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The classroom environment can impact students’ motivation and engagement, and can
influence students’ academic learning. In some cases, pre-service teachers’ influence on
the classroom environment may not always be conducive for student learning. This
exploratory study investigated pre-service teachers’ perceptions of an ideal classroom
environment. Specifically, this study focused on the effect of a 16 week initial field
experience, and the school level (high school or middle school) of the field experience on
secondary pre-service teachers’ perceptual changes of an ideal classroom environment.
As a means of collecting data to address the focus of this study, the participants
completed the Classroom Environment Scale (Form I) on three different occasions during
the initial field experience. Results of the data analysis revealed that the participants’
perceptions of an ideal classroom environment remained consistent but were focused on
attributes that contribute to a classroom environment conducive to academic success.
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The classroom environment is often considered a predictor
of students’ academic achievement and school satisfaction
(Pickett & Fraser, 2010; Fraser, 2007). As Patrick, Kaplan,
and Ryan (2011) note, the classroom environment impacts
students’ motivation, engagement, and achievement.
Efforts of reform in teacher preparation programs have
focused on the need to address classroom environments as
part of pre-service teachers’ training. Generally, this need
is addressed through initial, intermediate, and advanced
field experiences that focus, in part, on pre-service
teachers’ observations of classroom practices conducive to
academic and social learning.

Initial field experiences can represent a viable
means of gathering information about pre-service teachers’
perceptions about classroom events (Montecinos et al.,
2011; Clift & Brady 2005). The initial field experience
was used in this study to investigate secondary pre-service
teachers’ perceptual changes of an ideal or preferred
classroom environment.

In this study, an ideal classroom environment was
defined as a classroom environment that maintains such
attributes as student involvement, positive relationships
between students and teachers, planned activities,
organized functions, varied class activities, creative
thinking, and the use of new and/or varied instructional
techniques. These attributes have been found to contribute
to academic success by various studies that have
investigated classroom environments (Allodi, 2010; Meece,
Anderman, & Anderman, 2006; Patrick, Kaplan, & Ryan;
2011; Zedan, 2010).

As a means of gathering information about the
perceptions of an ideal classroom environment, the
participants in this study completed the Classroom
Environment Scale (Form 1) (Moos & Trickett, 1986) on
three different occasions during a 16 week initial field
experience. The Classroom Environment Scale (CES) was
selected because Form I of the instrument addresses value
orientations by measuring perceptions of an environment
ideally liked or preferred (Fraser & Fraser, 1986).
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Results of the data analysis revealed that the
participants’ perceptions of an ideal or preferred classroom
environment remained consistent during the initial field
experience. However, their preferences focused, for the
most part, on attributes that contribute to a classroom
environment conducive to academic success.

Review of the Literature

Research has shown that the classroom
environment can be a predictor of students’ academic
achievement and school satisfaction (Evans, Harvey,
Buckley, & Yan, 2009; LaRocque, 2008; Fouts, 1990) and
that a positive classroom environment will encourage
students to be more excited about their school experience
and their learning (Evertson, Emmer, & Worsham, 2006).
Others have found that the classroom environment can
strongly influence affective, behavioral, and cognitive
learning outcomes, and that the environment of the
classroom is a teaching construct that consistently
influences academic learning (Fraser & Tobin, 1991). If
teachers positively impact the classroom environment, they
positively motivate students’ academic success (Evans et
al., 2009).

Classroom environments can affect teachers as
well. Grayson and Alvarez (2008) found that the classroom
environment can contributed to teacher burnout, especially
with regard to emotional exhaustion. Negative events in
the classroom and/or school setting are likely to impact a
teacher’s decision to leave the profession (Martin, Sass, &
Schmitt, 2012). High rates of teacher turnover can affect a
school’s effectiveness (Darling-Hammond, 2003) and have
a detrimental impact on student learning (Guin, 2004). As
such, supportive and friendly classroom environments are
critical for retaining effective teachers (Pickett & Fraser,
2010).

Given the complexity of the classroom
environment, pre-service teachers are often uncertain about
how to mentally process and make decisions about
classroom events. Studies that have investigated pre-
service teachers and classroom environments have found
that pre-service teachers’ impact on the classroom
environment may not always be conducive for student
learning. In some cases, a classroom environment
established by a pre-service teacher may tend to be low in
academic achievement, low in objective thinking, low in
practical applications of a skill or subject matter, and high
in authority problems (LaRocque, 2008; Phifer, 2007).

Additionally, some university field supervisors
and mentor teachers report that pre-service teachers, who
are unsuccessful in their practicum, or field experiences,
are not able to create a classroom environment conducive
to academic, emotional, and social learning (Moore, 2003;
Skrobola & Knowles, 1992). Phifer’s (2007) study of
unsuccessful student teaching experiences found that
classroom climate factors, over content knowledge factors,
were cited as the primary reasons pre-service teachers were
removed from the classroom.

Often a gap exists in teacher preparation programs
between what teacher educators tell pre-service teachers
regarding “life” in the classroom and what actually exists.
As such, field experiences represent a component of
teacher preparation generally focused on assisting pre-
service teachers in connecting theory and practice (Fletcher
& Luft, 2011). However, field experiences can have
different intentions with regard to their purpose, objectives,
and settings (Wilson, Floden, & Ferrini-Mundy, 2001).
Some field experiences tend to focus on procedural
concerns and routine tasks (e.g., lesson planning,
management) (Fletcher & Luft, 2011), while others focus
on teaching as an inquiry-oriented practice (Moore, 2003).

Kagan (1992) notes the importance of changing
pre-service teachers' beliefs during their field experiences,
as effecting personal beliefs makes effecting teacher
behavior possible.  For example, Ng, Nicholas, and
Williams (2010) found a significant shift among the pre-
service teachers in their study from an initial belief that
good teaching means being in control, to a belief in good
teaching means building relationships with students. As
Allodi (2010) and Zedan (2010) found, the climate in
educational environments is often shaped by the
relationships between teachers and students, and among
students themselves.

Many research studies on field experiences tend to
focus on the student teaching phase, moderately on
intermediate field experiences, with fewer investigating
initial field experiences (Montecinos et al., 2011).
Research focused on the effect and impact of field based
coursework in teacher preparation needs to be broad-based,
inclusive of all phases of field experiences (Clift & Brady
2005; Wilson, Floden, & Ferrini-Mundy, 2002).

In this study, the initial field experience was used
to collect data on the participants’ perceptions of an ideal or
preferred classroom environment. Specifically, this study
investigated the effect that an initial field experience and
the school level of the field experience had on the
participants’  perceptions of an ideal classroom
environment.

Research Questions

Two research questions were investigated in this
exploratory study:

1. What changes, if any, in secondary pre-service
teachers’ perceptions of the ideal classroom
environment changed as a result of an initial field
experience?

2. What effect, if any, does the school level (High
School or Middle School) have on secondary pre-
service teachers’ perceptions of an ideal classroom
environment?

Method
Participants

This study took place at a mid-size university in a
western state whose primary mission is teacher education.
Thirty-six  secondary pre-service teacher education
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students, 16 males and 20 females, participated in this
study. The participants ranged in age from 19 to 26, with a
median age of 20.

At the time of this study, all of the participants
were sophomores or juniors enrolled in the university’s
secondary teacher education program. Also, the
participants were completing a 16 week initial field
experience in either a public high school (grades 9-12) or a
public middle school (grades 7-8). Twenty-four of the
participants were completing the field experience in a high
school setting, and twelve of the participants were
completing the field experience in a middle school setting.

All of the schools in this study are located in a
mid-size suburban school district with over 20,000
students.  Sixty-five percent of the students represent
various cultural backgrounds inclusive of Hispanic,
Asian/Pacific Islander, and African-American. The median
household income for families in this district is
approximately $52,000 with over sixty percent of the
students qualifying for free or reduced lunch programs.
Procedure

Each participant in this study completed the
Classroom Environment Scale (Form 1) (Moos & Trickett,
1986) on three different occasions during a 16 week initial
field experience.  Specifically, the participants first
completed the Classroom Environment Scale (Form 1)
during week one of their field experience, again during
week eight of their field experience, and again during week
sixteen of their field experience.

At the time of each administration, all of the
participants were completing a field experience in a high
school or a middle school setting. The overall goal of the
initial field experience in the university’s secondary teacher
education program is to provide teacher candidates an
authentic school environment to observe everyday teaching
practice. Teacher candidates are placed in classrooms with
certified teachers in their area of content.

At the beginning of the field experience, teacher
candidates observe the classroom setting and instruction
being provided. As the semester progresses, teacher
candidates participate with the classroom students under
the direction of the classroom teacher. Generally, this
participation includes providing individual, small group, or
large group instruction based on the teacher candidate’s
comfort level.

Instrumentation

In this study, the Classroom Environment Scale
(CES) Form | (Moos & Trickett, 1986) was used as a
means of gathering information about the participants’
perceptions of an ideal classroom environment during an
initial field experience. Since its development, the CES has
been widely used in studies to capture perspectives about
educational environments. For example, Raviv, Raviv, and
Reisel (1990) used the CES to investigate teachers’ and
students’ perceptions of an actual and preferred classroom
environment in 78 sixth grade classroom settings. Also,

Baek and Choi (2002) used the CES to measure the
psychological characteristics of the classroom environment.
McEachron, Baker, and Bracken (2003) investigated the
relationship ~ between  academic  disciplines and
teacher/student interactions using the Classroom
Environment Scale. The CES (Form 1) was selected for
this study because the instrument addresses value
orientations by measuring perceptions of an environment
ideally liked or preferred (Fraser & Fraser, 1986).

The CES (Form 1) is divided into three conceptual
dimensions of the classroom environment; Relationship,
Personal Growth/Goal Orientation, and  Systems
Maintenance and Change. The Relationship dimension
addresses student involvement in the classroom, as well as
feelings of friendship between students, and teachers’
support of students.

The Personal Growth/Goal Orientation dimension
emphasizes completing planned activities, as well as
students’ competition for recognition and grades. The
Systems Maintenance and Change dimension addresses
organized and coherent functions in the classroom and the
amount of variety in class activities.

The higher the mean on a conceptual dimension
indicates a preference for this classroom dimension in an
ideal classroom environment. The lower the mean would
indicate that this classroom dimension is least preferred in
an ideal classroom environment.  The mean on each
conceptual dimension of the CES (Form I) can range from
1 to 10.

The CES (Form 1) contains nine subscales
(Involvement,  Affiliation, Teacher Support, Task
Orientation, Competition, Order and Organization, Rule
Clarity, Teacher Control, and Innovation), each containing
10 true/false items representing the three conceptual
dimensions (Figure 1). Examples of items on the CES
(Form I) are: “Students will put a lot of energy into what
they do here.” (Involvement), and “The teacher will explain
what will happen if a student breaks a rule.” (Rule Clarity),
and “Students in this class will get to know each other
really well” (Affiliation).

The nine CES subscales internal consistency range
from .67 to .86. Test-retest reliabilities range from .85 to
.95; content validity was established by independent raters’
agreement of the items for the three conceptual dimensions
(Moos & Trickett, 1974; Trickett & Quinlan, 1979). The
higher the mean on a subscale indicates the participants’
preference for this classroom component in an ideal
classroom environment.  The lower the mean would
indicate that this component is least preferred in an ideal
classroom environment. The mean on each subscale of the
CES (Form I) can range from 1 to 10.
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CES Dimensions and Related Subscale Definitions

Subscales

Relationship

Involvement The extent to which students are
attentive and interested in class
activities (i.e., participate in
discussions, completing work on
their own).

Affiliation Level of friendship students feel
toward each other (demonstrated
by peer assistance, working
together).

Teacher Support The help, friendship, and interest

the teacher displays toward
students.

Personal Growth/Goal
Orientation

Task Orientation Emphasis on completing planned
activities and staying on the subject
matter.

Competition The degree that students compete
with one another for grades and
recognition.

System Maintenance and Change
Order and Organization

Emphasis on students behaving in
an orderly and polite manner; the
overall organization of assignments
and classroom activities.

Rule Clarity Establishing and following clear
classroom rules; the extent students
know consequences of not
following rules.

Teacher Control The degree the teacher enforces the
rules and the severity of
punishment for rule violations.
Innovation Student contributions to planning
classroom activities; the extent to
which the teacher implements new
techniques and encourages creative
thinking.

Figure 1. CES Dimensions and Related Subscales. Adapted
from the first and second editions of the CES manual
(Moos & Trickett, 1974, 1986).

Data Analysis and Results

When using the Classroom Environment Scale,
means and standard deviations are commonly reported,;
means are examined for any statistical significance (for
example, see Raviv et al., 1990). The data in this study was
generated by the completion of Form | of the Classroom
Environment Scale (CES) on three different occasions
during the participants’ 16 week initial field experience.
Means and standard deviations for each of the three CES
conceptual dimensions and the nine subscales within each
dimension were calculated for the total participant group.

In addition, the calculated means and standard
deviations of the CES dimensions and the related subscales

were categorized based on the school level field experience
setting (high school, middle school).

In this study, differences for the means in the
aforementioned cases were analyzed by the use of a one-
factor repeated measures ANOVA (p<.05) to detect any
overall differences between the related means. This
statistical test was used because this study investigated
perceptual changes of the participants over three points in
time and employed the same instrument each time.

The statistical analysis revealed that no significant
changes were found in the perceptions of an ideal or
preferred classroom environment for the total participant
group. This would suggest that the initial field experience
did not necessarily influence their perceptions of an ideal
classroom environment.

However, an examination of the means and
standard deviations on all CES dimensions and related
subscales did reveal a consistent preference of an ideal
classroom environment among the total participant group.
In other words, the participants remained comparatively
consistent on all three dimensions and the related nine
subscales of the CES and were focused mainly on attributes
that contribute to a classroom environment conducive to
academic success.

As Table 1 indicates, the participants’ of this study
relatively prefer a classroom environment that supports
student involvement, a feeling of friendship between
students, and teacher support of students (as measured by
the Relationship dimension). An emphasis on completing
planned activities, as well as a moderate level of
competition among students for recognition and grades
(Personal Growth/Goal Orientation dimension), appears to
be preferred by the participants of this study. Finally,
organized and coherent functions in the classroom, and a
variety of class activities as measured by the System
Maintenance & Change dimension indicates a reasonable
preference for these participants.

Table 1
Means and Standard Deviations of the CES Dimensions for
the Total Participant Group (N = 36)

CES Week 1 of the Week 8 of the Week 16 of the

Dimension Field Field Field
Experience Experience Experience
M SD M SD M SD

Relationship 7.17 2.12 7.33 2.24 7.54 2.18

Personal 6.68 2.05 7.21 1.77 7.06 1.75

Growth

or Goal

Orientation

System 7.22 1.97 7.11 2.10 6.94 2.02

Maintenance

& Change

Means and standard deviations for each of the nine
CES subscales were also analyzed for the total participant
group. As Table 2 indicates, six of the nine subscales,
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(Involvement,  Affiliation, Teacher Support, Task
Orientation, Order & Organization, and Rule Clarity)
represent a relative preference of these components in an
ideal classroom environment.  In other words, the
participants prefer classrooms where students participate in
classroom activities, have a sense of friendship among class
peers, experience teacher support, complete planned
activities, maintain a level of order and organization, and
have established rules and procedures.

Three of the nine subscales (Competition, Teacher
Control, and Innovation) represent a more or less emphasis
on these components in an ideal classroom environment.
As such, the participants prefer a classroom with moderate
levels of student competition for grades and recognition,
teacher control, student contribution in classroom activities,
as well as the teacher’s use of new techniques and
encouragement of creative thinking.

Table 2
Means and Standard Deviations of the CES Subscales for
the Total Participant Group (N = 36)

Table 3
Means and Standard Deviations of the CES Dimensions by
School Level of Field Experience*

CES Dimension by Week 1 of Week 8 of Week 16 of
School Level the Field the Field the Field
Experience  Experience  Experience
M SD M SD M SD
Relationship
High School 733 195 732 216 746 2.08

Middle School 6.83 244 736 244 769 236

Personal Growth or
Goal Orientation

High School 6.67 209 715 188 696 193
Middle School 671 202 733 154 725 1.39
System
Maintenance &
Change
High School 709 200 7.08 207 688 201

Middle School 748 187 717 213 7.06 2.07

*High School N = 24; Middle School N = 12

Table 4
Means and Standard Deviations of the CES Subscales by
School Level of Field Experience*

CES Dimension by Week 1 of Week 8 of Week 16 of
School Level the Field the Field the Field
Experience  Experience  Experience
M SD M SD M SD
Involvement
High School 775 205 775 283 7.1 269

Middle School 6.58 2.68 750 254 833 2.06

CES Week 1 of the Week 8 of the Week 16 of the
Subscales Field Field Field

Experience Experience Experience
M SD M SD M SD

Involvement 7.39 2.31 7.67 2.70 7.92 2.49

Affiliation 6.36 2.70 6.86 2.47 7.31 2.30

Teacher 7.78 1.35 7.47 154 7.39 1.76

Support

Task 7.53 2.31 8.08 1.79 8.00 1.87

Orientation

Competition 5.83 1.78 6.33 1.74 6.11 1.63

Order & 8.28 2.06 8.36 181 8.11 1.86

Organization

Affiliation

Rule Clarity 8.64 1.55 8.22 1.76 8.31 1.79

High School 6.38 248 6.79 245 713 211

Middle School 633 320 7.00 263 767 271
Teacher Support

High School 788 133 742 121 754 144

Middle School 758 144 758 215 7.08 231

Teacher 5.42 2.06 5.58 2.37 5.06 2.19
Control
Innovation 6.56 2.20 6.28 2.46 6.28 2.24

Data in this study was also grouped and analyzed
based on the school level experience (High School and
Middle School).  The statistical test revealed that no
significant changes were found in the perceptions of an
ideal or preferred classroom environment based on the
school level experience (Table 3). As such, the participants
remained somewhat consistent on the all three CES
dimensions.

Task Orientation

High School 742 239 808 204 788 207

Middle School 775 222 808 124 825 142
Competition

High School 592 179 621 172 6.04 178

Middle School 567 183 658 183 6.25 1.36

Order &
Organization

High School 821 198 813 192 788 192

Middle School 842 231 883 153 858 173
Rule Clarity

High School 842 182 825 203 838 197

Middle School 9.08 067 817 111 817 140

Teacher Control
High School 525 205 563 220 504 214
Middle School 575 214 550 278 5.08 239

Innovation
High School 6,50 217 6.33 214 6.21 2.00
Middle School 667 235 617 310 642 275

*High School N = 24; Middle School N = 12

Finally, the data in this study was also examined
in regards to the nine subscales of the CES based on the
school level field experience setting (High School and
Middle School). As Table 4 indicates, the participants
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were somewhat consistent on the subscales of Involvement,
Affiliation, Teacher Support, Task Orientation, Order &
Organization, and Rule Clarity indicating a relative
preference of these attributes in an ideal classroom
environment. The three subscales of Competition, Teacher
Control, and Innovation indicate a preferred classroom with
moderate levels of these components.

The analysis of the data based on the participants’
content major and gender did not yield any significant
and/or statistical differences.

Discussion

The focus of this exploratory study was to
investigate the effect of a 16 week initial field experience,
and the school level of the field experience, on secondary
pre-service teachers’ perceptual changes of an ideal
classroom environment.  Although relatively consistent
throughout their initial field experience, these perceptions,
or preferences, focused mainly on attributes that contribute
to a classroom environment conducive to academic success.

The analysis of the data regarding the three
dimensions of the CES for the total participant group
indicates that the perceptions of an ideal classroom
environment includes preferences for a classroom that
supports student involvement, a feeling of friendship
between students, and teacher support of students. This
finding is similar to Allodi’s (2010) study on the climate in
educational environments and Zedan’s (2010) study on
classroom climate. Both studies’ results revealed that
classroom environments are influenced by relationships
among students, the relationships between teachers and
students, and a sense of involvement.

Additionally, completing planned activities,
organized and coherent functions in the classroom, and a
variety of class activities indicates a reasonable preference
of an ideal classroom environment for the participants of
this study.

The analysis of the data regarding the nine
subscales reveals a more in-depth view of the participants’
preferences of an ideal classroom environment. These
preferences include classrooms where students participate
in classroom activities, have a sense of friendship among
class peers, experience teacher support, complete planned
activities, maintain a level of order and organization, and
have established rules and procedures.

One additional finding based on the nine subscales
indicates that the participants prefer a classroom with
moderate levels of student competition for grades and
recognition, teacher control, student contribution in
classroom activities, as well as the teacher’s use of new
techniques and encouragement of creative thinking. Two of
these preferences, student competition for grades and
recognition along with teacher control, may not necessarily
be optimal for student success in the classroom (Nichols &
Zhang, 2011).

Since these preferences emerged during an initial
field experience, intermediate and advanced field

experiences may influence these preferences. As Kagan
(1992) states, field experiences represent an important
opportunity for changing pre-service teachers' beliefs that
may lead to more effective teaching behavior.

However, students’ contributions in classroom
activities, and new techniques and encouragement of
creative thinking have been reported as classroom
components for student success (Patrick et al., 2011; Meece
et al., 2006).

As with any research endeavor, the findings of this
exploratory study should be considered in light of some
limitations. First, the sample size (N = 36) in this study
may limit the generalizability of the findings. Future
research could increase the participant number as a means
of presenting a broader view of pre-service teachers’
perceptions of an ideal classroom setting as measured
during an initial field experience.

Second, data was only collected during an initial
field experience. Although a viable level of field
experience to investigate, additional research in this area
could follow and collect data as the participants complete
intermediate and advanced field experiences. This may
provide useful information regarding the effect these levels
of field experiences have on pre-service teachers’ changing
perceptions, or preferences, of attributes that contribute to a
classroom environment conducive to academic success.

Finally, the initial field experiences that the
participants in this study completed did not represent an
even distribution among the school settings. This may also
limit the generalizability of the findings. Future research
could focus on just one school level which may provide a
more extensive view of pre-service teachers’ perceptions of
an ideal classroom environment at that particular school
level.

Since research has shown that a positive
classroom environment affects students’ academic
achievement, the classroom environment is an important
issue to focus on during initial, immediate, and advanced
levels of field experiences in teacher preparation. In this
study, the participants’ perceptions of an ideal classroom
environment focused primarily on those attributes that
contribute to academic success. This suggests that teacher
education programs design field experiences that assist

prospective  teachers’ in  establishing  classroom
environments that positively motivate students’ academic
learning.

Field experiences are a critical component of
teacher preparation and can benefit pre-service teachers in
multiple ways, including the opportunity to connect the
conceptual and theoretical knowledge gleaned from teacher
preparation coursework. Given the level of the field
experience, the focus for the pre-service teacher may vary.
However, field experiences must be carefully structured to
provide the learning desired and the learning that
encompasses all aspects of the professional role (Hanline,
2010).
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In addition to procedural concerns and routine
tasks, field experiences that address aspects of the
classroom environment will better prepare prospective
teachers for their future classrooms and schools. As Fraser
and Tobin (1991) have found, the environment of the
classroom is a teaching construct that consistently
influences academic learning.

References

Allodi, M. (2010). Goals and values in school: A model
developed for describing, evaluating and changing
the social climate of learning environments. Social
Psychological of Education: An International
Journal, 13(2), 207-235.

Baek, S., & Choi, H. (2002). The relationships between
students’ perceptions of a classroom environment
and their academic achievement in Korea. Asia
Pacific Education Review, 3(1), 125-135.

Clift, R. T., & Brady, P. (2005). Research on methods
courses and field experiences. In M. Cochran-
Smith & K. M. Zeichner (Eds.), Studying teacher
education: the report of the AERA panel on
research and teacher education (pp. 309-424).
Mahwah, NJ: Erlbaum.

Darling-Hammond, L. (2003). Keeping good teachers:

Why it matters, what leaders can do. Educational
Leadership, 60(8), 6-13.

Doll, B., Spies, R. A., LeClair, C. M., Kurien, S. A., &
Foley, B. P. (2010). Student perceptions of
classroom learning environments: Development of
the classmaps survey. School Psychology Review,
39(2), 203-218.

Evans, I. M., Harvey, S. T., Buckley, L., & Yan, E. (2009).
Differentiating classroom climate concepts;
academic, management, and emotional
environments. Kotuitu, New Zealand Journal of
Social Sciences Online, 4(2), 131-146.

Evertson, C. M., Emmer, E. T., & Worsham, M. (2006).
Classroom management for elementary teachers.
New York: Pearson.

Fletcher, S. S., & Luft, J. A. (2011). Early career
secondary science teachers: A longitudinal study
of beliefs in relation to field experiences. Science
Teacher Education, 1126-1146.

Fouts, J. T. (1990). Female students, female teachers, and
perceptions of the social studies classroom. Social
Education, 54(7), 418-420.

Fraser, B. J. (2007). Classroom learning environments. In
S. K. Abell & N. G. Lederman (Eds.), Handbook
of research on science education (pp. 103-124).
Mahwah, NJ: Lawrence Erlbaum Associates.

Fraser, B. J., & Fraser, D .L. (1986). Using short forms of
classroom climate instruments to assess and
improve classroom psychosocial environment.
Journal of Research in Science Teaching, 23, 387-
413.

Fraser, B. J., & Tobin, K. (1991). Combining qualitative
methods in classroom environment research. In B.
J. Fraser & H. J. Walberg (Eds.), Educational
environment:  Evaluation, antecedents and
consequences (pp. 271-292). Oxford, UK:
Pergamon.

Grayson, J. L., & Alvarez, H. K. (2008). School climate
factors relating to teacher burnout: A mediator
model. Teaching and Teacher Education, 24,
1349-1363.

Guin, K. (2004). Chronic teacher turnover in urban
elementary schools. Education Policy Analysis
Archives, 12(42), 1-25.

Hanline, M. (2010). Preservice teachers’ perceptions of
field experiences in inclusive preschool settings:
Implications for personnel preparation. Teacher
Education and Special Education, 33(4), 335-351.

Kagan, D. M. (1992). Implication of research on teacher
belief. Educational Psychologist, 27(10), 65-90.

LaRocque, M. (2008). Assessing perceptions of the
environment in elementary classrooms: The link
with achievement. Educational Psychology in
Practice, 24(4), 289-305.

Liaupsin, C., Umbreit, J., Ferro, J., Urso, A., & Upreti, G.
(2006). Improving academic engagement through
systematic, function-bases intervention. Education
& Treatment of Children, 29, 573-591.

Martin, N. K., Sass, D. A., & Schmitt, T. A. (2012).

Teacher efficacy and student engagement, instructional
management, student stressors, and burnout: A
theoretical model using in class variables to

predict teachers' intent-to-leave. Teaching and Teacher
Education, 28, 546-559.

McEachron, G., Baker, C., & Bracken, B. (2003). What
classroom environments tell about the pedagogical
aspects of subject matter. School Psychology
International, 24(4), 462-476.

Meece, J. L., Anderman, E. M., & Anderman, L. H. (2006).
Classroom goal structure, student motivation, and
academic achievement. Annual Review of
Psychology, 57, 487-503.

Montecinos, C., Walker, H., Rittershaussen, S., Nunez, C.,
Contreras, |., & Solis, M. (2011). Defining content
for field-based coursework: Contrasting the
perspectives of secondary preservice teachers and
their teacher preparation curricula. Teaching and
Teacher Education, 27, 278-288.

Moore, R. (2003). Reexamining the field experiences of
preservice teachers. Journal of Teacher
Education, 54(1), 31-42.

Moos. R. H., & Trickett, E. (1974). Classroom
environment scale manual. Palo Alto, CA:
Consulting Psychology Press.

Moos, R. H., & Trickett, E. (1986). Classroom
environment scale manual. (2™ ed.). Palo Alto,
CA: Consulting Psychology Press.



Current Issues in Education Vol. 17 No. 3

Ng, W., Nichols, H., & Williams, A. (2010). School
experiences influences on pre-service teachers'
evolving beliefs about effective teaching.
Teaching and Teacher Education, 26, 278-289.

Nichols, J. D., & Zhang, G. (2011). Classroom

environments  and student empowerment: An analysis

of elementary and secondary teacher beliefs.

Learning Environment Research, 14, 229-239.

Patrick, H., Kaplan, A., & Ryan, A. M. (2011). Positive
classroom motivational environments:
Convergence between mastery goal structure and
classroom social climate. Journal of Educational
Psychology, 103(2), 367-382.

Phifer, S. J. (2007). Unsuccessful student teachers.
Childhood Education, 83(4), 224.

Pickett, L., & Fraser, B. (2010). Creating and assessing
positive  classroom  learning  environments.
Childhood Education, 86(5), 321-326.

Raviv, A., Raviv, A., & Reisel, E. (1990). Teachers and
students: Two different perspectives?! Measuring
social climate in the classroom. American
Educational Research Journal, 27(1), 141-157.

Skrobola, N., & Knowles, J. (1992, April). We watched
them fail: University supervisors perceptions of
preservice teachers who failed student teaching.
Paper presented at the Annual Meeting of the
American Educational Research Association. San
Francisco, CA.

Trickett, E. J., & Quinlan, D. M. (1979). Three domains of
classroom environment: Factor analysis of the
classroom environment scale. American Journal
of Community Psychology, 7(3), 279-291.

Wilson, M. S., Floden, R. E., & Ferrini-Mundy, J. (2002).
Teacher preparation research: An insider's view
from the outside. Journal of Teacher Education,
53(3), 190-204.

Wilson, S. M., Floden, R. E., & Ferrini-Mundy, J. (2001).
Teacher preparation research: Current knowledge,
gaps, and recommendations. Seattle: Center for
the Study of Teaching and Policy, University of
Washington.

Zedan, R. (2010). New dimensions in the classroom
climate. Learning Environment Research, 13, 75-
88.



Human-Computer Interaction Factors in Designing Educational Video Games

Avrticle Citation
Bartelheim, F. J., & Conn, D. R. (2014). Secondary pre-service teachers' perceptions of an ideal classroom environment.
Current Issues in Education, 17(3). Retrieved from http://cie.asu.edu/ojs/index.php/cieatasu/article/view/1267

Author Notes

Frederick J. Bartelheim
University of Northern Colorado
School of Teacher Education
McKee 284

Greeley, Colorado 80639
frederick.bartelheim@unco.edu

Frederick J. Bartelheim is a Professor in Educational Foundations and Curriculum Studies in the School of Teacher
Education at the University of Northern Colorado. He is the Coordinator of the Masters of Arts in Teaching: Curriculum
Studies Program. His research interests include teacher preparation, educational foundations, curriculum, and web-based
teaching.

Daniel R. Conn

University of Northern Colorado
School of Teacher Education
McKee 216

Greeley, Colorado 80639
conn0906@bears.unco.edu

Daniel R. Conn is a doctoral student in the School of Teacher Education at the University of Northern Colorado, pursuing his
Ed. D. in Educational Studies: Curriculum, Innovations, and Education Reform. His research interests include teacher
preparation, curriculum, rural education, and web-based teaching.

Current Issues in Education

Mary Lou Fulton Teachers College + Arizona State University
PO Box 37100, Phoenix, AZ 85069, USA

I N
y

Manuscript received: 07/19/2013
Revisions received: 05/07/2014
Accepted: 05/07/2014


mailto:frederick.bartelheim@unco.edu
mailto:conn0906@bears.unco.edu

Current Issues in Education Vol. 16 No. 3

H
p— Current Issues in Education
Mary Lou Fulton Teachers College « Arizona State University

PO Box 37100, Phoenix, AZ 85069, USA

Volume 17, Number 3 November 23, 2014 ISSN 1099-839X

Authors hold the copyright to articles published in Current Issues in Education. Requests to reprint CIE articles in other
journals should be addressed to the author. Reprints should credit CIE as the original publisher and include the URL of the
CIE publication. Permission is hereby granted to copy any article, provided CIE is credited and copies are not sold.

%’ Mary Lou Fulton
Teachers College

ARIZONA STATE UNIVERSITY

Editorial Team

Executive Editor
Constantin Schreiber

Assistant Executive Editor
Anna Montana Cirell

Authentications Editors Layout Editor Copy Editors/Proofreaders
Lisa Marie Lacy Constantin Schreiber Lucinda Watson
Tray J. Geiger Tray J. Geiger

Section Editors

RikkiLynn Archibeque Evelyn Concepcion Baca Isaac Lamont Bickmore
Tray J. Geiger Darlene Michelle Gonzales Megan Hoelting
Niels Piepgrass Kevin J. Raso

Faculty Advisors
Dr. Gustavo E. Fischman
Dr. Jeanne M. Powers

10



