Recognizing the present barriers and challenges to offering professional development for 

CMTs, many of which (e.g., time, funding, staffing) are unlikely to change significantly in the 

near future, a reframing of professional development could be advantageous. Instead of adding 

workshops, trainings, and videos to already busy schedules, the profession should explore the 

benefits of viewing interactions MTEs and CMTs already engage in as a legitimate form of 

professional development and leveraging that time to effectively create spaces for mentorship. 

Moving away from time and resource-dependent settings like workshops and classes to leverage 

relationships and community MTEs build with CMTs could be important as we work towards 

providing support, education, and mentorship for CMTs.  

Findings and Conclusions for Research Question 4 

Several factors were found to facilitate and/or impede the selection, preparation, and 

education of CMTs. Facilitating factors included building of community, especially through 

individual relationships with CMTs, which supports findings of prior studies (Millican & 

Forrester, 2019; Powell & Parker, 2017). Participating MTEs, especially in the interviews, also 
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spoke about the importance of involving the preservice teachers in the selection and matching 

process, both directly, by having student teachers actively observe P-12 music educators, but also 

indirectly through conversations with and about individual students. While survey responses did 

not indicate a strong emphasis on the consideration of alumni status as criteria, several interview 

participants spoke about the importance of their alumni networks as a source for new CMTs. 

These findings go hand-in-hand, indicating that while alumni status should not be a required 

criterion, it is still a helpful quality in building community and recruiting new CMTs. 

Findings related to factors impeding the selection, preparation, and education of CMTs 

generally support previous studies and the anecdotal experiences of members in the field. 

Availability of CMTs is the most significant challenge, made more challenging in recent years 

because of significant turnover, retirements, and teachers leaving the field of education. Survey 

and interview participants both indicated that finding P-12 music educators with enough 

experience is a growing challenge. This challenge is compounded by burnout related to COVID-

19, geographic contexts, and well-meaning but potentially harmful policy. As a result, the 

primary qualifications for CMTs are often simplified to meeting mandated criteria and 

willingness to host a student teacher. This potentially makes dispositions and qualities MTEs 

value, evidenced by their responses to the Four Notions Framework, irrelevant in practice. It 

would seem that more years of experience would make CMTs more qualified mentors, but 

maybe that is not a universal truth. Maybe there are P-12 music educators in their first three or 

five years who would be effective CMTs for preservice music educators. It is worth exploring 

these possibilities as we work to improve selection practices for CMTs. 

Considering time, funding, and staffing are primary barriers to the availability of 

professional development alongside previously presented ideas around building community and 
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MTEs as providers of professional development, it may be necessary to reframe how we view 

professional development for CMTs. Survey and interview participants indicated that MTEs and 

CMTs both face an already challenging workload and lack of funding to provide and attend 

professional development. Instead of adding more to each party’s workload, MTEs should 

consider how to leverage already existing interactions as forms of professional development and 

advocate for changes to the legitimacy of those opportunities as spaces for mentorship, while 

considering options for appropriate and meaningful compensation for CMTs. 

Reflection on Assumptions 

Based on the previously mentioned researcher’s roles, prior research, results of the pilot 

study, and anecdotal experience, a few assumptions were made prior to the study. The first 

assumption was that availability of CMTs would outweigh the preferences and values of music 

teacher educators. This assumption holds some weight, as discussed in Finding 4c. The second 

assumption was that CMTs rarely prioritize participation in professional development related to 

their role as CMTs. Responses from many interview participants seemed to corroborate this 

assumption, suggesting that it was important for MTEs to make professional development 

opportunities convenient and fairly compensated, in order to make them accessible for CMTs 

(Finding 3a). 

The third assumption was that criteria for the selection of CMTs should be more rigorous 

than it currently is. Following this study, it is my belief that clear baselines of criteria around 

objective qualifications of CMTs are important, but the multitude of factors at play in the 

preparation and education of preservice music teachers (e.g., geographic, socioeconomic, 

cultural, institutional) demand criteria be more flexible and responsive than ever. As long as 

prospective CMTs meet basic qualifications for their own jobs (e.g., licensure and content 
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knowledge), MTEs should have the flexibility and agency to choose appropriate mentors for 

preservice music teachers.  

Recommendations 

The purpose of this exploratory study was to examine the preferences and practices of a 

group of MTEs in the United States with regard to the selection, preparation, and education of 

CMTs, through the lens of the Four Notions Framework (Abramo & Campbell, 2016). The 

findings from this study are significant for the field of music teacher education. Just as 

significant are questions and future lines of inquiry uncovered during the process. This section 

presents recommendations related to a) the selection criteria for cooperating music teachers, b) 

professional development for music teachers, c) general recommendations, and d) opportunities 

for further research. 

Selection Criteria for Cooperating Music Teachers 

 While state-published selection criteria for CMTs is prevalent, many MTEs in this study 

did not demonstrate knowledge of that criteria. While it is possible this is because their 

institution’s criteria are inclusive of published state criteria and is simultaneously more pertinent 

to their daily work, it also suggests that state departments of education should allocate more 

resources to educating MTEs about these important policies. Additionally, these policies should 

be centrally located and made easy to find. 

Participating MTEs demonstrated strong agreement with the importance of statements 

derived from the Four Notions Framework. However, there was a distinct difference between 

how MTEs indicated the importance of these statements and how they perceived their 

institution’s criteria. In other words, published criteria generally do not align with the concepts 

from the Four Notions Framework that MTEs deemed to be important. If MTEs agree about the 
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importance of the statements, state legislative bodies and departments of education should work 

to align published criteria with the notions Abramo and Campbell (2016) have presented.  

Taking this recommendation one step further and recognizing the contextual diversity of 

each teacher preparation program, P-12 district, and individual student teacher, perhaps a more 

responsive approach would be for states to maintain minimum objective requirements for 

cooperating teachers, leaving professionals in the field (MTEs and teacher preparation programs) 

to build relationships, develop communities, and make decisions based on more subjective 

criteria appropriate to their local contexts. In this model, state criteria based on objective data 

points (e.g., years of teaching and licensure in the appropriate content area) could maintain 

certain standards, but likely widen the initial pool of educators who would be eligible to be 

cooperating teachers.  

Additionally, MTEs would have more agency to make decisions on which mentor might 

be the best match for each particular preservice teacher. Each cooperating teacher is a different 

person, teaching in a different context. Each student teacher is a different student, learning in a 

different context. Generalizing what makes a good student teaching placement into a few state-

mandated standards may be a mistake. Opening the gates for potential cooperating teachers and 

giving MTEs agency to make contextually appropriate decisions may lead to more productive 

and educative student teaching placements. Criteria and standards are important, but as we 

experience consistently in education, relationships and community are what build healthy and 

flourishing learning environments. 

Professional Development for Cooperating Music Teachers 

Generally speaking, professional development for CMTs is an area in which the field can 

focus more time and resources, which ironically findings indicate to be the primary barriers to 
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availability of professional development. Additionally, despite demonstrating they believe 

statements from the Four Notions Framework (Abramo & Campbell, 2016) to be important, 

MTEs generally disagreed that available professional development aligned with those notions, 

indicating a chasm between beliefs and practice. Given that time and resources are barriers 

individuals rarely have ultimate control over, and that required time-intensive professional 

development may itself be a deterrent to the recruiting of effective CMTs, it may be more 

prudent to consider how to leverage what MTEs are already doing to better serve and educate 

CMTs. Taft (2022) suggests that “role stress” of music teachers can be a meaningful predictor of 

intent to leave the profession, so it is important that whatever changes MTEs make are 

considerate of the full workload many CMTs already navigate. 

It may be necessary to reframe what states and institutions consider to be professional 

development. MTEs in this study consistently referenced informal interactions and personal 

conversations with CMTs to be an effective way they are able to share important information 

related to the licensure process, expectations of their programs, and offer mentorship specific to 

coaching and advising student teachers. MTEs should consider how we infuse our informal 

interactions, whether during observations, or outside of the school setting, with educative 

experiences, rather than adding more Zoom meetings to teachers’ calendars. 

It is necessary for MTEs, institutions of higher education, and state departments of 

education to examine and address how to better align currently existing professional 

development opportunities with the notions presented in the Four Notions Framework (Abramo 

& Campbell, 2016). Especially given the lack of time and resources available for professional 

development, from the perspectives of both MTEs and CMTs, it is vitally important that 

opportunities available align with values the field believes to be important. A first step could be 
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for MTEs to work to ensure that handbooks provided by their institutions include information 

that is relevant and specific to cooperating music teachers and encompass concepts from the Four 

Notions Framework. If barriers prevent changes to cooperating teacher handbooks, addendums 

specific to music can be created and distributed to CMTs. 

General Recommendations 

Data from this study supports suggestions by Parker et al. (2019) that common lexicon 

around clinical experiences in teacher education would help to create consistency and clear 

understanding of roles and responsibilities. This researcher agrees with the authors that careful 

consideration of local and historical contexts must be undertaken when suggesting modification 

of language. 

MTEs referenced themselves as primary providers of professional development through 

the relationships they build and the communities they create. While this researcher does not 

recommend creation of policy around the creation of relationships and communities, it is 

important for teacher educators (both in university and P-12 school settings), to centralize these 

as important components of their work. Collaborative relationships within these communities 

help to create more educative environments for preservice teachers to grow and learn.  

The Four Notions Framework can be a useful and important tool to guide selection, 

preparation, and education of CMTs. MTEs and institutions should consider how well practices 

align with what participants in this study agree to be important factors when working with 

CMTs. It is possible that further work towards operationalizing the Four Notions Framework 

would be beneficial. The authors describe the notions as descriptive and generative, each 

presenting detailed and complex descriptions of ideal qualities, dispositions, and competencies of 

CMTs. In this researcher’s experience, the very characteristics that make the notions such 
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excellent tools for guiding the selection, preparation, and education of CMTs, also necessitate a 

great deal of examination and investment of time to reach a working understanding of how the 

notions can be applied in practice. While the ten statements used to operationalize the framework 

do help, and I do not suggest a degradation of the framework into a checklist approach, inquiry 

into making the concepts more approachable and accessible for MTEs and CMTs. 

Further Research 

 As was evident from qualitative survey responses and participant responses during 

interviews, contexts for the education of preservice music teachers (i.e., each state, institution of 

higher education, P-12 school district, or individual teacher candidate) have a multitude of 

diverse factors affecting the selection, preparation, and education of CMTs. While the national 

data presented by this study is valuable, replication in smaller regional contexts is essential. The 

researcher recommends regional replication of aspects of the survey tool and localized document 

searches to compare state criteria against criteria published by institutions of higher education or 

P-12 school districts, along with perceptions and practices of MTEs in those regions. 

Take for example Massachusetts, where regional contexts for education vary significantly 

across the state. In the Eastern part of the state, the largest school district (Boston Public 

Schools) has an enrollment of over 48,000 students across 121 schools (Boston Public Schools, 

2021). Forty-three percent of students are Hispanic, 32% Black, 15% White, and 9% Asian. 

Almost 50% of students speak languages other than English at home and represent 138 different 

countries. Further west in Massachusetts, the state’s smallest school district (Hatfield Public 

Schools) has a total enrollment of 345 students across 2 schools (Massachusetts Department of 

Elementary and Secondary Education, 2023). Less than 5% of students are Black, Asian, or 

Hispanic, 92% are White, and less than 2% of students are English language learners. Alongside 
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those differences, it is relevant to mention that both school districts are close in geographic 

proximity to several colleges and universities with teacher preparation programs. It would stand 

to reason that contexts relevant to selection, preparation, and education of CMTs could differ 

across these settings, especially related to the culturally relevant and culturally responsive 

pedagogies referenced in support of the notion of understanding the importance of context in 

education (Abramo & Campbell, 2016). Regional replication of the study could lead to 

coherence of criteria within regional contexts, as well as more effective professional 

development. In addition, replication of the research in states missing from this study could also 

provide more data and therefore a more comprehensive illustration of the field. 

In the survey, participants in this study were asked if the 10 statements from the Four 

Notions Framework (Abramo & Campbell, 2016) were important to them when selecting CMTs. 

It may be interesting to ask MTEs how these values are used in their practices when selecting 

CMTs. A line of questioning around how MTEs consider the statements in practice, or case 

studies applying the framework to a specific context or institution of higher education could 

provide useful practical data around this framework. Additionally, there were areas where the 

values of interview participants did not align with published criteria (Finding 2c). Specific 

inquiry into these areas (e.g., alumni status and elementary general music placements) may 

provide useful insight for the field. It may also be interesting to explore how the criteria MTEs 

value, specifically related to effective teaching, relate to the assessment models and requirements 

around effectiveness ratings that are required by many states. Findings also indicated a slight 

drop in how participating MTE’s value the Four Notions Framework statements regarding school 

biography and learning and principles. Considering the overall level of agreement with the 

statements, it may be sensible to further explore MTEs’ ideas around those two statements. 
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 While this study focused intentionally on the perceptions and practices of music teacher 

educators, it is crucially important that the perceptions and practice of CMTs and student 

teachers are gathered, and that data is considered in concert with the perceptions of MTEs. As 

CMTs are the only part of the student teaching tetrad who repeat the full student teaching 

experience regularly, they by far have the most experience in the day-to-day contexts for this 

crucial stage of teacher education—who would know this context better? Studies on the 

perceptions of student teachers are abundant, but as demonstrated in the literature review for this 

study, research focused on the role of the cooperating teacher specific to music teacher education 

is much needed. Alignment of what CMTs need for professional development with what MTEs 

perceive to be their needs is imperative.  

 Several other questions arose over the course of this research, which may warrant 

exploration in subsequent studies: 

1. What kind of professional development opportunities do CMTs desire? What content 

would be helpful for them as mentors to preservice music teachers? 

2. What criteria do music teacher educators use to select CMTs in states for which state 

published criteria was not found (Hawaii, Montana, Nevada, Rhode Island, 

Washington, D.C., and Wyoming)? 

3. In what ways does policy (state, institution of higher education, or P-12 district) 

facilitate or impede the selection of CMTs? 

4. What states (or institutions of higher education) include culturally responsive 

teaching in their criteria for cooperating teachers? 

5. What encourages or discourages P-12 educators from becoming cooperating 

teachers? 
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Researcher Reflections 

I came to this study with the assumption that selection criteria for CMTs were weak, and 

that opportunities for preparation and education were seldom available. While preparation and 

education for CMTs is certainly an area the field can and should devote more attention and 

resources to, findings from this study suggest selection criteria are in fact specific and prevalent 

across the United States. Therefore, further investigations into the intersections of policy and 

practice are both pressing and necessary. My hope is this study has provided more questions than 

answers and inspires further inquiry into the role of the cooperating music teacher.  

Nearing the end of one interview, one participant jokingly shared “it would be great if 

you could write this paper and solve how to have the perfect cooperating teacher.” What that 

participant was suggesting, and what I hope has been made clear in the closing chapter of this 

dissertation, is that a search for that “silver bullet” of criteria is a fruitless venture. While the 

exploration of rigorous selection criteria for CMTs is a worthy pursuit, a primary lens must be 

responsiveness to the diverse localized needs of institutions of higher education, P-12 school 

communities, and individual student teachers. Beyond some baseline objective criteria such as 

years of teaching experience and content area certification, music teacher educators deserve the 

agency to select CMTs based on their relationships with P-12 music educators and their 

knowledge of the specific teaching and learning contexts for each student teacher. The Four 

Notions Framework (Abramo & Campbell, 2016) provides a clear path to guide this agency in 

which the notions act as “ideas that function as both qualities and criteria… [describing] the ideal 

qualities, dispositions, and competencies CTs may possess,” (p. 119).  
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Keeping the diverse contexts for teaching and learning in mind, it is not necessary, 

responsive, nor in the best interests of our students to standardize criteria across states, cities, 

towns, or even in some cases P-12 school districts. It is however important that as music teacher 

educators we elevate our awareness of how our neighbors and colleagues are engaging in the 

work of preservice music teachers. As so many participants in this study expressed, it is crucial 

we engage in relationship and community building to support each other through sharing of best 

practices, challenges, and solutions. Interview participant Hali reminded us, “it’s all about 

building community,” and it is together in community that we can best prepare preservice music 

educators. 

Music teacher educators carry an immense responsibility as stewards to the profession. I 

originally approached a study of cooperating music teachers because I believe a significant and 

essential element of that responsibility is to the education and support of preservice music 

teachers and their mentors. We are charged with facilitating mutually beneficial environments in 

which both preservice music teachers and cooperating music teachers collaborate and thrive. 

This study has provided information and recommendations for some of the complex problems 

around preservice teacher education, for which there are few universally correct answers. 
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APPENDICES 

Appendix A: Alignment of Survey and Interview Questions with Research Questions 

Table A1 

Overview of Data Collection Tools and Research Questions 

Research Question Survey Questions Interview Questions 

1. What criteria do music 

teacher educators employ 

when selecting cooperating 

music teachers? 

 

SQ5, SQ6, SQ7, SQ17, SQ19, 

SQ20, SQ25b, SQ26b, 

SQ27b, SQ28b, SQ29b, 

SQ30b, SQ31b, SQ32b, 

SQ33b, SQ34b 

IQ4, IQ4.1 

2. What criteria do music 

teacher educators value when 

selecting cooperating music 

teachers? 

SQ22, SQ25a, SQ26a, SQ27a, 

SQ28a, SQ29a, SQ30a, 

SQ31a, SQ32a, SQ33a, 

SQ34a 

IQ1, IQ1.1, IQ2, IQ3, IQ4.2, 

IQ4.3 

3. What professional 

development opportunities are 

made available by the 

institutions of higher 

education for the preparation 

and education of cooperating 

music teachers 

SQ8, SQ9, SQ10, SQ11, 

SQ12, SQ12a SQ13, SQ14, 

SQ25c, SQ26c, SQ27c, 

SQ28c, SQ29c, SQ30c, 

SQ31c, SQ32c, SQ33c, 

SQ34c 

IQ5, IQ5.1, IQ6, IQ6.1 

4. What factors facilitate 

and/or impede the selection, 

preparation, or education of 

cooperating music teachers? 

SQ15, SQ18, SQ23 IQ3.1, IQ5.2, IQ6.2 
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Table A2 

Survey Data Management and Analysis: Research Question 1 

Research Questions Survey Questions 

What criteria do 

music teacher 

educators employ 

when selecting 

cooperating music 

teachers? 

SQ5. Does your college/university use published criteria for the selection of 

cooperating music teachers? (Dichotomous: Y/N) 

SQ6. Are there mandated requirements for becoming a cooperating music 

teacher in your state? (Dichotomous: Y/N) 

SQ7. What are the mandated requirements for becoming a cooperating music 

teacher in your state? (Open Response: Text Box) 

SQ17. Which of these criteria are published by your college/university? 

(Nominal: Reputation of CMT; Reputation of P-12 Music Program; 

School/District/Principal Recommendation; Personal Relationship to CMT; 

Volunteers to be a CMT; Previous Mentoring Experience; Alumni of Host 

College/University; Has a Bachelor’s Degree; Has a Master’s Degree; Content 

Area Certification; Years of Teaching Experience; Tenure Status; Completion 

of Training Course for CMTs; Professional Organization Memberships; 

Positive Classroom Environment; Good Role Model; Organizational Skills; 

Positive Attitude; Willingness to Discuss Concerns; Geographic Location) 

SQ19. Optional: Please consider uploading a document containing your 

college/university’s published criteria for the selection of cooperating music 

teachers. (File Upload) 

SQ20. Optional: If your college/university’s criteria for the selection of 

cooperating music teachers are published on a website, please include the URL 

below: (Open Response: Hyperlink) 

SQ25b. Learning and principles: The published criteria my college/university 

uses relates to this statement. (Likert: Agreement) 

SQ26b. Optimizing thinking: The published criteria my college/university uses 

relates to this statement. (Likert: Agreement) 

SQ27b. Structuring learning: The published criteria my college/university uses 

relates to this statement. (Likert: Agreement) 

SQ28b. Relating musical content to contexts: The published criteria my 

college/university uses relates to this statement. (Likert: Agreement) 

SQ29b. Idiosyncrasies: The published criteria my college/university uses 

relates to this statement. (Likert: Agreement) 

SQ30b. Social roles: The published criteria my college/university uses relates 

to this statement. (Likert: Agreement) 

SQ31b. School biography (cultural myths): The published criteria my 

college/university uses relates to this statement. (Likert: Agreement) 

SQ32b. Emotions: The published criteria my college/university uses relates to 

this statement. (Likert: Agreement) 

SQ33b. Cooperating teachers’ practice: The published criteria my 

college/university uses relates to this statement. (Likert: Agreement) 

SQ34b. Student teachers’ practice: The published criteria my 

college/university uses relates to this statement. (Likert: Agreement) 

 



 

218 

Table A3 

Survey Data Management and Analysis: Research Question 2 

Research Questions Survey Questions 

What criteria do 

music teacher 

educators value when 

selecting cooperating 

music teachers? 

SQ22. Consider the list of criteria for cooperating music teachers using your 

own personal beliefs: (Likert: Importance) 

SQ25a. Learning and principles: This statement is important to me when I am 

selecting and recruiting cooperating music teachers. (Likert: Agreement) 

SQ26a. Optimizing thinking: This statement is important to me when I am 

selecting and recruiting cooperating music teachers. (Likert: Agreement) 

SQ27a. Structuring learning: This statement is important to me when I am 

selecting and recruiting cooperating music teachers. (Likert: Agreement) 

SQ28a. Relating musical content to contexts: This statement is important to me 

when I am selecting and recruiting cooperating music teachers. (Likert: 

Agreement) 

SQ29a. Idiosyncrasies: This statement is important to me when I am selecting 

and recruiting cooperating music teachers. (Likert: Agreement) 

SQ30a. Social roles: This statement is important to me when I am selecting 

and recruiting cooperating music teachers. (Likert: Agreement) 

SQ31a. School biography (cultural myths): This statement is important to me 

when I am selecting and recruiting cooperating music teachers. (Likert: 

Agreement) 

SQ32a. Emotions: This statement is important to me when I am selecting and 

recruiting cooperating music teachers. (Likert: Agreement) 

SQ33a. Cooperating teachers’ practice: This statement is important to me 

when I am selecting and recruiting cooperating music teachers. (Likert: 

Agreement) 

SQ34a. Student teachers’ practice: This statement is important to me when I 

am selecting and recruiting cooperating music teachers. (Likert: Agreement) 
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Table A4 

Survey Data Management and Analysis: Research Question 3 

Research Questions Survey Questions 

What professional 

development 

opportunities are made 

available by the 

institutions of higher 

education for the 

preparation and 

education of 

cooperating music 

teachers? 

SQ8. Does your college/university provide a handbook outlining expectations for 

cooperating teachers? (Dichotomous: Y/N) 

SQ9. Does the handbook provided contain information specific to cooperating 

music teachers? (Dichotomous: Y/N) 

SQ10. Optional: Please consider uploading your college/university’s handbook 

outlining expectations for cooperating music teachers. (File Upload) 

SQ11. Does your college/university offer professional development intended to 

prepare new cooperating music teachers? (Dichotomous: Y/N) 

SQ12. Consider the following types of professional development experiences for 

preparing new cooperating music teachers: (In person workshop/course; In person 

1:1 meeting; Remote/synchronous workshop/course; Remote 1:1 meeting; 

Asynchronous workshop/course; Other: Open Response) (Nominal: Not Offered; 

Offered/Not Required; Required) 

SQ12a. Are there other types of professional development experiences for 

preparing new cooperating teachers available at your institution that are not 

mentioned above? (Other: Open Response) (Nominal: Offered/Not Required; 

Required) 

SQ13. Does your college/university offer professional development intended to 

continue education for cooperating music teachers? (This is not asking about 

compensation/payment for hosting a student teacher) (Dichotomous: Y/N) 

SQ14. Please describe the professional development available to cooperating 

music teachers: (Open Response: Text Box) 

SQ25c. Learning and principles: My college/university offers professional 

development for CMTs related to this statement. (Likert: Agreement) 

SQ26c. Optimizing thinking: My college/university offers professional 

development for CMTs related to this statement. (Likert: Agreement) 

SQ27c. Structuring learning: My college/university offers professional 

development for CMTs related to this statement. (Likert: Agreement) 

SQ28c. Relating musical content to contexts: My college/university offers 

professional development for CMTs related to this statement. (Likert: Agreement) 

SQ29c. Idiosyncrasies: My college/university offers professional development for 

CMTs related to this statement. (Likert: Agreement) 

SQ30c. Social roles: My college/university offers professional development for 

CMTs related to this statement. (Likert: Agreement) 

SQ31c. School biography (cultural myths): My college/university offers 

professional development for CMTs related to this statement. (Likert: Agreement) 

SQ32c. Emotions: My college/university offers professional development for 

CMTs related to this statement. (Likert: Agreement) 

SQ33c. Cooperating teachers’ practice: My college/university offers professional 

development for CMTs related to this statement. (Likert: Agreement) 

SQ34c. Student teachers’ practice: My college/university offers professional 

development for CMTs related to this statement. (Likert: Agreement) 
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Table A5 

Survey Data Management and Analysis: Research Question 4 

Research Questions Survey Questions 

What factors 

facilitate and/or 

impede the 

selection, 

preparation, or 

education of 

cooperating music 

teachers? 

SQ15. What barriers prevent your college/university from offering 

professional development for cooperating music teachers? (Open 

Response: Text Box) 

SQ18. If applicable, please provide an example of when you chose not 

to follow your college/university’s published criteria: (Open Response: 

Text Box) 

SQ23. Describe any challenges you have experienced related to the 

selection and induction of cooperating music teachers: (Open Response: 

Text Box) 
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Table A6 

Data Management and Analysis: Interview Questions 

Research Questions Question 

Number 

Question 

Text 

1. What criteria do 

music teacher 

educators employ 

when selecting 

cooperating music 

teachers? 

IQ4. 

IQ4.1. 

Tell me about the criteria you use to select CMTs. 

How do you come up with these criteria? 

 

2. What criteria do 

music teacher 

educators value 

when selecting 

cooperating music 

teachers? 

IQ1. 

 

IQ1.1 

 

IQ2.  

IQ3.  

 

IQ4.2.  

 

IQ4.3.  

First, tell me about how you characterize your beliefs 

regarding music teacher education? 

How do these beliefs transfer to your work with cooperating 

music teachers? 

What makes someone ready to become a CMT? 

What are the non-negotiable criteria you look for when 

selecting CMTs? 

How do these criteria match how you personally judge 

qualities of CMTs? 

How do your values related to those criteria match what is 

published by your MTE program? 

3. What professional 

development 

opportunities are 

made available by 

the institutions of 

higher education for 

the preparation and 

education of 

cooperating music 

teachers? 

IQ5.  

 

 

IQ5.1. 

 

IQ6. 

 

IQ6.1.  

Let’s shift to preparation of CMTs; how do you prepare 

CMTs to be successful before their first mentoring 

experience? 

What has been the response from CTMs regarding that 

preparation? 

Tell me about how your program supports CMT’s continued 

growth as mentors. 

How have CMTs responded to these programs or supports? 

 

4. What factors 

facilitate and/or 

impede the selection, 

preparation, or 

education of 

cooperating music 

teachers? 

IQ3.1. 

IQ5.2. 

IQ6.2. 

How do those criteria affect your selection of CMTs? 

Where do you see areas that preparation could be improved? 

Where do you see areas that you would like to improve 

regarding continuing education for CMTs? 
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Appendix B: Graphic Representations of Research Design 

Figure E1 

Graphic Representation of Full Research Design 
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Appendix C: Interview Memo Template 

Name/Pseudonym:    Date and Time of Interview: 

Thoughts related to research questions: 

Topic Notes: Facilitates Impedes 

Background  

Selection 

Criteria 

   

Preparation    

Education    

 

How did the participant characterize… 

Selection  

Preparation  

Education  

 

What assumptions did the participant make? 

What did I notice? 

What did I learn? 

What surprised me? (to track assumptions) 

What intrigued me? (to track positionality) 

What disturbed me? 

Follow Up Items:   
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Appendix D: Ten Statements from Abramo and Campbell (2016) 

 

1. Learning and principles. Effective cooperating teachers possess a strong grounding in 

educational theory and are able to articulate theoretical ideas through principles. 

2. Optimizing thinking. Effective cooperating teachers make the best of student teachers’ 

learning through scaffolding practices and designing lessons within educational 

theoretical frameworks. 

3. Structuring learning. Effective cooperating teachers structure learning around key 

disciplinary ideas and facilitate student learning through problem solving. 

4. Relating musical content to contexts. Effective cooperating teachers relate musical 

content to contexts. They understand that different communities, ages, and abilities of 

students require different educational goals and objectives and structure learning using 

these contexts. 

5. Idiosyncrasies. Effective cooperating teachers are aware of student teachers’ uniqueness 

and personal idiosyncrasies (e.g., height, comportment, demeanor, etc.) and use these 

attributes as a way to frame conversations and suggestions for teaching. 

6. Social roles. Effective cooperating teachers recognize that student teachers are members 

of larger socially constructed identities and groups (i.e., gender, race, class) and 

understand how these social constructions influence students’ perspectives, beliefs, ideas, 

and approaches to teaching. 

7. School biography (cultural myths). Effective cooperating teachers understand that 

student teachers’ experiences are derived from years of observing teachers as students, 

gathering ideas of teaching through movies, television and the news, and from university 

courses and ensembles. Effective cooperating teachers understand that these factors 

influence what they believe as effective practice and how they interpret their 

effectiveness as teachers. 

8. Emotions. Effective cooperating teachers understand that student teachers’ emotions—

how they believe students and adults perceive their actions and the self-worth they attach 

to it—influence how they reflect on their practice. 

9. Cooperating teachers’ practice. Effective cooperating teachers invite student teachers 

to critically reflect on the cooperating teachers’ practice. 

10. Student teachers’ practice. Effective cooperating teachers invite student teachers to 

critically reflect on the student teachers’ practice. 

 

Note. Adapted from “Four Notions on the Qualities of Cooperating Music Teachers.” by J. M. 

Abramo, and M. R. Campbell, 2016, Arts Education Policy Review, 117(2), 117–129. 

https://doi.org/10.1080/10632913.2015.1051257. Adapted with permission. 
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Appendix E: Survey Instrument 

Start of Block: Informed Consent  

Thank you for agreeing to participate in this survey! You will be asked questions about the 

selection, preparation, and education of cooperating music teachers. 

If your college/university has published criteria for the selection of cooperating teachers, it may 

be helpful to have that readily available. 

 

It should take 10-15 minutes to complete the questionnaire — there is a progress bar which will 

allow you to see how much remains. 

 

Again, thank you for sharing your knowledge and experience. 

 

Informed Consent Scroll Box 

 

SQ1. By checking the “I agree” box below, you agree to participate in this study.  

●  I agree 

●  I disagree 

If No Is Selected End Survey 

End of Block: Informed Consent  

 

Start of Block: Inclusion Criteria 

First, let’s find out if you meet the criteria to participate in this survey. 

 

SQ2. Are you a music teacher educator who participates in the selection, preparation, or 

education of cooperating music teachers? 

● Yes 

● No 

If No Is Selected End Survey 

  

SQ3. How many years have you worked with cooperating music teachers? 

● 0-2 

● 3-5 

● 5-9 

● 10+ 

If No Is Selected End Survey 

  

SQ4. Is the institution at which you are a music teacher educator accredited by the National 

Association of Schools of Music (NASM)? 

● Yes 

● No 
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If No Is Selected End Survey 

  

End of Block: Inclusion Criteria 

 

Start of Block: General Questions 

SQ5. Does your college/university use published criteria for the selection of cooperating music 

teachers? 

● Yes 

● No 

● I don’t know 

  

SQ6. Are there mandated requirements for becoming a cooperating music teacher in your state? 

● Yes 

● No 

 

Display this question if SQ6 = Yes  

SQ7. What are the state requirements for becoming a cooperating music teacher? 

  

SQ8. Does your college/university provide a handbook outlining expectations for cooperating 

teachers? 

● Yes 

● No 

  

Display this question if SQ8 = Yes 

SQ9. Does the handbook provided contain information specific to cooperating music teachers? 

● Yes 

● No 

  

Display this question if SQ8 = Yes 

SQ10. Optional: Please consider uploading your college/university’s handbook outlining 

expectations for cooperating music teachers. 

 

--Page Break-- 

 

The following questions address the preparation of new cooperating music teachers. 

 

SQ11. Does your college/university offer professional development intended to prepare new 

cooperating music teachers? 

● Yes 

● No 

  

Display this question if SQ11 = Yes  

SQ12. Consider the following types of professional development experiences for preparing new 

cooperating music teachers. Which of the following are offered or required by your institution? 
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  Not Offered Offered; Not Required Required 

In person workshop/course o  o  o  

In person 1:1 meeting o  o  o  

Remote workshop/course o  o  o  

Remote 1:1 meeting o  o  o  

Asynchronous workshop/course o  o  o  

 

Display this question if SQ11 = Yes  

SQ12a. Are there other professional development experiences for preparing new cooperating 

teachers available at your institution that are not mentioned above? 

  Offered; Not Required Required 

Other: (Text Box) o  o  

Other: (Text Box) o  o  

Other: (Text Box) o  o  

  

--Page Break--  

 

SQ13. Does your college/university offer professional development intended to support 

cooperating music teachers’ continued growth as mentors?  

(Not including compensation/payment for hosting a student teacher) 

● Yes 

● No 

 

Display this question if SQ13 = Yes  

SQ14. Please describe the professional development available to cooperating music teachers: 

 

SQ15. What barriers prevent your college/university from offering professional development for 

cooperating music teachers? 

 

End of Block: General Questions 

  

Start of Block: Published Criteria Matrix 

This set of questions asks about criteria that have been published by your college/university.  

SQ17. Are the criteria below published by your college/university? 

  No Yes I Don’t Know 

Reputation of CMT o  o  o  

Reputation of P-12 Music Program o  o  o  

School/District/Principal Recommendation o  o  o  

Personal Relationship to CMT o  o  o  

Volunteers to be a CMT o  o  o  
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Previous Mentoring Experience o  o  o  

Alumni of Host College/University o  o  o  

Has a Bachelor’s Degree o  o  o  

Has a Master’s Degree o  o  o  

Content Area Certification o  o  o  

Years of Teaching Experience o  o  o  

Tenure Status o  o  o  

Completion of Training Course for CMTs o  o  o  

Professional Organization Memberships o  o  o  

Positive Classroom Environment o  o  o  

Good Role Model o  o  o  

Organizational Skills o  o  o  

Positive Attitude o  o  o  

Willingness to Discuss Concerns o  o  o  

Geographic Location o  o  o  

  

SQ18. If applicable, please provide an example of when you chose not to follow your 

college/university’s published criteria: 

 

--Page Break--  

 

Display this question if SQ5 = Yes  

SQ19. Optional: Please consider uploading a document containing your college/university’s 

published criteria for the selection of cooperating music teachers. 

 

Display this question if SQ5 = Yes  

SQ20. Optional: If your college/university’s criteria for the selection of cooperating music 

teachers are published on a website, please consider including the URL below: 

 

End of Block: Published Criteria Matrix 

  

Start of Block: CMT Selection Criteria II 

The following set of questions asks about your own personal beliefs, NOT the requirements of 

your state or institution. 

 

SQ22. Consider the list of criteria for cooperating music teachers using your own personal 

beliefs. 

  

When selecting cooperating music teachers, I personally believe each of the criterion... 

  Should Not Be 

Considered 

Could Be 

Considered 

Should Be 

Considered 

Must Be 

Considered 
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Reputation of CMT o  o  o  o  

Reputation of P-12 Music Program o  o  o  o  

School/District/Principal Recommendation o  o  o  o  

Personal Relationship to CMT o  o  o  o  

Volunteers to be a CMT o  o  o  o  

Previous Mentoring Experience o  o  o  o  

Alumni of Host College/University o  o  o  o  

Has a Bachelor’s Degree o  o  o  o  

Has a Master’s Degree o  o  o  o  

Content Area Certification o  o  o  o  

Years of Teaching Experience o  o  o  o  

Tenure Status o  o  o  o  

Completion of Training Course for CMTs o  o  o  o  

Professional Organization Memberships o  o  o  o  

Positive Classroom Environment o  o  o  o  

Good Role Model o  o  o  o  

Organizational Skills o  o  o  o  

Positive Attitude o  o  o  o  

Willingness to Discuss Concerns o  o  o  o  

Geographic Location o  o  o  o  

  

SQ23. Please describe any challenges you have experienced related to the selection of 

cooperating music teachers: ____________ 

End of Block: CMT Selection Criteria II 

 

Start of Block: Four Notions Questions 

In the next section you will find ten statements regarding the Four Notions Framework (Abramo 

& Campbell, 2016).  

 

Please evaluate each statement according to the prompts. 

 

  Strongly 

Disagree 

Somewhat 

Disagree 

Somewhat 

Agree 

Strongly 

Agree 

This statement is important to me when I 

am selecting and recruiting cooperating 

music teachers. 

o  o  o  o  

Display this question if SQ5 = Yes  

The published criteria my 

college/university uses relates to this 

statement. 

o  o  o  o  
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Display this question if SQ11 = Yes 

My college/university offers professional 

development for CMTs related to this 

statement. 

o  o  o  o  

 

 --Page Break--  

  

SQ25. Learning and principles: Effective cooperating teachers possess a strong grounding in 

educational theory and are able to articulate theoretical ideas through principles. 

 

SQ26. Optimizing thinking: Effective cooperating teachers make the best of student teachers’ 

learning through scaffolding practices and designing lessons within educational theoretical 

frameworks. 

 

SQ27. Structuring learning: Effective cooperating teachers structure learning around key 

disciplinary ideas and facilitate student learning through problem solving. 

 

SQ28. Relating musical content to contexts: Effective cooperating teachers relate musical 

content to contexts. They understand that different communities, ages, and abilities of students 

require different educational goals and objectives and structure learning using these contexts.  

 

SQ29. Idiosyncrasies: Effective cooperating teachers are aware of student teachers’ uniqueness 

and personal idiosyncrasies (e.g., comportment, demeanor, etc.) and use these attributes as a way 

to frame conversations and suggestions for teaching. 

  

SQ30. Social roles: Effective cooperating teachers recognize that student teachers are members 

of larger socially constructed identities and groups (i.e., gender, race, class) and understand how 

these social constructions influence students’ perspectives, beliefs, ideas, and approaches to 

teaching. 

 

SQ31. School biography (cultural myths): Effective cooperating teachers understand that 

student teachers’ experiences are derived from years of observing teachers as students, gathering 

ideas of teaching through movies, television and the news, and from university courses and 

ensembles. Effective cooperating teachers understand that these factors influence what they 

believe as effective practice and how they interpret their effectiveness as teachers. 

 

SQ32. Emotions: Effective cooperating teachers understand that student teachers’ emotions—

how they believe students and adults perceive their actions and the self-worth they attach to it—

influence how they reflect on their practice. 

 

SQ33. Cooperating teachers’ practice: Effective cooperating teachers invite student teachers to 

critically reflect on the cooperating teachers’ practice. 

 

SQ34. Student teachers’ practice: Effective cooperating teachers invite student teachers to 

critically reflect on the student teachers’ practice. 

End of Block: Four Notions Questions  
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Start of Block: Block 2 

Almost done! The next section has just a few demographic questions. 

 

--Page Break--  

 

SQ36. In which state is your college/university? 

● Drop-down: U.S. States and Territories (Listed Alphabetically) 

 

SQ37. Which of the following best describes the area where your college/university is located? 

● Urban 

● Suburban 

● Rural 

  

SQ38. Is the college/university where you work public or private? 

● Public 

● Private 

 

SQ39. Select the item below that best describes the college/university where you work: 

● College of Music 

● School of Music 

● Department of Music 

● Conservatory 

● Other: ______ 

 

SQ40. Select the item below that best describes your position at your college/university: 

● Professor 

● Associate Professor 

● Adjunct Professor 

● Assistant Professor 

● Instructor 

● Lecturer 

● Staff 

● Doctoral/Master’s Student 

● Other: ______ 

 

SQ41. Which department is the student teaching program affiliated with at your institution? 

● Music 

● Education 

● Combination of Departments (Please Describe): ______ 

● Other: ______  

 

SQ42. Select all of the role(s) that most closely represent your work with cooperating music 

teachers (CMTs): 

● Recruitment and outreach to potential CMTs 
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● Selecting CMTs 

● Preparation for new CMTs 

● Professional Development for CMTs 

● Directly Observing CMTs 

● Evaluating CMTs 

● I do not work with Cooperating Music Teachers 

● Other: ________________________________________________ 

 

SQ43. How many years (including the current academic year) have you worked with cooperating 

music teachers?  

● (Numerical Entry in Text Box) 

 

SQ44. Which group of music students are you responsible for placing with a cooperating music 

teacher? 

● Undergraduate students only 

● Graduate students only 

● Undergraduate and graduate students 

● I am not responsible for placing student teachers 

  

--Page Break--  

 

SQ45. How old are you? 

● (Numerical Entry in Text Box) 

 

SQ46. How do you describe your gender identity? 

● Female 

● Male 

● Non-binary/third gender 

● Prefer not to say 

 

SQ47. Which of the following best represents your racial or ethnic heritage? 

● American Indian or Alaskan Native 

● Asian 

● Black or African American 

● Hispanic or Latino 

● Native Hawaiian or Other Pacific Islander 

● White 

● Some other race, ethnicity, or origin: ______  

● Prefer not to say 

 

SQ48. Would you like to participate in a follow-up interview, lasting approximately 30-45 

minutes? It will give you an opportunity to speak in-depth about your experiences with the 

selection, preparation, and education of cooperating music teachers. 

● Yes 

● No 

End of Block: Block 2 
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Thank you for your participation and help with this research. I greatly appreciate you sharing 

your time, energy, and expertise. 

 

- Jamie Gunther 

End of Survey 

 

New Survey: Follow-Up Interview Survey 

Thank you for expressing interest in a follow-up interview about your experience with selection, 

preparation, and education of cooperating music teachers. Please provide your contact 

information on this form. 

 

To ensure anonymity of your responses, this form is not in any way connected to the previous 

survey. 

 

Please provide the following information: 

Name ______________________________________________ 

Email ______________________________________________ 

Job Title ____________________________________________ 

College/University Affiliation ___________________________ 

City ________________________________________________ 

State _______________________________________________ 

  

End of Survey  
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Appendix F: Interview Protocol 

Objectives: Questions 

Part I: 

Background 

Thank you for volunteering to speak with me today. The purpose of this study is to explore 

the preferences and practices of music teacher educators in the United States with regards 

to the selection, preparation, and education of cooperating music teachers. 

Your participation is entirely voluntary and please know that I will do everything I can to 

protect your privacy. Your identity nor personal information will be disclosed at any time. 

The conversation should last between 20-45 minutes. Is it alright if I record our interview to 

make sure I have an accurate record of our conversation? 

**Start Recording** 

 

Please remember that your participation is entirely voluntary. I’m hoping to hear about your 

experiences, so there are no correct or incorrect answers. 

 

Do you have any questions before we begin? 

 

IQ1. First, tell me about how you characterize your beliefs regarding music teacher 

education? 

IQ1.1. How do these beliefs transfer to your work with cooperating music teachers? 

 

I have some more specific questions about: 

- Criteria you use, or would like to use for selection of CMTs 

- How CMTs are prepared and further educated at (your institution) 

Part II:  

Criteria for 

Selection 

IQ2. What makes someone ready to become a CMT? 

 

IQ3. What are the non-negotiable criteria you look for when selecting CMTs? 

IQ3.1. How do those criteria affect your selection of CMTs? 

 

IQ4. Tell me more about the criteria you use to select CMTs. 

IQ4.1. How do you come up with these criteria? 

IQ4.2. How do these criteria match how you personally judge qualities of CMTs? 

IQ4.3. How do your values related to those criteria match what is published by your 

MTE program? 

Part III:  

Preparation 

and Education 

IQ5. Let’s shift to preparation of CMTs; how do you prepare CMTs to be successful before 

their first mentoring experience? 

IQ5.1. What has been the response from CMTs regarding that preparation? 

IQ5.2. Where do you see areas that preparation could be improved? 

 

IQ6. Tell me about how your program supports CMTs continued growth as mentors. 

IQ6.1. How have CMTs responded to these programs or supports? 

IQ6.2. Where do you see areas that you would like to improve regarding continuing 

education for CMTs? 

Closing Is there anything else you would like to share about your experience selecting, preparing, 

and educating cooperating music teachers? 

That concludes our interview today. Thank you for your time and participation, you have 

my contact information, so please reach out if anything that comes up that you would like 

to share! 
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Appendix G: Reference List for State Codes, Rules, and Regulations 

U.S. states use different methods of citation for administrative codes, rules, and 

regulations, so in an attempt to create unity, a reference list is included below. In a similar 

attempt to create unity, department of education documents are included here in alphabetical 

order by state, but with an APA7-style citation. 

State Legal Citation URL 

Alabama AL ADC 290-3-3-.03 

 

 

http://www.alabamaadministrativecode.st

ate.al.us/docs/ed/290-3-3.pdf  

Alaska 4 AAC 30.020 

 

https://education.alaska.gov/regs/filed/4

AAC_30.020.pdf  

Arizona A.A.C. R7-2-604 https://casetext.com/regulation/arizona-

administrative-code/title-7-

education/chapter-2-state-board-of-

education/article-6-certification/section-

r7-2-604-definitions 

Arkansas AR ADC 005.28.26-2.0 https://casetext.com/regulation/arizona-

administrative-code/title-7-

education/chapter-2-state-board-of-

education/article-6-certification/section-

r7-2-604-definitions  

California  California Commission on Teacher Credentialing. (2020). Preliminary 

multiple subject and single subject credential preconditions, program 

standards, and teaching performance expectations. Sacramento, CA. 

https://www.ctc.ca.gov/docs/default-source/educator-

prep/standards/prelimmsstandard-pdf.pdf?sfvrsn=a35b06c_2  

Colorado 1 CO ADC 301-101:2.01 https://www.sos.state.co.us/CCR/Generat

eRulePdf.do?ruleVersionId=10515&file

Name=1%20CCR%20301-101  

Connecticut Connecticut State Department of Education. (2020). Team program 

cooperating teacher handbook. https://portal.ct.gov/-

/media/SDE/TEAM/Cooperating_Teacher_Handbook_2020.pdf  

Delaware 14 Del. C. § 290 https://regulations.delaware.gov/AdminC

ode/title14/200/290.pdf  

http://www.alabamaadministrativecode.state.al.us/docs/ed/290-3-3.pdf
http://www.alabamaadministrativecode.state.al.us/docs/ed/290-3-3.pdf
https://education.alaska.gov/regs/filed/4AAC_30.020.pdf
https://education.alaska.gov/regs/filed/4AAC_30.020.pdf
https://casetext.com/regulation/arizona-administrative-code/title-7-education/chapter-2-state-board-of-education/article-6-certification/section-r7-2-604-definitions
https://casetext.com/regulation/arizona-administrative-code/title-7-education/chapter-2-state-board-of-education/article-6-certification/section-r7-2-604-definitions
https://casetext.com/regulation/arizona-administrative-code/title-7-education/chapter-2-state-board-of-education/article-6-certification/section-r7-2-604-definitions
https://casetext.com/regulation/arizona-administrative-code/title-7-education/chapter-2-state-board-of-education/article-6-certification/section-r7-2-604-definitions
https://casetext.com/regulation/arizona-administrative-code/title-7-education/chapter-2-state-board-of-education/article-6-certification/section-r7-2-604-definitions
https://casetext.com/regulation/arizona-administrative-code/title-7-education/chapter-2-state-board-of-education/article-6-certification/section-r7-2-604-definitions
https://casetext.com/regulation/arizona-administrative-code/title-7-education/chapter-2-state-board-of-education/article-6-certification/section-r7-2-604-definitions
https://casetext.com/regulation/arizona-administrative-code/title-7-education/chapter-2-state-board-of-education/article-6-certification/section-r7-2-604-definitions
https://casetext.com/regulation/arizona-administrative-code/title-7-education/chapter-2-state-board-of-education/article-6-certification/section-r7-2-604-definitions
https://casetext.com/regulation/arizona-administrative-code/title-7-education/chapter-2-state-board-of-education/article-6-certification/section-r7-2-604-definitions
https://www.ctc.ca.gov/docs/default-source/educator-prep/standards/prelimmsstandard-pdf.pdf?sfvrsn=a35b06c_2
https://www.ctc.ca.gov/docs/default-source/educator-prep/standards/prelimmsstandard-pdf.pdf?sfvrsn=a35b06c_2
https://www.sos.state.co.us/CCR/GenerateRulePdf.do?ruleVersionId=10515&fileName=1%20CCR%20301-101
https://www.sos.state.co.us/CCR/GenerateRulePdf.do?ruleVersionId=10515&fileName=1%20CCR%20301-101
https://www.sos.state.co.us/CCR/GenerateRulePdf.do?ruleVersionId=10515&fileName=1%20CCR%20301-101
https://portal.ct.gov/-/media/SDE/TEAM/Cooperating_Teacher_Handbook_2020.pdf
https://portal.ct.gov/-/media/SDE/TEAM/Cooperating_Teacher_Handbook_2020.pdf
https://regulations.delaware.gov/AdminCode/title14/200/290.pdf
https://regulations.delaware.gov/AdminCode/title14/200/290.pdf
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Florida Fla. Admin. Code R. § 1004.04 http://www.leg.state.fl.us/statutes/index.c

fm?App_mode=Display_Statute&Search

_String=&URL=1000-

1099/1004/Sections/1004.04.html  

Georgia Ga. Comp. R. & Regs. r. 505-3-

.01 

https://rules.sos.ga.gov/gac/505-

3#:~:text=Rule%20505%2D3%2D.,Provi

ders%20and%20Educator%20Preparatio

n%20Programs&text=Purpose.,preparati

on%20of%20educators%20in%20Georgi

a  

Hawaii No Data Found 

Idaho Idaho State Board of Education Professional Standards Commissions. (2022). 

Idaho standards for initial certification of professional school 

personnel. Boise, ID. https://www.sde.idaho.gov/cert-

psc/psc/standards/files/stanadards-initial/Satandards-for-Initial-

Certification-for-Program-Reviews-after-July-1-2022.pdf  

Illinois Illinois State Board of Education. (2021). Individualized pathways to 

licensure: Resources to consider for educator preparation providers. 

Springfield, IL. https://www.isbe.net/Documents/Individualized-

Pathways.pdf 

Indiana Ind. Code Ann. § 20-26-5-24 https://iga.in.gov/legislative/laws/2022/ic

/titles/020#20-26-5-23  

Iowa IA ADC 281-79.14(256) https://www.legis.iowa.gov/law/administ

rativeRules/rules?agency=281&chapter=

79&pubDate=10-01-2014  

Kansas Kansas State Department of Education. (2021). Regulations and standards for 

Kansas educators. Topeka, KS. 

https://www.ksde.org/Agency/Division-of-Learning-

Services/Teacher-Licensure-TL/Licensure/Licensure-Regulations-

and-Standards 

Kentucky 16 KAR 5:040 https://apps.legislature.ky.gov/law/kar/tit

les/016/005/040/ 

Louisiana 28 La. Admin. Code Pt CXXXI, 

1369 

https://www.doa.la.gov/doa/osr/louisiana

-administrative-code/  

Maine ME ADC 05-071 Ch. 114, § 1 https://www.maine.gov/sos/cec/rules/05/

071/071c114.doc  

http://www.leg.state.fl.us/statutes/index.cfm?App_mode=Display_Statute&Search_String=&URL=1000-1099/1004/Sections/1004.04.html
http://www.leg.state.fl.us/statutes/index.cfm?App_mode=Display_Statute&Search_String=&URL=1000-1099/1004/Sections/1004.04.html
http://www.leg.state.fl.us/statutes/index.cfm?App_mode=Display_Statute&Search_String=&URL=1000-1099/1004/Sections/1004.04.html
http://www.leg.state.fl.us/statutes/index.cfm?App_mode=Display_Statute&Search_String=&URL=1000-1099/1004/Sections/1004.04.html
https://rules.sos.ga.gov/gac/505-3#:~:text=Rule%20505%2D3%2D.,Providers%20and%20Educator%20Preparation%20Programs&text=Purpose.,preparation%20of%20educators%20in%20Georgia
https://rules.sos.ga.gov/gac/505-3#:~:text=Rule%20505%2D3%2D.,Providers%20and%20Educator%20Preparation%20Programs&text=Purpose.,preparation%20of%20educators%20in%20Georgia
https://rules.sos.ga.gov/gac/505-3#:~:text=Rule%20505%2D3%2D.,Providers%20and%20Educator%20Preparation%20Programs&text=Purpose.,preparation%20of%20educators%20in%20Georgia
https://rules.sos.ga.gov/gac/505-3#:~:text=Rule%20505%2D3%2D.,Providers%20and%20Educator%20Preparation%20Programs&text=Purpose.,preparation%20of%20educators%20in%20Georgia
https://rules.sos.ga.gov/gac/505-3#:~:text=Rule%20505%2D3%2D.,Providers%20and%20Educator%20Preparation%20Programs&text=Purpose.,preparation%20of%20educators%20in%20Georgia
https://rules.sos.ga.gov/gac/505-3#:~:text=Rule%20505%2D3%2D.,Providers%20and%20Educator%20Preparation%20Programs&text=Purpose.,preparation%20of%20educators%20in%20Georgia
https://rules.sos.ga.gov/gac/505-3#:~:text=Rule%20505%2D3%2D.,Providers%20and%20Educator%20Preparation%20Programs&text=Purpose.,preparation%20of%20educators%20in%20Georgia
https://rules.sos.ga.gov/gac/505-3#:~:text=Rule%20505%2D3%2D.,Providers%20and%20Educator%20Preparation%20Programs&text=Purpose.,preparation%20of%20educators%20in%20Georgia
https://rules.sos.ga.gov/gac/505-3#:~:text=Rule%20505%2D3%2D.,Providers%20and%20Educator%20Preparation%20Programs&text=Purpose.,preparation%20of%20educators%20in%20Georgia
https://www.sde.idaho.gov/cert-psc/psc/standards/files/stanadards-initial/Satandards-for-Initial-Certification-for-Program-Reviews-after-July-1-2022.pdf
https://www.sde.idaho.gov/cert-psc/psc/standards/files/stanadards-initial/Satandards-for-Initial-Certification-for-Program-Reviews-after-July-1-2022.pdf
https://www.sde.idaho.gov/cert-psc/psc/standards/files/stanadards-initial/Satandards-for-Initial-Certification-for-Program-Reviews-after-July-1-2022.pdf
https://www.isbe.net/Documents/Individualized-Pathways.pdf
https://www.isbe.net/Documents/Individualized-Pathways.pdf
https://iga.in.gov/legislative/laws/2022/ic/titles/020#20-26-5-23
https://iga.in.gov/legislative/laws/2022/ic/titles/020#20-26-5-23
https://www.legis.iowa.gov/law/administrativeRules/rules?agency=281&chapter=79&pubDate=10-01-2014
https://www.legis.iowa.gov/law/administrativeRules/rules?agency=281&chapter=79&pubDate=10-01-2014
https://www.legis.iowa.gov/law/administrativeRules/rules?agency=281&chapter=79&pubDate=10-01-2014
https://www.ksde.org/Agency/Division-of-Learning-Services/Teacher-Licensure-TL/Licensure/Licensure-Regulations-and-Standards
https://www.ksde.org/Agency/Division-of-Learning-Services/Teacher-Licensure-TL/Licensure/Licensure-Regulations-and-Standards
https://www.ksde.org/Agency/Division-of-Learning-Services/Teacher-Licensure-TL/Licensure/Licensure-Regulations-and-Standards
https://www.doa.la.gov/doa/osr/louisiana-administrative-code/
https://www.doa.la.gov/doa/osr/louisiana-administrative-code/
https://www.maine.gov/sos/cec/rules/05/071/071c114.doc
https://www.maine.gov/sos/cec/rules/05/071/071c114.doc
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Maryland MD ADC 13A.07.01.06 http://mdrules.elaws.us/comar/13a.07.01.

06  

Massachusetts 603 MA ADC 7.02 https://www.doe.mass.edu/lawsregs/603c

mr7.html?section=02  

Michigan Michigan Department of Education. (2018). Clinical experiences 

requirements. Lansing, MI. https://www.michigan.gov/mde/-

/media/Project/Websites/mde/educator_services/prep/clinical_experie

nces_requirements.pdf?rev=f95ac2294f834dad93b3116aa6bd697b&h

ash=7C2B498934C69E78C1A8ECF2F4CB1869  

Minnesota MN ADC 8705.0200 https://www.revisor.mn.gov/rules/8705/f

ull  

Mississippi Mississippi Board of Education. (2021). Educator preparation provider 

process and performance guidelines. Jackson, MS. 

https://www.mdek12.org/sites/default/files/documents/epp_ppr_guidel

ines_2021.pdf  

Missouri Missouri Department of Elementary and Secondary Education. (2020). 

Missouri standards for the preparation of educators (MoSPE). 

Jefferson City, MO. https://dese.mo.gov/media/pdf/mospe-standards  

Montana No Data Found 

Nebraska 92 NE ADC Ch. 20, § 002 

 

https://www.education.ne.gov/nderule/te

acher-college-approval/  

Nevada No Data Found 

New 

Hampshire 

NH ADC Ed. 604.03 http://www.gencourt.state.nh.us/rules/stat

e_agencies/ed600.html  

New Jersey NJ ADC 6A:9A-4.4 https://www.state.nj.us/education/code/c

urrent/title6a/chap9a.pdf  

New Mexico New Mexico Public Education Department. (2020). Comprehensive state 

accreditation manual for educator preparation program renewal. 

Santa Fe, NM. https://webnew.ped.state.nm.us/wp-

content/uploads/2020/10/CSA-EPP-Manual.pdf  

http://mdrules.elaws.us/comar/13a.07.01.06
http://mdrules.elaws.us/comar/13a.07.01.06
https://www.doe.mass.edu/lawsregs/603cmr7.html?section=02
https://www.doe.mass.edu/lawsregs/603cmr7.html?section=02
https://www.michigan.gov/mde/-/media/Project/Websites/mde/educator_services/prep/clinical_experiences_requirements.pdf?rev=f95ac2294f834dad93b3116aa6bd697b&hash=7C2B498934C69E78C1A8ECF2F4CB1869
https://www.michigan.gov/mde/-/media/Project/Websites/mde/educator_services/prep/clinical_experiences_requirements.pdf?rev=f95ac2294f834dad93b3116aa6bd697b&hash=7C2B498934C69E78C1A8ECF2F4CB1869
https://www.michigan.gov/mde/-/media/Project/Websites/mde/educator_services/prep/clinical_experiences_requirements.pdf?rev=f95ac2294f834dad93b3116aa6bd697b&hash=7C2B498934C69E78C1A8ECF2F4CB1869
https://www.michigan.gov/mde/-/media/Project/Websites/mde/educator_services/prep/clinical_experiences_requirements.pdf?rev=f95ac2294f834dad93b3116aa6bd697b&hash=7C2B498934C69E78C1A8ECF2F4CB1869
https://www.revisor.mn.gov/rules/8705/full
https://www.revisor.mn.gov/rules/8705/full
https://www.mdek12.org/sites/default/files/documents/epp_ppr_guidelines_2021.pdf
https://www.mdek12.org/sites/default/files/documents/epp_ppr_guidelines_2021.pdf
https://dese.mo.gov/media/pdf/mospe-standards
https://www.education.ne.gov/nderule/teacher-college-approval/
https://www.education.ne.gov/nderule/teacher-college-approval/
http://www.gencourt.state.nh.us/rules/state_agencies/ed600.html
http://www.gencourt.state.nh.us/rules/state_agencies/ed600.html
https://www.state.nj.us/education/code/current/title6a/chap9a.pdf
https://www.state.nj.us/education/code/current/title6a/chap9a.pdf
https://webnew.ped.state.nm.us/wp-content/uploads/2020/10/CSA-EPP-Manual.pdf
https://webnew.ped.state.nm.us/wp-content/uploads/2020/10/CSA-EPP-Manual.pdf
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New York 8 NY ADC 52.1  https://casetext.com/regulation/new-

york-codes-rules-and-regulations/title-8-

education-department/chapter-ii-

regulations-of-the-

commissioner/subchapter-a-higher-and-

professional-education/part-52-

registration-of-curricula/section-521-

registration-of-postsecondary-curricula  

North 

Carolina 

NC ST § 115C-269.1 https://www.ncleg.net/EnactedLegislatio

n/Statutes/HTML/ByArticle/Chapter_11

5c/Article_17D.html  

North Dakota N.D. Admin. Code 67.1-02-01-02 https://www.ndlegis.gov/information/acd

ata/pdf/67.1-02-01.pdf  

Ohio Ohio Department of Education. (2022). Mentor eligibility and certification. 

https://education.ohio.gov/Topics/Teaching/Resident-Educator-

Program/The-Mentoring-Years/Mentor-Eligibility-and-Certification  

Oklahoma Okla. Admin. Code § 218:10-5-3 

 

https://www.ok.gov/oeqa/documents/Titl

e%20218regulatorytext.pdf  

Oregon OAR 584-400-0145 https://secure.sos.state.or.us/oard/viewSi

ngleRule.action?ruleVrsnRsn=295130  

Pennsylvania 22 PA ADC § 354.25 

 

http://www.pacodeandbulletin.gov/Displ

ay/pacode?file=/secure/pacode/data/022/

chapter354/s354.25.html&d=reduce  

Rhode Island Rhode Island Department of Education. (2013). Rhode Island standards for 

educator preparation. Providence, RI. 

https://www.ride.ri.gov/Portals/0/Uploads/Documents/Teachers-and-

Administrators-Excellent-Educators/Educator-

Certification/Becoming-an-Educator/RIPA_Standards_2013.pdf 

South 

Carolina 

South Carolina Board of Education. (2012). South Carolina educator 

preparation guidelines: Standards, policies, and procedures for field 

and clinical experience requirements. 

https://ed.sc.gov/educators/educator-preparation/guidelines/field-

clinical/  

South Dakota S.D. Admin. R. 24:53:01:01 

 

https://sdlegislature.gov/Rules/Administr

ative/29714  

Tennessee Tenn. Comp. R. & Regs. 0520-

02-04-.10 

https://publications.tnsosfiles.com/rules/0

520/0520-02/0520-02-04.20221117.pdf  

https://casetext.com/regulation/new-york-codes-rules-and-regulations/title-8-education-department/chapter-ii-regulations-of-the-commissioner/subchapter-a-higher-and-professional-education/part-52-registration-of-curricula/section-521-registration-of-postsecondary-curricula
https://casetext.com/regulation/new-york-codes-rules-and-regulations/title-8-education-department/chapter-ii-regulations-of-the-commissioner/subchapter-a-higher-and-professional-education/part-52-registration-of-curricula/section-521-registration-of-postsecondary-curricula
https://casetext.com/regulation/new-york-codes-rules-and-regulations/title-8-education-department/chapter-ii-regulations-of-the-commissioner/subchapter-a-higher-and-professional-education/part-52-registration-of-curricula/section-521-registration-of-postsecondary-curricula
https://casetext.com/regulation/new-york-codes-rules-and-regulations/title-8-education-department/chapter-ii-regulations-of-the-commissioner/subchapter-a-higher-and-professional-education/part-52-registration-of-curricula/section-521-registration-of-postsecondary-curricula
https://casetext.com/regulation/new-york-codes-rules-and-regulations/title-8-education-department/chapter-ii-regulations-of-the-commissioner/subchapter-a-higher-and-professional-education/part-52-registration-of-curricula/section-521-registration-of-postsecondary-curricula
https://casetext.com/regulation/new-york-codes-rules-and-regulations/title-8-education-department/chapter-ii-regulations-of-the-commissioner/subchapter-a-higher-and-professional-education/part-52-registration-of-curricula/section-521-registration-of-postsecondary-curricula
https://casetext.com/regulation/new-york-codes-rules-and-regulations/title-8-education-department/chapter-ii-regulations-of-the-commissioner/subchapter-a-higher-and-professional-education/part-52-registration-of-curricula/section-521-registration-of-postsecondary-curricula
https://casetext.com/regulation/new-york-codes-rules-and-regulations/title-8-education-department/chapter-ii-regulations-of-the-commissioner/subchapter-a-higher-and-professional-education/part-52-registration-of-curricula/section-521-registration-of-postsecondary-curricula
https://www.ncleg.net/EnactedLegislation/Statutes/HTML/ByArticle/Chapter_115c/Article_17D.html
https://www.ncleg.net/EnactedLegislation/Statutes/HTML/ByArticle/Chapter_115c/Article_17D.html
https://www.ncleg.net/EnactedLegislation/Statutes/HTML/ByArticle/Chapter_115c/Article_17D.html
https://www.ndlegis.gov/information/acdata/pdf/67.1-02-01.pdf
https://www.ndlegis.gov/information/acdata/pdf/67.1-02-01.pdf
https://education.ohio.gov/Topics/Teaching/Resident-Educator-Program/The-Mentoring-Years/Mentor-Eligibility-and-Certification
https://education.ohio.gov/Topics/Teaching/Resident-Educator-Program/The-Mentoring-Years/Mentor-Eligibility-and-Certification
https://www.ok.gov/oeqa/documents/Title%20218regulatorytext.pdf
https://www.ok.gov/oeqa/documents/Title%20218regulatorytext.pdf
https://secure.sos.state.or.us/oard/viewSingleRule.action?ruleVrsnRsn=295130
https://secure.sos.state.or.us/oard/viewSingleRule.action?ruleVrsnRsn=295130
http://www.pacodeandbulletin.gov/Display/pacode?file=/secure/pacode/data/022/chapter354/s354.25.html&d=reduce
http://www.pacodeandbulletin.gov/Display/pacode?file=/secure/pacode/data/022/chapter354/s354.25.html&d=reduce
http://www.pacodeandbulletin.gov/Display/pacode?file=/secure/pacode/data/022/chapter354/s354.25.html&d=reduce
https://www.ride.ri.gov/Portals/0/Uploads/Documents/Teachers-and-Administrators-Excellent-Educators/Educator-Certification/Becoming-an-Educator/RIPA_Standards_2013.pdf
https://www.ride.ri.gov/Portals/0/Uploads/Documents/Teachers-and-Administrators-Excellent-Educators/Educator-Certification/Becoming-an-Educator/RIPA_Standards_2013.pdf
https://www.ride.ri.gov/Portals/0/Uploads/Documents/Teachers-and-Administrators-Excellent-Educators/Educator-Certification/Becoming-an-Educator/RIPA_Standards_2013.pdf
https://ed.sc.gov/educators/educator-preparation/guidelines/field-clinical/
https://ed.sc.gov/educators/educator-preparation/guidelines/field-clinical/
https://sdlegislature.gov/Rules/Administrative/29714
https://sdlegislature.gov/Rules/Administrative/29714
https://publications.tnsosfiles.com/rules/0520/0520-02/0520-02-04.20221117.pdf
https://publications.tnsosfiles.com/rules/0520/0520-02/0520-02-04.20221117.pdf
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Texas 19 TX ADC § 228.35 

 

https://texreg.sos.state.tx.us/public/readta

c$ext.TacPage?sl=R&app=9&p_dir=&p

_rloc=&p_tloc=&p_ploc=&pg=1&p_tac

=&ti=19&pt=7&ch=228&rl=35  

Utah UT ADC R277-509-2 

 

https://schools.utah.gov/file/1c47b348-

85c8-416c-aea5-eb5256379a37  

Vermont VT ADC 7-1-13:5924 https://education.vermont.gov/sites/aoe/fi

les/documents/Rules%20Governing%20t

he%20Licensing%20of%20Educators_9

_20_2019.pdf  

Virginia 8 VA ADC 20-23-10 https://law.lis.virginia.gov/admincodefull

/title8/agency20/chapter23/  

Washington WA ADC 181-78A-010 

 

http://app.leg.wa.gov/WAC/default.aspx?

cite=181-78A-010  

West Virginia W. Va. Code R. § 126-114-5 https://apps.sos.wv.gov/adlaw/csr/readfil

e.aspx?DocId=53936&Format=PDF#:~:t

ext=Policy%205100%20commits%20the

%20WVBE,(WVCPTS)%2C%20the%20

West%20Virginia  

Wisconsin Wis. Admin. Code PI § 34.001 

 

https://dpi.wi.gov/sites/default/files/imce/

tepdl/pdf/pi34-7-31-2018.pdf  

Wyoming No Data Found 

Washington 

D.C. 

No Data Found 

 

 

  

https://texreg.sos.state.tx.us/public/readtac$ext.TacPage?sl=R&app=9&p_dir=&p_rloc=&p_tloc=&p_ploc=&pg=1&p_tac=&ti=19&pt=7&ch=228&rl=35
https://texreg.sos.state.tx.us/public/readtac$ext.TacPage?sl=R&app=9&p_dir=&p_rloc=&p_tloc=&p_ploc=&pg=1&p_tac=&ti=19&pt=7&ch=228&rl=35
https://texreg.sos.state.tx.us/public/readtac$ext.TacPage?sl=R&app=9&p_dir=&p_rloc=&p_tloc=&p_ploc=&pg=1&p_tac=&ti=19&pt=7&ch=228&rl=35
https://texreg.sos.state.tx.us/public/readtac$ext.TacPage?sl=R&app=9&p_dir=&p_rloc=&p_tloc=&p_ploc=&pg=1&p_tac=&ti=19&pt=7&ch=228&rl=35
https://schools.utah.gov/file/1c47b348-85c8-416c-aea5-eb5256379a37
https://schools.utah.gov/file/1c47b348-85c8-416c-aea5-eb5256379a37
https://education.vermont.gov/sites/aoe/files/documents/Rules%20Governing%20the%20Licensing%20of%20Educators_9_20_2019.pdf
https://education.vermont.gov/sites/aoe/files/documents/Rules%20Governing%20the%20Licensing%20of%20Educators_9_20_2019.pdf
https://education.vermont.gov/sites/aoe/files/documents/Rules%20Governing%20the%20Licensing%20of%20Educators_9_20_2019.pdf
https://education.vermont.gov/sites/aoe/files/documents/Rules%20Governing%20the%20Licensing%20of%20Educators_9_20_2019.pdf
https://law.lis.virginia.gov/admincodefull/title8/agency20/chapter23/
https://law.lis.virginia.gov/admincodefull/title8/agency20/chapter23/
http://app.leg.wa.gov/WAC/default.aspx?cite=181-78A-010
http://app.leg.wa.gov/WAC/default.aspx?cite=181-78A-010
https://apps.sos.wv.gov/adlaw/csr/readfile.aspx?DocId=53936&Format=PDF#:~:text=Policy%205100%20commits%20the%20WVBE,(WVCPTS)%2C%20the%20West%20Virginia
https://apps.sos.wv.gov/adlaw/csr/readfile.aspx?DocId=53936&Format=PDF#:~:text=Policy%205100%20commits%20the%20WVBE,(WVCPTS)%2C%20the%20West%20Virginia
https://apps.sos.wv.gov/adlaw/csr/readfile.aspx?DocId=53936&Format=PDF#:~:text=Policy%205100%20commits%20the%20WVBE,(WVCPTS)%2C%20the%20West%20Virginia
https://apps.sos.wv.gov/adlaw/csr/readfile.aspx?DocId=53936&Format=PDF#:~:text=Policy%205100%20commits%20the%20WVBE,(WVCPTS)%2C%20the%20West%20Virginia
https://apps.sos.wv.gov/adlaw/csr/readfile.aspx?DocId=53936&Format=PDF#:~:text=Policy%205100%20commits%20the%20WVBE,(WVCPTS)%2C%20the%20West%20Virginia
https://apps.sos.wv.gov/adlaw/csr/readfile.aspx?DocId=53936&Format=PDF#:~:text=Policy%205100%20commits%20the%20WVBE,(WVCPTS)%2C%20the%20West%20Virginia
https://apps.sos.wv.gov/adlaw/csr/readfile.aspx?DocId=53936&Format=PDF#:~:text=Policy%205100%20commits%20the%20WVBE,(WVCPTS)%2C%20the%20West%20Virginia
https://apps.sos.wv.gov/adlaw/csr/readfile.aspx?DocId=53936&Format=PDF#:~:text=Policy%205100%20commits%20the%20WVBE,(WVCPTS)%2C%20the%20West%20Virginia
https://dpi.wi.gov/sites/default/files/imce/tepdl/pdf/pi34-7-31-2018.pdf
https://dpi.wi.gov/sites/default/files/imce/tepdl/pdf/pi34-7-31-2018.pdf
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Appendix H: Anticipated Interview Coding Scheme 

 

● Criteria for Selecting Cooperating Music Teachers 

○ General Criteria (Location, availability etc.) 

○ Criteria Related to CMT (Qualifications, competencies etc.) 

○ Criteria Related to student teacher (Desired placement, commute etc.) 

○ Criteria Related to P-12 Placement (Reputation, program structure etc.) 

○ State/Program Requirements 

 

● Professional Development for Preparation and Education 

○ Handbooks 

○ Communication in Tetrad 

○ Seminars/Courses 

○ Clinics 

○ 1:1 Meetings 

 

● Facilitating Factors to Selection, Preparation, or Education of CMT 

○ Lack of specific criteria (creation of a wider pool) 

○ Clear structures for communication 

○ Clear expectations in handbooks/guides 

 

● Challenges to Selection, Preparation, or Education of CMT 

○ Lack of published selection criteria 

○ Lack of consistency of selection criteria across departments/schools 

○ Lack of knowledge of selection criteria 

○ Lack of opportunities for preparation/education 

○ Lack of opportunities for communication 

○ Selection criteria is too vague 

○ Selection criteria is too specific 

○ Criteria defined by a disconnected governing body 

○ Conflict/Inconsistency between Music department/school and Education 

department/school 

○ Urgency of finding CMTs 

○ Lack of people to offer PD for CMTs 

○ Resistance to feedback 

○ Irrelevance of criteria b/c CMTs are found by word of mouth 

○ Communication within Tetrad of Collaboration 

○ Lack of explicit discussion around alignment with theory/framework 

○ Inadequate compensation 
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Appendix I: Interview Coding Scheme 

 

● RQ1 and RQ2: Music Teacher Educator Perspectives on Cooperating Music Teachers 

○ Building Community 

■ Appreciation for CMT 

■ Mutually Beneficial Collaboration with CMT 

■ Visiting Classrooms 

■ Relationships 

○ CMT Dispositions 

■ Effective in Their Job 

■ Diversity of CMTs 

■ Growth Mindset 

■ Mentoring Skills 

○ Needs of the Student Teacher 

■ The Right Fit 

■ Student Teacher Centered Matches 

■ Student Teacher Choice and Input 

○ Selection 

■ Collaboration 

■ Geographic Availability 

■ Inherited List / Personal Connections 

■ MTE’s Own Experiences 

■ No System 

■ School Environment 

○ Non-Negotiables 

■ Elementary Experience 

■ Red Flags 

■ Required Criteria 

■ Student Teacher’s Desires vs. Need 

■ Working While Student Teaching 

 

● RQ3: Professional Development for Cooperating Music Teachers 

○ Music Teacher Educator Desire to Establish 

○ Professional Development as Compensation 

○ Providers of Professional Development 

■ Departments of Education 

■ Handbook 

■ Music Teacher Educators 

○ University Suggestions for Professional Development 

 

  



 

242 

● RQ4: Factors Facilitating or Impeding Selection, Preparation, or Education of CMTs 

○ Facilitating Factors 

■ Appreciation 

■ Alumni Networks 

■ MTE Seeking Feedback from CMT 

■ Visiting Classrooms 

○ Impeding Factors 

■ Availability of Quality/Effective CMTs 

■ Challenging Systems for Licensure 

■ Equity Issues 

■ Geographic Limitations 

■ Logistical Collaboration with University, District, etc. 

■ Providing PD (Time, Awareness, Participation) 
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Appendix J: NAfME Federated State Associations

Eastern 

Connecticut Music Educators Association 

Delaware Music Educators Association 

European Music Educators Association 

Maine Music Educators Association 

Maryland Music Educators Association 

Massachusetts Music Educators Association 

New Hampshire Music Educators Association 

New Jersey Music Educators Association 

New York State School Music Association 

Pennsylvania Music Educators Association 

Rhode Island Music Education Association 

Vermont Music Educators Association 

Washington, DC, Music Education Association 

 

North Central 

Illinois 

Indiana Music Education Association 

Iowa Music Educators Association 

Michigan Music Education Association 

Minnesota Music Educators Association 

Nebraska Music Education Association 

North Dakota Music Educators Association 

Ohio Music Education Association 

South Dakota Music Education Association 

Wisconsin Music Educators Association 

 

Northwest 

Alaska Music Educators Association 

Idaho Music Educators Association 

Montana Music Educators Association 

Oregon Music Education Association 

Washington Music Educators Association 

Wyoming Music Educators Association 

 

Southern 

Alabama Music Educators Association 

Florida Music Education Association 

Georgia Music Educators Association 

Kentucky Music Educators Association 

Louisiana Music Educators Association 

Mississippi Music Educators Association 

North Carolina Music Educators Association 

South Carolina Music Educators Association 

Tennessee Music Education Association 

Virginia Music Educators Association 

West Virginia Music Educators Association 

 

Southwestern 

Arkansas Music Educators Association 

Colorado Music Educators Association 

Kansas Music Educators Association 

Missouri Music Educators Association 

New Mexico Music Educators Association 

Oklahoma Music Educators Association 

NAfME-Texas 

 

Western 

Arizona Music Educators Association 

California Music Educators Association 

Hawai’i Music Educators Association 

India – Western Music Education Association 

Nevada Music Educators Association 

Utah Music Educators Association 
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