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FOREWORD
In 1962 the Committee on Studies of The American Association of

Colleges for Teacher Education appointed a Subcommittee on School-
College Relationships in Teacher Education to focus attention on the
relationships of schools and colleges in providing laboratory experiences
in teacher education. The Association for Student Teaching joined this
venture, and the two groups have coordinated their efforts through this
Subcommittee. The Workshop-Symposium, held in 1966 or the campus
of the Indiana University of Pennsylvania, culminated the Subcommit-
tee's activities. This publication is the product of that conference.

The work of this Subcommittee, as evidenced by this publication
and its two previous publications, Cooperative Structures in School-
College Relationships for Teacher Education and School-College
Relationships in Teacher Education: Report of a National Survey of
Cooperative Ventures, has been noteworthy. The movement of many
of the prestudent teaching and student teaching experiences from the
campus laboratory school to the schools in neighboring communities,
frequently remote from the college, has created difficult problems. That
these problems often were solved by default only served to delay the
time when the school systems and teacher education institutions must
face them directly. The interest of some state departments of education
and state legislatures, and currently the United States Congress, in
legislation to help solve some of the problems related to student teach-
ing and other laboratory experiences, underlines the importance of the
problem.

It is imperative that the educational community, including all of
the component parts which are related to the teacher education function,
take immediate steps to clearly delineate the problems related to this
area and set up guidelines for a number of possible solutions to them.
The workshop of Indiana, Pennsylvania, and this resulting publication
have made a significant contribution to these ends.
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The 256 people at the Workshop-Symposium, the Subcommittee
of the Committee on Studies, and other members of AST and AACTE
who have made contributions to this effort are to be commended. We
especially congratulate E. Brooks Smith, Hans Olsen, and Patrick
Johnson for their work in editing this publie-ation.

Dorothy McGeoch
President-1966
The Association for Student Teaching

Edward C. Pomeroy
Executive Secretary
The American Association of Colleges

for Teacher Education
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PREFACE

In the last several years there has been an accelerating movement
toward more collaboration in teacher education, particularly the labora-
tory phase. The problems encountered by personnel from schools,
colleges, state departments of education, professional organizations,
and the federal government have made many aware of the need for
cooperative arrangements involving schools, colleges, and related
agencies. It has become clear to them that no one of these institutions
or agencies can successfully "go-it-alone" in the education of teachers,
either preservice or in-service. As a result, some institutions and
agencies have already established cooperative ventures. Others want
information which will assist them in developing working partnerships.
Still others, while not denying the problems, are not sure that collabora-
tion is the answer. They want to study further this and other possible
alternatives. In any case, interest in partnerships continues to grow.

This publication serves several purposes. First, it is .a report of the
1966 Summer Workshop-Symposium on "School-College Partnerships
in Teacher Education," cosponsored by The Association for Student
Teaching and The American Association of Colleges for Teacher Edu-
cation. The Workshop-Symposium was held in August, 1966, on the
campus of Indiana University of Pennsylvania. Some 250 participants
attended. They came from public schools, private schools, campus
schools, public colleges and universities, private colleges and universi-
ties, state departments of education, professional organizations, and the
federal government. They listened to descriptions of current coopera-
tive ventures presented by representatives of the sponsoring institutions
and agencies and then scrutinized and analyzed these ventures in small
group sessions. They listened to recognized authorities who presented
information necessary for inteffigent consideration of working partner-
ships in teacher education. They were also members of small groups
which investigated a topic of particular relevance to the theme, or
worked to refine existing models for collaborative structures.
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Second, building from the base provided by the Workshop-
Symposium program, this publication presents additional relevant
thinking necessary for the continued refinement of the concept of
partnership programs in teacher education. No brief wcirkshop can
possibly include all important related information, ideas, and points of
view. New programs, new ideas, and new formulations of existing
knowledge come to attention regularly. This, then, is also an attempt
to present that which could not be included in the program of the
Workshop-Symposium, and that which has come to light since the
conference.

In a very real way the third purpose of this publication is to serve
as a follow-up to two previous Reports by the AACTE Subcommittee
on School-College Relationships: School-College Relationships in
Teacher Education: Report of a National Survey of Cooperative Ven-
tures,' and Cooperative Structures in School-College Relationships for
Teacher Education.2 Increasing interest in the concept, rapid growth
of programs, and development of new knowledge dictated the need for
supplementing and up-dating the two earlier reports. Thus, this may
be viewed as the third in a series of publicafions devoted to helping
those interested in teacher education to stay abreast of changes and to
be prepared to exercise enlightened leadership.

1 Smith, E. Brooks, and Johnson, Patrick, editors. School-College Relationships
in Teacher Education: Report of a National Surrey of Cooperative Ventures.
Washington, D.C.: The American Association of Colleges for Teacher Edu-
cation, 1964. 70 pp.

2 Subcommittee on School-College Relationships in Teacher Education of the
Committee on Studies. Cooperative Structures in School-Cogege Relation-
ships for Teacher Education. Washington, D.C.: The American Association
of Colleges for Teachar Education, 1965. 106 pp.
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Reflections on a Conference
PHILIP W. PERDEW
Professor of Education

University of Denver

Has Student Teaching a Future?

Student teaching can't possibly work. But here it is, and it has
been here for a century or more. We are like the bee which, I under-
stand, is poorly engineered aerodynamically, but who, in his blissful
ignorance, flits about with apparent ease and even makes a little honey
on the side. We don't know that it won't work, so we go ahead and do
it anyway; meanwhile alternately complaining of its inadequacy, blast-
ing cooperating teachers who don't cooperate our way or who don't
even teach, or taking pot shots at college supervisors who rarely are
available when needed or, when available, only interfere rather than
help. So, meetings which involve cooperating teachers and college
supervisors, or either group alone, when student teaching is discussed,
revolve around such issues, not inconsequential issues, really, as: Shall
cooperating teachers be paid; and if so, how much and by whom; or
who shall give the grade in student teachingthe cooperating teacher
or the college supervisor? These are lower-level but "heart" or "gut"
level issues (depending on your taste for romantic or contemporary
literature) since they are relevant to the big issue of "who's in charge
here."

A workshopper, an "old hand," was overheard to say of the
Workshop-Symposium, "This is a watershed conference." History will
take care of the long-range significance of the conference for the total
profession, but the meeting held meaning for many persons because it
focussed their attention on the fundamental question of the viability of
teacher education programs in whichand this is most of themthe
vital laboratory experience phase is operated on sufferance rather than
cooperation in a joint enterprise.

Some long for the halcyon days when the whole of teacher educa-
tion was under the control of the university, the college, or more likely,
the normal school, where the campus school had as a primary purpose
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, their first allegiance to their school systems. The aims of the school are
implemented in the classroom. When the aim of the education of
teachers has low priority, as it does in most situations, the cooperating
teacher is reluctant to give it the attention which it needs. To achieve
status and recognition in the school system through excellence as a
cooperating teacher may well be difficult or, at best, slow in coming
If the school accepts teacher education as a high priority responsibility,
and if this responsibility is adequately interpreted throughout the school
system, cooperating teachers can more readily see their dual role as
teachers of children and teachers of teachers.

Cooperative Ventures

In the spring of 1962, The American Association of Colleges for
Teacher Education appointed a Subcommittee of the Committee on
Studies to look into the matter of school and college relations in teacher
education laboratory experience. The Association for Student Teaching
appointed a member of the Subcommittee as well, so the two organiza-
tions have been intimately involved throughout the study. Early in its
work the Committee sent out an inquiry to the AACTE member insti-
tutions to discover whether there were any unusual cooperative struc-
tural arrangements involving schools and colleges. They found some
and published their findings in 19641 and 1965.2 The Committee found
variety and originality in purposes, institutions involved, structures, and
extent of cooperation between schooLs and colleges.

Several of the colleges and their related schools were invited to
submit their programs to the critical analysis of their colleagues at other
institutions at the 1966 Workshop-Symposium. This was a major activity
of the conference. -

Student Teaching Centers:

Individual institutions have structured relationships with one or
more school districts with the primary objective of improving the labo-
ratory phase of teacher education. These structures generally provide
for the school to assume a higher degree of responsibility for teacher
education than the conventional provision of student teaching stations.
Some involve joint responsibility for supervision of the total laboratory
program. Others involve joint planning for the program for instruction
of cooperating teachers. Still others include joint planning of varied
laboratory experiences extending well beyond student teaching Some
plans call for all of the above, plus cooperative planning of other
aspects of the teacher education program. Joint responsibility for
financing planning and control is carried out through various structures
and procedures, but all three responsibilities are implicitly or explicitly
involved.

i smith and Johnson, op. cit.
2 subcommitt' ee on School-College Relationships in Teacher Education, op. cit.
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The limitations and inadequacies of conventional student teaching
arrangements, which carry with them divided allegiance and contradic-
tion in purposes, cause the student teaching center to be intriguing as a
model institution for the future. True cooperation with joint responsi-
bility can change sufferance to succorance, provide a focus for allegiance
of both cooperating teacher and college supervisor, and modernize the
old campus school concept in terms of present realities.

Sainthood for promoters of the student teaching center may yet
h., delayed, due not alone to human frailties, but also to limitations in
conception. Generally speaking, student teaching centers suffer from
viewing the laboratory experience phase of teacher education as cul-
minafing in a one-to-one relationship of a student teacher, a cooperating
teacher, and a class of children. Margaret Lindsey, in the concluding
speech of the workshop, stated, "The present notion of student teaching
will fade out of existence." Replacing it, in her judgment, will be a
variety of experiences suitable for the various levels of readiness achieved
by the student during his preservice preparation. Lindsey speculated
that the school of the future would be a laboratory for the study of
education in which prospective teachers would play a variety of roles.
The student teaching center may become a transitional institution mov-
ing toward a new structure with new roles, but still with the necessary
component of joint venturing with schools and colleges playing coopera-
tive, but varying, roles.

Affiliated Schools:

Critical analysis was also applied to some institutional arrange-
ments which included joint responsibilities in research and development
relating to curriculum and teaching methods. Some of these arrange-
ments are substantially supported by federal funds; others are financed
within the institutions. They share Lindsey's interest in pumping vitality
into faculties, both college and school, through involvement in the pro-
motion of change toward meaningful goals.

Student teaching is not the focus of this type of relationship. In
most cases the fact is quite the contrary. In this type of relationship,
the college attempts to "catalyze" change, test ideas, and keep teaching
relevant. Probably schools and colleges come together to serve some
other human and institutional needs such as prestige, succorance, or
securing federal or foundation funds. Hetenyi pointed out the reality of
serving the different needs of varied institutions through activities which
represent a coincidence or convergence of these needs on a common
activity.

Institutional arrangements of this kind have the potentiality of pro-
viding a variety of laboratory experiences for college students at both
preservice and in-service levels. As prospective teachers become involved
in research activity where the children arein the classroomthey
can learn to e teaching as a research-oriented activity. If to college

3
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students at the preservice stage are left the chores of counting, tabu-
lating, mark-sensing for the computer, and similar tasks, they may well
lose their interest in teaching. The challenge to the administrators
of such programs is to utilize them to their maximum learning potential
for teachers as well as laboratories for testing ideas or collecting solid
data for publication.

State Programs:

Some of the workshoppers examined state programs for student
teaching. West Virginia and Georgia have been trying to improve
student teaching through the leadership of the state departments of edu-
cation for several years. Texas ins,:ituted a state-wide improvement plan
with legislative support in recent years. Differences in state size, popu-
lation, and general character have led to varied purposes and structures,
all of which merit study for their applicability elsewhere.

State or regional plans have a significant potential which has not
yet been fully realized. They suffer from their narrow focus on student
teaching in a conventional mold, and the limited funds which have been
the lot of state departments of education. New funds make possible
new goals and new activities. The possibilities inherent in an organiza-
tion that is not limited to a single school district, or to one institution
of higher education, could provide a freedom to encourage innovation
beyond the scope of other organizations.

Educational Laboratories:

The educational laboratory concept in federal legislation, with
Office of Education sponsorship, has just been born. It is so new, so
inexperienced, that no provision was made for analyzing it at the
Workshop-Symposium. Wayne Reed of the U.S. Office of Education
did not even refer to it as one of the aspects of federal interest in
school-college cooperation in laboratory experience. Perhaps the full
potential is not yet understood, although Lindsey did give attention to
it in her later address. Like the state departments of education, it has a
freedom and a responsibility extending well beyond single colleges or
school systems. It, too, has a potentiality for developing the new teacher
education institution, drawing upon the strong characteristics of the
laboratory (campus) school and incorporating Lindsey's research-
oriented school. It can provide for the involvement of prospective
teachers in a variety of creative activities if it will pick up this
challenge.

Study Groups

The general theme of college-school cooperation was included in
the plan, even though the topics exceeded the bounds of such an idea
when it is narrowly conceived. Topics were chosen because of their
continuing interest or "frontier" thinking possibilities. Most of the

6



topics suggest potentialities for cooperative action among schools and
colleges, even leading to cooperative structures. Among such topicswere the following:

1. In-service education of supervising teachers and college
supervisors

2. Federal, state, and local support of student teaching
3. The internship
4. Prestudent teaching laboratory experience
5. Continuing teacher education
6. The clinical professor and joint appointments
7. Team supervision.

One topic which did not seem to imply the necessity for cooperative
structures was that group in which I participated, "simulation techniquesin teacher education," but the group discussion on that topic also turnedin that direction. Roles to be played by both schools and collegesseemed to call for partnership and probably cooperative structures aswell.

Since study groups staved together and dealt with a single topic
throughout the several sessions allocated to this type of activity, onlytwo persons at the conference were in a position to have a very clear
knowledge of the variety of approaches and concerns. James Nickerson
and Hans Olsen circulated among the groups and led the summary
report sessions. That aspect of the Workshop-Symposium will be re-viewed in a later section. Here, however, we can take a look at the
study group on simulation techniques from the viewpoint of one of the
twenty group members.

In preparing for the group study, I reviewed several articles which
included "simulation" in the title, and came to the conclusion that I had
happened onto the new "fad" term for the next few years. Such a widevariety of activities were included that it was almost impossible to dis-
cover a definition which would cover them all. Instead, we confined ourdiscussion to activities which are similar to teaching and observing, but
which are not, in fact, carried on in the regular classroom. That wasstill somewhat ambiguous, so we chose to emphasize those which in-volved the use of "new" media such as audio- or videotapes of teaching
situations, intermittent photography, and micro-teaching with videoplayback. We also included more traditional approaches, such as thecollege student's teaching his fellow students as if they were high school
pupils.

Certainly some of these activities can be carried on without thepartnership of schooLs or school systems. Furthermore, one of the
reasons for using simulation in teacher education is to substitute campusactivities for some field experiences. The latter are increasingly difficultto arrange with adequate quality controls and in sufficient numbers to
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meet the rising tide of teacher education enrollments. On the other hand,
several of the simulation activities involve arrangements with the
schools. The development of videotapes of selected teaching activities
requires the cooperative participation of schools and teachers. The level
of mutual confidence required for taking teaching episodes out of the
classroom for scrutiny and analysis by college students is necessarily
higher than simply permitting a student or a group of students to visit
a classroom and observe. Yet, this mutuality is necessary if video-
taping, or even audiotaping, is to occur. In addition, micro-teaching,
which is done with groups of five or six children, may well require
assistance from the school for the recruitment of micro-teaching pupils.
Again, this requires mutual confidence which may necessitate coopera-
tive structures.

Simulation may well replace prestudent teaching laboratory experi-
ences or even traditional student teaching. It will present new and
unfamiliar problems. This novelty and unfamiliarity may well be an
avenue to new qualities in cooperation. As we all feel the insecurity of
a bold new venture, we may be drawn closer together for mutual aid
and support.

General Sessions

Foundations for Modern Teacher Education:

Three of the general session speakers dealt with topics which were
not necessarily directly related to the theme of the Workshop-Sym-
posium. Herbert LaGrone spoke on "Conceptualizing Teaching,"
clarifying and extending some of the ideas which he had developed and
presented earlier as the foundation of the work of the AACTE Teacher
Education and Media (TEAM) project. Karl Openshaw spoke oil the
topic of "Research in Teaching." Arthur Combs, in speaking on
"Teacher EducationA Problem in Becoming," dwelt upon certain
aspects of perceptual psychology and their significance for-the education
of teachers, as he had done earlier in his brief book, The Professional
Education of Teachers.8 The choice of these three speakers and their
topics provided a stimulating contrast in approaches to teacher
education. To some extent Margaret Lindsey harmonized the three
approaches in her concluding banquet speech. All of the speeches
proved to have implications for changing school-college relationships,
even though they were not pointed in that direction.

LaGrone emphasized the ability of college students to understand
teaching through analysis of the teaching process. This approach
depends upon study on the campus, so to speak, rather than in the
field, although it would culminate in a field experience of some kind.
Students would analyze child growth and learning, but a particular

$ Combs, Arthur Wright. 'The Professional Education of Teachers: A Perceptual
View of Teacher Preparation. Boston: Allyn and Bacon, 1965. 134 pp.
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emphasis would be on teaching behaviors. This emphasis would be on
generally applicable teaching behavior as well as specific approaches to
individual subjects. A further aspect is that of understanding majordisciplines and how knowledge is developed in each of them. TheLaGrone approach can be referred to as cognitive, depending uponreasoning rather than direct experience. The cognitive approach is not,however, divorced from experience, but utilizes a variety of the newer
media to bring selected and systematized aspects of teaching to thecollege classroom through film, audiotapes, videotapes, and other de-vices. This experience is vicarious rather than direct in appearance, butit does allow for systematic analysis of teaching well beyond that whichis feasible under conventional observation, participation, or studentteaching. The cognitive approach to teacher education also finds muchof its data in research on teaching behavior which Openshaw reviewedand developed for the conference.

Implicit in the cognitive approach is the collection of films or tapesfrom actual teaching situations. To obtain these as well as research data
will necessitate the participation of the schools. Partnership betweenschools and colleges will be necessary to a more intimate degree than
tradition or convention has encouraged.

Openshaw was frankly behavioristically oriented as he discussed
research in teaching. He criticized much c; conventional teacher edu-cation and educational research for its lack of behavioral orientation.
"Current content and method have been generated almost exclusively
on logical grounds without explicit empirical reference to a clear defini-tion of criterion behavior. . . . Criterion measures of immediate andlonger-range learner behavior for both the teacher educator and for thestudent in programs of teacher education must be established." Further-
more, he asserted that the surest road to improving teacher educationwas through research concerning teaching as a composite of behaviors."The concept which holds the greatest promise for providing a base forthe substance of teacher education, that is demonstrably relevant toactual teaching, is the analysis, description, and understanding of theteaching task itself." The research, which was cited by Openshaw as
illustrative of the direction in which we are moving, involved systematic
observation and analysis ofIegular teachers in action.

It is obvious that OpMhaw's view of the road ahead in teachereducation is consistent with LaGrone's in that research will providedata, including systems of analysis, which prospective teachers will useas a basis of their cognition. Lindsey added an important supple-
mentary idea in suggesting that prospective teachers be involved in the
research process along with experienced teachers and college instructors,and that this be a significant part of their laboratory experience.

Combs looked at teaching from his background of thirty years ofexperience in clinical psychology, counseling and psychotherapy, andteaching. From this background, he saw teachers, priests, social work-ers, and others in the helping professions as successful to the extent
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that they are authentic persons. This stance put his ideas in direct
opposition to those of LaGrone and Openshaw in almost every respect.
"What makes an effective professional worker is not a question of his
behaving in any particular way. Rather, it seems to be a matter of how
effectively he has learned to use his unique self in carrying out the func-
tions of his particular branch of the helping professions he is reiponsible
for." To become a teacher, a student must become a self and grow in
his understanding of the use of his self as an instrument for assisting
the growth of selfhood in other persons. Some harmony of Combs
with LaGrone and Openshaw came in his recognition that traditional
teacher education in its behavioral emphasis had achieved some success
"because the critical examination of behavior may involve an indi-
vidual in an examination of his purposes and beliefs. . . . This is
plubably why our confidence that examination of behavior will change
it is so widespread." Combs disagrees with this approach because it is
too limited. "Seeing the production of teachers as a problem in becom-
ing, however, calls for a different emphasis upon the development of
beliefs, values, purposes, and personal meanings instead of behavior."

Combs suggested that prospective teachers find meaning in their
preparation through extended laboratory experience in contact with
childten and the critical analysis of that experience. This should com-
mence as early as the student identifies teaching as his professional goal
and continue throughout his college program and the first year of
teaching. Presumably, it would not end there, but the teacher might,
by then, be able to continue his own education with the same
orientation.

The implementation of the Combs procedure obviously implies
close relationship between schools and colleges. To have confidence
that the experience is significant in promoting the development of self-
hood, schools and colleges would need to have clear understandings of
the functions which were being promoted, and this understanding would
need to extend most particularly to the classroom teacher level. The
difficulties in finding excellent spots for laboratory experience would
be a limitation or a challenge for those who vuld operate such a
program. Interestingly enough, the procedures fe6r providing extended
prestudent teaching laboratory experience have been around for many
years, but the qualities which Combs would seek have not been
achieved. It is the affective qualities which Combs advocated which
would make the difference between one kind of "traditional" teacher
education and that which he seeks.

Lindsey's speech, at the banquet which concluded the conference,
has been referred to several times already. She was not obliged to
summarize what had gone before, but, in many respects, she provided
a harmonization and a synthesis of the sharply contrasting viewpoints.
Furthermore, she looked ahead to the significance of educational
laboratories and the participation of prospective as well as experienced
teachers in them. The educational laboratory will also help to break

10

;



down the discrete separation of preservice and in-service education.
The practice of teaching will include the critical analysis of teaching,
and we shall have students of teaching at various maturity levels.

Focus

The Workshop-Symposium was, in all probability, many things to
many people. The view depends upon the point from which it was
taken. With 256 people from all parts of the United Statesin profes-
sional positions in the federal government, state departments of edu-
cation, public and private schools, college laboratory schools, public
add private colleges and universities, and professional organizationsa
great variety of viewpoints was present. From the viewpoint of the
author, the scene became integrated in spite of its apparent chaos of
varied activities and contrasting ideas, vigorously and articulately
expressed.

Closer school and college relationships arc imperative. New
mechanisms and new structures arc being formed. These new structures
call for new roles and fundamental rearrangements of responsibilities.
Schools are finding their way toward including teacher education as a
primary, high-priority function. Customary arrangements for student
teaching are being remodeled here and there. Student teaching in the
old form is becoming increasingly ineffective and impossible. A replace-
ment is overdue. For change to become progress, the ferment in
teacher education needs full cooperation of schools and colleges and a
fundamental review of purposes, functions, roles, and responsibilities.
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PART I

Promises and Pitfalls in the Trend
Toward Collaboration

E BROOKS SMITH
Chairman, Department of Elementary Education

Wayne State University
with a contribution by
JOHN I. GOODLAD

Dean, Graduate School
University of California, Los Andes

Emerging Partnerships
All of the cooperative ventures and partnership structures between

teacher education institutions and agencies that are being built today
will be for naught unless they meet some of the promises for instruc-
tional improvement and research development that appear in their stated
goals. The simple act of working cooperativdy on common tasks holds
promise for finding new solutions to old problems and for discovering
new challenges. On the other hand, genuine cooperative effort between
institutions, when members are involved together in decision making,
can generate complexities and confusions that become pitfalh to the
advancement of the educational endeavor. As partnerships emerge,
possible ways to realize promises and avoid pitfalls must be considered.
Information and advice on these matters emerge from between the lines
of descriptions of cooperative projects reported. Discussions among
participants at the Workshop-Symposium, and among the Subcommittee
on School-College Relationships, focussed on these concerns. The fol-
lowing exposition has been developed from these sources.

The movement toward closer collaboration, indeed toward a part-
nership in the teacher education and educational research endeavors,
is not just on its way; it is happening precipitously under the impact
of an aggressive federal program. This emerging reorganization of
the educational enterprise is going to change the landscape in which
teacher education and research take place. Present-day professional
educators will have to make this change, and it may set the design for
another fifty years. Old patterns of working together are being dis-
carded as new ones are forged under pressures from the public for
improved education. The profession itself is asking for a more orga-
nized attack on teacher education problems that have suffered from
a laissez-faire approach for too long. The schools, universities, state
departments, and professional organizations must learn to collaborate
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efficiently and effectively or the profession will not be able to meet the
public demand for impiovement Some other power centri may then
gain control and the profession will have lost its autonomy and the
leadership it previously possessed. Petty conflicts, caused by status
differences and by narrow points of view, must be ameliorated. One
way to accomplish a meeting of minds and purpose is to bring the
various workers in the educational enterprise together, face to face, to
meet the modern challenges.

A First Promise: Working Together as Professional Equals:

The first promise is that the total profession can learn to work
together in a partnership of equals. However, in this promise there is a
pitfall, unless "equals" is realistically defined in terms of roles. School
personnel, university professors, and state department experts are equal
in their contribution to, and importance in, the educational enterprise;
but the contributions are different. No one of them can, or should be,
"all things to all people." Each has his bailiwick, and rightly so. The
school's rightful business is practiceexamined and enlightened prac-
tice. This can be accomplished best in the field. The university's right-
ful job is scholarly investigation of the educational activity by building
theory from experimental findings, and from study of disciplines that
touch on education. This can best be done at the university where the
means for intensive scholarship reside and where students of education
may view educational problems from a universal and objective position.
The state agency for public instruction is responsible for overseeing the
total enterprise, enforcing minimum standards, and fostering coopera-
tive leadership at local and regional levels. Professional organization
should be responsible for encouraging members to reach for maximum
standards and fair practices. They should provide a forum for the dis-
cussion of issues and innovative ideas which will promote imaginative
policy making.

A First Possible PiffallTake-over:

A main deterrent to productive cooperation in the past has been
the mistaken attempt of one of these institutions to take over the respon-
sibilities of the other when it has been in political ascendency. Because
one of the institutions shows weakness at a particular time does not
mean that it should be eliminated by another of the institutions' taking
over its duties. Instead, that institution should be strengthened so that
it may better do that which it is supposed to do. Sometimes personnel
of large, dominating school systems, with plenty of money, like to think
that they can handle the educational research component better than
the university because they feel closer to the real piublems. However,
when freedom of inquiry is considered, they cannot easily escape the
parochial view: what is pod for our district must be good for every-
body else. They cannot view educational problems universally. This is
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the job of the university. That is why it is called a university. Dominat-
ing universities, on the other hand, should not insist that their expert
staff can tell each neighboring local district what is best for it every
time. One characteristic of good scholarship should be humility. Strong
professional organizations sometimes feel that they can take over the
setting and enforcing of standards. Since they are not politically respon-
sible to the public, they move out of bounds by assuming extralegal
functions. This does not mean that professional organizations cannot be
highly selective in their membership and persuade or cajole public insti-
tutions into action, but it does mean that the public state agencies must
deal with final decisions regarding social demands in public education.
Although the state may deal with such matters as certification require-
ments to protect the public, it goes too far when it is tempted to make
curriculum either for the school or for teacher education. If a state
agency should take over the student teaching program, for example, as
advocated by Conant, it would deprive the university faculty of major
instructional control over a most vital educational phase of teacher
preparation. The university cannot be responsible for teacher education
if its professional school does not have the major role in professional
education. Each institution and agency has a significant job to do in the
educational enterprise; collaborative ventures should bring them crea-
tively together, as equals, with different contributions to make, but
neither more important than the other. They may form new repre-
sentative institutions outside their present organization to accomplish
collaboration; but, even in these, the special responsibilities need not be
taken away. Instead, they should be heightened and intensified by the
collaboration. A monolithic educational system would be anathema to
a free society.

If educational institutions will meet the demands of their roles, as
conceived in the structurc of our society, and learn to work with col-
laboration and coordination, their cooperation can begin to make several
other promises for educational advancement a reality.

Some Promises in the Making

Promise of a Breakthrough in Implementing New Ideas:

One of the most exciting promises that the profession as a whole
may achieve is a breakthrough in the implementation of new ideas
based on research and study. The traditional fifty-year lag between the
development of educational theory and the initiation of practice based
on that theory may be cut substantially. The lag resulted mostly from
a lack of articulation between universities, schools, state agencies, and
professional organizations. Communication was only on the surface;
each institution was talking to, or at, the othersnot with the others.
There has been no true dialogue.
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In conjunction, the university and the school, with assists from
state agencies and professional organizations, may be able to work out
an intermediary kind of research and experimentation which is between
basic research and classroom practice. Intermediary research has been
missing from the educational scene, but if devised and implemented,
it could bring a dramatic breakthrough. Some collaborative efforts
along these lines are emerging at local, state, and regional levels. The
New York City "Campus School" program has demonstrated already
that local colleges can develop, with school staffs, significant research
programs which test out innovative ideas in the school setting. These
school and college staffs are in dialogue. Several of the federally
sponsored Regional Laboratories for Research and Development have
set up close working relations between selected schools and universities.
Indeed the intent of the legislation has been to force collaboration
between various educational agencies, public and private, in the re-
gional communities. In the private sector, such organizations as Educa-
tional Services, Inc., and the Educational Research Council of Greater
aeveland have developed close ties with selected school staffs for carry-
ing out experimentation and evaluation of innovative ideas.

A League of Cooperating Schools for Research and Development:

John Good lad, a leader in the modern development of the labora-
tory school as a center for experimentation, has initiated a collabora-
tive venture in Southern California between The University Elementary
School on the campus of the University of California, Los Angeles, and
a League of Cooperating Schools. A formal network of relationships
has been worked out, including teams of university-school researchers
which will plan and execute intermediary research on a regular basis.
In introducing this idea in an informal communication to the Summer
Workshop-Symposium (April 22, 1966), he elaborated upon inter-
mediary experimentation and how it might be executed in a League of
Cooperating Schools:

Educational change of a fundamental sort is enormously diffi-
cult. It is ever so much easier to refme the existing structure in a
variety of ways than to redesign the enterprise in any comprehen-
sive fashion. It is fair, however, to say that most educational
innovation is peripheral in character. Redesigning the whole system
is too much to tackle; making a significant chang. without rede-
signing all of the parts of the system which relate to this change
is meaningless. We usually end up with a label but not a real
change; consequently, the situation is often worse than it was before
because the people involved think they have made a forward-
looking change when they have only changed the name. There is
a great deal of motionwriting, talking, even actingbut the end
product of all this motion is disappointingly similar to what existed
at the beginning.
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This situation is not really the fault of any particular group.
It is simply that we have a kind of unwritten alliance which blocks
effective change. Many educators want to do much better and
they are eager for help. Unfortunately, there is a monstrous, con-
tinuing gap between our most imaginative and creative theorists
and researchers, and school practice. We have very few "inter-
mediate engineers" who can move back and forth in such way that
they truly serve to bridge the gap between theoretical conceptual-
ization and practice. Worse, we have very few creative individuals
who are both committed to action and who have access to labora-
tories where they can effect their plans. Thus, we ask the principal
and his staff on the firing line 'to effect change when they lack
adequate conceptual and concrete models bridging the gap between
theory and practice. We have a considerable number of inade-
quate models which serve to demonstrate change to a dispropor-
tionately large audience, but on careful analysis one usually finds
that the changes already effected by these demonstration models
are peripheral. Very often even the labels being applied to their
changes do not square with the theoretical conceptions from which
the models are supposed to have been derived.

Organizing Universities and Schools for the Task:

There are two kinds of answers to these dilemmas. Fffst,
there must be a conceptual process through which different stages
of simulated models are built: (a) models which reveal the theo-
retical constructs, (b) models which reveal the t.ansaction roles
and relationships, and (c) models which show what happens at
the level of implementation. Most educators have worked in theory
at one level and in practice at the other, providing a direct trans-
lation without building the kinds of "intervening models" which
would be of most use to the practitioner. Researchers must now
build the "intervening models" and "intermediate engineers" must
be trained to carry out the field experimentation. The second
answer is to build an actual strategy of change by means of which
the conceptual models already referred to are provided with an
opportunity to find implementation in a whole range of practice.
A league of cooperating public schools closely tied to a university
laboratory school with collaborating staffs must be developed.

Operational Research:

Within the complex of districts surrounding most metropolitan
areas there is every type of pupil population in the United States,
every level of socio-economic status, every condition of school-
house, and every type of school problem. In effect, we can reduce
the magnitude of American education to a microcosm, but the
microcosm is much too big: ten or twelve million people, several

17

f



large and diverse counties, hundreds of school districts, and so on.
To change and to improve education within such a complex
obviously is too large a task. The problem is to reduce this micro-
cosm to manageable proportions without losing its diversity of
internal elements. This is the classic research problem. Having
effected the reduction, one then needs only to create the needed
mechanisms for finding out the nature of the new microcosm and
for changing its nature, and the results are generalizable to all
similar populationsthus, to the whole of the United States. This
is what we think we have in the concept of a League of Cooper-
ating Schools representative of diversities in a metropolitan area.

Prime Contribution of the University:

The prime contribution of the university is still the advance-
ment of knowledge even though the community would have it
stress professional service. Other contributions, secondary but
important, are the preparation of a whole range of individuals to
participate more effectively in their world and the actual inter-
vention of the university in the affairs of man. Universities have
been partially reluctant to participate actively in the affairs of
man through their faculties because the affairs of man quickly
absorb all the resources made available to these affairs; especially
if these resources include some of our most gifted human beings.
Too heavy participation results in a serious diminution in the
advancement of knowledge. On the other hand, too little partici-
pation results in a gap and even a cleavage between universities
and the on-going affairs of man. The advancement of knowledge
and the affairs of man buttress each other; one must enrich the
other. The direction, again, is to reduce the whole problem to
manageable proportions; that is, a university must find a way of
having leverage without exhausting its resources. A university
must find a laboratory which is an identifiable microcosm of the
larger world, but it simply cannot deal directly with the world as
a whole. Put in simpler terms, a university fulfills its service
function wisely when its research and service functions are seen
to be scarcely discernible one from the other.

Involvement with the Schools:

Ideally, the university faculty sees itself as advancing knowl-
edge and, simultaneously, society sees the university as performing
service. Translating these concepts into educational terms, the
university should involve itself in real school situations in such a
way that it advances knowledge on one hand and performs service
on the other. The two functions may very well be conceived sepa-
rately, but the operation is economical and efficient when both
functions are achieved simultaneously with relatively little more
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effort than would be required for the fulfillment of one function
alone. By these means, and others like them, the promise of a
breakthrough to faster implementation of new research-based edu-
cational ideas may be realized.

Promises of Clinical Experiences in Teacher Educotion:

There are other promises from collaboration that are compli-
mentary to this main hope for quickened experimentation and inno-
vation, or that can be results of such a thrust. The clinical experience
in teacher education can be enormously strengthened through collabo-
ration between universities and schools with support from state agencies
and professional organizations. Even if training in the analysis of teach-
ing becomes mainly a simulated activity, with videotapes as the "pre-
pared" material for study, the practice and evaluation of analysis must
be carried on in the school setting. A clinical approach to teaching
should be a priority element in the continuing education of teachers, as
well as in preservice programs of student teaching and internship. The
instructional goal for a cooperative enterprise in teacher education
might be stated as follows: to facilitate the realistic study of teaching in
relation to theoretical propositions about teaching.

As an example, if teaching can be construed as consisting of two
main activity systems, "power wielding" and "responding to pupil
reactions," as Marie Hughes suggests, then systematic observations and
investigations need to be made in school settings. Experimental teach-
ing procedures based on these theoretical concepts need to be tried and
analyzed by students of teaching (college professors, teachers, and
novices).

If schooling is to be anything more than a folk art in which prac-
tices that work in one generation are simply passed on to the novices
of the next, then theoretical propositions and experimental processes
must be injected into the daily school round. A cooperative venture
in teacher education must focus on the improvement of instruction in
school subjects and in the subject of teaching-pedagogy. A whole range
of supervisory field experiences, from micro-teaching to internship, in
which teaching may be examined becomes possible with collaboration.

Promises for In-service Teacher Education:

Some of the cooperative projects have shown that improvement of
student teaching instruction is the handmaiden to improving classroom
instruction. Teachers and school principals seem able to talk more
freely about what to do for a student teacher or an intern than about
what to do for themselves. While talking about programs for the novice,
they inevitably begin to talk about what they can do in their classrooms
to demonstrate a good program. Assessment of classroom -instruction
comes in the back door without the usual trauma of stand-off debates
in faculty meetings where teachers have to defend or protect themselves
and their teaching.
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There is a promise that quality of teaching performance can be
improved at every level if collaboration in teacher education becomes
an everyday happening as professionals from the school and university
work together on questions and problems of mutual concern.

Promise of Becoming a Great Profession:

Another promise is that, through a pooling of resources and man-
power in collaborative efforts, the level of total educational enterprise
can be lifted. Financial burdens can be shared or a common front can
be mustered for making financial requests of the public. For example,
a viable and strong internship program might become a reality (see
Southworth). Organizational machinery between the various agencies
can become a facilitator of educational improvement rather than --an
interference. A workable new quasi-institution between the various
institutions may emerge to advance true collaboration. It will not be
a supra-agency but an inter-agency gaining its resources and powers
from those whom it serves. Some of the Regional Laboratories have
invented organizational patterns to insure representational involvement
without sacrificing direction and leadership. Some of the local, regional,
and state plans for student teaching have been developing cooperative
structures which are beginning to demonstrate that there can be an inter-
institution between the school and the college which has stability and
flexibility. As professional organizations become involved in joint efforts
with schools, universities, and state agenciesand they have in some
states and regionstheir professionalism is enhanced. Members move
beyond the talking stage and take responsibility. In turn their talk
becomes more responsible. There is the great promise that teaching can
become a true profession.

Building to be Done

There is a lot of building to be done if these promises of quickened
implementation of educational research, of improved quality in teaching
performance, and of higher professionalization are to be realized.

Goodlad's request for the development of "intervening models"
in educational research design needs to be met by assigning university
and school teams to this task. A cadre of "intermediate engineers"
needs to be educated. Like workers in commercial laboratories they
must be taught how to take pure scientific formulations and reorganize
them for practical use. They need to know how to field test the opera-
tional models that they have devised. They must have their home base
in the university where the initial theory is made, but their activity
should be mainly in the schools as the leaders of experimental teams.

Theoretical models for teacher education must be built like the one
stressing the conceptualization of teaching offered by LaGrone and his
committee (see LaGrone). From them, "intervening models," involving
simulation and field practice, need to be prepared and tested by teams
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from universities an& schools., A cadre of universky-haled
prOfessors" weds to be educated to formulate and 'execute instructional
programs in leaching, They must be well vetted in analysis techniques
and in experimentalism. They must also be knowledgeable in the arts
of corn:nucleation that make teaching work. Their home must be in
the university in order that they retain a universal point of view, but
their activity will be with the students of teaching in the schools. They
will lead and coordinate teams of supervising teachers. The "clinicalprofessor" and the "intermediate engineer" may be the same person
boon"' luie 4%, ,0441s ,M-OoMPlemenf azy, The possibility of joint
appointrnent ,of suck persorntel to the university and to a eooperstingschool systOm latin141)0, conaidered, provided that tasks and responsi-
oWnon., are rcar aibly spelled out ,and that the home base , the

CORIiorativ,o lrgontnational OroOtoron for *Oa= =Wog_ anddeliocai91 itxoles need to be built Which can facilitate joint instruc-
tional Ind -research goals. The mechanisms need to be constnicted insuch a way as to be business among equals who serve education in
different capacities (see Johnson and Southworth). With these structures
there needs to be built a social climate which can overcome some of the
status bafflers now extant between positions in the several institutions
and in the hierarchy of each institution (see Ladd and Feinberg). The
new system of procedures within the coopecative structure will need to
be built on understanding of the "real politic" if it is to be effective as
a partnership (see Iletenyi). There is much building to be done, but if
everyone joins in, the task will be easier and the goal more sure.

Some Pitfalls to be Avoided

In such a giant enterprise as forming a consortium of schools, uni-
versities, state agencies, and professional organizations for the develop-
ment of the field phases of teacher education and of educational resea:ch
and development, there are bound to be pitfalls to be avoided. Some of
those institutions which have already experimented with coopentave
arrangements advise prospective collaborators to be wary of certain
moves and organizational structures that may lead to one or all of the
following negative results: mediocrity, conformity, big power take-over,
or bureaucratic delay.

Conformity:

If the decision making groups are too large and too representative
of all positions in each agency, the decisions are bound to be a concensus
on the lowest level. Each institution will be forced by majorities to
conform to decisions that will not "upset the applecart." The whole
cooperative effort would be for naught if the result was a freezing of
present average student teaching practices into agreements which would
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require a referendum-like move to be overthrown. Group structures
and procedures need to be devised in such a way as to permit the
entrance of innovative ideas. Flexibility must be accepted from the
beginning. There needs to be an effective communication system that
keeps constituencies informed while keeping channels open for sug-
gestions and recommendations to flow upward to small decision making
groups at the top.

Ta:a-over:

The big power take-over is likely to happen by default rather than
by purpose. In any consortium developed under present conditions,
there are bound to be one or two large and influential universities and
school systems involved. If all the universities are dependent in large
part upon one larger school system, it could start calling the tunes and
get its way by dividing and conquering the colleges of the region. One
large, dominating university might be able to muster bigger resources
than its lcss favorably endowed sister institutions. By sheer force of
numbers, it could dominate a whole region and insist that everyone
conform to its way of doing things. There is also the fear that a strong
state agency could amass enough pressure to enforce its will upon a
consortium. Professional organizations are gaining power through bar-
gaining which could be misused in the "cooperative" situation. There
will need to be a system of checks and balances to protect a collaborative
enterprise from being dominated by the ideas and actions of one power-
seeking member.

Bureaucracy:

Bureaucratic delay could develop if the cooperative structures
become too complex and are fuzzy in their lines of communication, or
lack means for assigning responsibility for action. Committees should
be formed and meetings called only when important joint decisions have
to be made. Small groups and individuals need to be given authority
by the consortium to make the day by day decisions. If the larger
cooperative group can decentralize the operation into small, cooperative,
semi-autonomous local units, bureaucratic delay can be minimized.
Decentralization into small, viable units such as cooperative teaching
centers can bring improived communication at the action level and
improve morale.

Insuring Against Pitfalls

There are several ways for insuring against pitfalls. One way is
to be aware of the "real" politics of the situation and make constructive
use of the forces and resources at work (see Hetenyi). Another means
for minimizing the difficulties in a cooperating enterprise is for partici-
pating members to be aware of the sociology of the situation. For
example, they need to recognize status problems within institutions and
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classroom teachers, school and university supervisors, and university
professors). Classroom instruction in school and in the professional
college should improve as a result.

The burden of responsibility for instruction in teaching naturally
falls upon local university and school personnel where the activity takes
place. However, state departments and professional organizations need
to be involved with university and school personnel at regional and
state levels in general planning for (a) setting up clinical situations
for the study of teaching, and (b) building general program policy for
instruction, experimentation and evaluation, and seeing that standards
are developed and maintained.

Coordinating and Administering Responsibilities:

The burden of responsibility for coordinating and administering
these inter-institutional programs should fall upon deans of colleges of
education, superintendents of school systems, and directors of state
departments of educktion. Although they hold the responsibility, they
would delegate the coordination and administration of tasks to deputies,
members of their staffs versed in teacher education and supervision.
A great deal of the coordinating and administering autonomy must be
left to the local cooperative instructional unit (a cooperative teaching
center) if the total enterprise is to have the vitality which will produce
instruction of quality and encourage experimentation.

In creating coordinating designs for planning and action the follow-
ing organintional principles should be kept in mind:

1. To organize in such a way that there is always a legitimate
route for the injection of new ideas from each party concerned.
This requires a flexibility in organization which suits local situ-
ations, so that leadership can arise from various sources and
not be swamped by a system or a tradition.

2. To arrange the power structure in such a way that university,
state, and school are responsible for that which is peculiarly
in their domains and bring to the partnership their special
learnings and concerns. Hopefully one may influence the other,
but one point of view should not wholly dominate what they do
jointly. Perhaps the state becomes the mediator. Were student
teaching to become so entirely dominated by the school view
that it became practice teaching only, then the study of teaching
is lost Were it overwhelmed by the theoretical view of the
university, then application is lost.

3. To set up organizational structures which are viable enough
as institutions that they do not stand or fall on the strength
of one or two enthusiastic personalities, but can exist through
transitions caused by changes in specific personnel. So many
of the great experimental projects of the past, particularly
cooperative ones, fell by the wayside as soon as the key

24



persons who were excited about a certain project moved on to
other vineyards.

4. To provide for a system of checks and balances of power to
prevent one power block from overwhelming all the others.
When genuine involvement of cooperating members ceases,
then the structure falls and with it the program.

5. To plan on a gradual emergence of inter-institutional structure
as individuals persuade others of need. Let the structure grow
naturally and uniquely rather than falling into the trap of
building a grandoise structure that does not fit and is, therefore,
never used.

6. To insure that there are executive positions or officers desig-
nated in the structure whose duties are described and include
the right to carry out the decisions of policy making and pro-
gram planning groups. In the history of cooperation in
education, there are too many examples of joint advisory
committees which talked and talked, but never did anything.

These principles can be discussed, affirmed, or replaced with
deliberation, but structured arrangements should not be made until
educational and instructional goals have been set, nor before parties
have agreed upon some sound principles of effective democratic
orpnization.

A Composite Sample Model of Field Collaboration in
Instruction in Teaching

The f lowing coordinating and administrative structure is a general-
ized sample of how a state-wide, regional, and local "system" might be
organized for instruction in teachingthe clinical phase of teacher
educationand in instructional experimentation. It is not a recom-
mended model, but rather, it is presented as a discussion piece for
prompting innovative discussion. No matter what specific designs are
developed there will need to be some advisory and working groups
of representatives from the concerned institution at each level of planning
and activity. Depending on the situation, councils and committees Will
vary in membership and have differing responsibilities and powers.

STATE-WIDE ADVISORY AND COORDINATING COMMIS-
SION ON FIELD INSTRUCTION AND SUPERVISION IN
TEACHING (twelve or sixteen members, three or four from each
of the types of institution or agency)

REPRESENTATION:

State:
Department of higher education
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Departments for elementary and secondary schools
Department for teacher certification
Department for educational research (ex officio)
Three leaders from appropriate professional orpnizations in an

appropriate rotation system; i.e., AST; NEA affiliates: TEPS,
DCT, ASCD, AASA, DESP, NASSP; teachers unions; etc.

Universities:
Office of dean or chairman of colleges, schools, or departments of

education (a rotation system of representatives from teacher
education programs will be needed). Include a coordinator of
student teaching and a college supervisor.

School Systems:
Office of the superintendent of major systems involved in teacher

preparation (a rotation system will be needed). Include a school
principal and a supervising teacher.

RESPONSIBILITIES:
1. Establish the responsibilities of schools, universities, and state

departments in a coordinated program of instruction in teach-
ing in school laboratories.

2. Set up guidelines for establishing local cooperative units and
for regional coordinating councils, including new role
definitions.

3. Encourage experimentation, evaluation, and innovation in
teacher education programs involving schools through state-
wide communication and dissemination systems.

4. Set minimum state standards
a. for cooperative arrangements and structures between schools

and univenes.
b. for the preparation of personnel teaching and supervising

in the local cooperative units.
c. for the evaluation and approval of cooperative programs.

5. Devise state-wide fiscal plans for supporting a field clinical
prOgraM.

6. Recommend enabling legislation to the state department of
education where appropriate.

7. Establish guidelines for iavolvement of professional
organizations.

8. Be a forum for the exploration of new ideas and for the evalua-
tion of present activities.

9. Set up task forces to study various aspects of the operation
and opportunities in it

10. Advise state agencies on ways of facilitating state-wide policy
and organization for field experiences in teacher education.
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STRUCTURE:

This is an advisory body to official state agencies, such as the
department of higher education and the department of public instruction,
as well as to the constituent institutions. Depending on the situation
in each state, this commission could be called together under the auspices
of the state superintendent, commissioner of education, a legalized pro-
fessional standards board, or a state committee on teacher education.
The commission would meet twice a year and as needed.

Officers:

A regular executive secretary appointed by agreement among offi-
cial state agencies to keep a record of the commission's activities
and to communicate formally the recommendation of the com-
mission for action to the appropriate institutions

A chairman and vice chairman elected every three years by the
commission. There might be need for a representative steering
committee for building agenda and coordinating activities of the
commission.

FINANCE:

The state department of education could pay a part-time salary
for the executive secretary and the travel expenses for the members to
meet in a central place in the state, or participating institutions could
agree on a mutual budget for the commission.

REGIONAL IN-STATE COORDINATING AND FACILITAT-
ING COUNCIL (where neWed2)

REPRESENTATION:
Universities:

Coordinator of clinical instruction in teacher education. Selected
professors and supervisors in charge of local cooperative units
by rotation among universities.

School Systems:

Coordinators for teacher education services by rotation among
school systems

Selected assistant superintendents or directors for curriculum and
instruction, and school principals by rotation among school
systems

Selected supervising teachers by rotation among the school
systems.

2In some large metropolitan areas, these regional councils will be inter-state,
formed by the coordination of two or more states.
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State:
Office of director of teacher education and certification.

RESPONSIBILITIES:

I. Set up cooperative agreements and coordinating machinery--
a. for setting up local cooperative instructional laboratory

centers.
b. for placement of students and withdrawal Dr changes of

assignment
c. for basic student evaluation procedures.

2. Arrange for the sharing of facilities, personnel, and materials
among universities and schools.

3. Develop plans for the in-service education of participating
school and university personnel.

4. Encourage experimentation and innovation by devising means
for sharing new ideas and efforts and for creating cooperative
experimental programs.

5. Sponsor regional conferences and study groups about instruc-
tional problems and innovations for dissemination of ideas
developed in local units.

STRUCTURE:
This council is advisory to the institutions represented, except in

those areas where mutual agreements can be made. The representative
will ask the responsible executive officer to sign the agreements or dele-
gate decision power to the representative. The council would meet
three times a year and as needed.

Officers:
An administrative and corresponding secretary, chosen from

among the university directors of clinical instruction, for two-
or three-year terms

A chairman, elected by the council members, to serve each year,
alternating between school and college personnel

A representative executive committee for building agenda and
making decisions between the meetings of the council.

FINANCE:
Cooperating universities and school systems wifi need to budget a

small amount each year to be paid to the institution from which the
administrative secretary comes to cover the cost of communication
and of some released time for the secretary to prepare minutes, reports,
and correspondence.
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LOCAL COOPERATIVE (UNIVERSITY-SCHOOLS)
INSTRUCTIONAL LABORATORY CENTER FOR
TEACHER EDUCATION

This unit can be composed of the following kinds of combinations:
one university team working with several designated schools in a system,
one university with a cluster of designated schools from two or three
systems geographically contiguous, or two or three colleges working
with selected schools in a district. Schools might rotate in and out of
centers over a tvio- or three-year period while others might stay in the
combine longer as pilot schools. Teams of university and school person-
nel will work out cooperative procedures for management of the center
and for instruction, clinical supervision, experimentation, and evaluation.
They will probably want to set up two kinds of standing committees:
a steering committee for administration and management and an
instructional committee for program planning and joint instruction.
The entire university and school staff involved in the center will form
a faculty for the center.

STEERING COMMITTEE

REPRESENTATION:

University:
A senior faculty advisor in curriculum and teaching (clinical

professor)

An instructor-supervisor (clinical instructor)
A professor of educational foundations.

School:

Office of the superintendent or district administrator (a school
supervisor)

Two school principals in rotation from participating schools
A supervising teacher in rotation from participating schools, or

directing teacher of interns.

RESPONSIBILITIES:

1. Make policies for organization, management, and instruction.
2. Oversee the activities of the center, including the selection of

supervising teachers.

3. Ameliorate conflict between school and university interests.

STRUCTURE:

An executive secretary to be designated by the university as a
coordinator or director of the center
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A chairman to be chosen by the school system in rotation from
among the school principals

Meetings once a term a. needed.

INSTRUCTIONAL PLANNING COMMITTEE

REPRESEMMTION:

University:

ainfoti hitt* athisor in dirriculum and teaching (clinical
= professorT

The, instruetor-sUpervisors (clinical instructor) assigned to the
;center

A _professor of educational foundations f

-A student teadier oi intern.

School:
A principal in rotation

A supervisor of curriculum

Two supervising teachers or directing teachers of interns in rotation
from participating schools.

RESPONSIBILITIES:

1. Plan the specific program of instruction (preservice and
in-service).

2. Prepare materials for instruction.

3. Designate instructional duties of committee and staff.
4. Propose experiments in teaching
5. Plan for induction of new supervising teachers into faculty.
6. Prepare instructional policies and general plans for the con-

sideration of the faculty.
7. Take recommendations from the faculty and formulate them

for action.

STRUCTURE:

The university senior faculty advisor from the university and a
school principal to serve as cochairmen

A university clinical instructor to serve as secretary and coordina-
tor to put into action the program that has been planned

Meetings twice a year and as needed.
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THE CENTER FACULTY

REPRESENTATION:

University: The team assigned to the center including:
A senior professor in curriculum and teaching (clinical professor)
A senior professor in educational foundations and/or liberal arts
Instructor-supervisors (clinical instructors).

School:
Principals of the participating schools
Curriculum supervisor assigned to those schools
Supervising teachers and directing teachers of interns.

RESPONSIBILITIES:

I. Modify and approve general instructional plans proposed by
instructional planning committee.

2. Be a forum for in-service education directed toward improving
instruction in classrooms and in the teacher education program.

3. Make recommendations to the steering committee and instruc-
tional planning committee.

STRUCTURE:

Cochairmen: the university senior faculty advisor and a school
principal in rotation from among the participating schools or
elected from the university and school constituencies.

A secretary designated by the cochairmen:

Loads: University professors% time in their teaching load
University instructors-1/2 time in their college teaching

load
School principals and supervisors on committees%

time
School supervising teachers% time relief from their

regular teaching assignments
School directing teachers for interns% time in their

teaching load.

FINANCE:

Depending on budget decisions made at the state level, funds will
be budgeted from the university and the schools, possibly along the
following divisions. Some of the financing of school costs might come
directly from state sources even though they might be budgeted through
the universities involved with the particular schools.
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University costs:
University faculty team
Instructional materials for seminars
Research materials.

School costs:
Salary increments for additional responsibility and work of par-

ticipating teachers and administrators drawn from state funds
budgeted through universities or state aid systems for approved
cooperative programs only

Released time for cooperating principals, supervisors, and teachers
Classroom instructional materials.

Considerations for Assessing Partnership Structures
,

The emergence of cooperative struc .ures between schools, univer-
sities, and state departments is occurring very quickly because of pres-
sing population and logistical problems in teacher education programs,
and because of public pressure to improve education and to find a solu-
tion to the acute teacher shortage. Because the next generation is going
to have to live with the changes in institutional patterns that are designed
today, those who are instituting the changes need to make them with
deliberation. They also need to step back and away from their newly
invented structures to assess their development from time to time. The
following considerations are suggested as guidelines for such an
assessment.

Questions to be asked about the organizational pattern:3

1. Do they allow for joint planning and decision making with
school and college as equal partners, each with its own par-
ticular responsibilities and contributions?

2. Are responsibilities clearly and appropriately delineated
between school and college among personnel from school,
college, and other institutions?

3. Are roles defined sufficiently?
4. Are there means for injecting new ideas, experimental

procedures?
5. Are there means for regular and objective evaluation of the

project?

8 There have been two studies known by the author which investigated some
aspects of collaborative organization:
Feinberg, Harriet. Perspectives on the Research and Development Center.

Cambridge, Mass.: Harvard Graduate School of Education, 1966.
(Mimeo.)Quoted in part later in this section.

Smith, Alfred G. Community and Status: The Dynamics of a Research
Center. Eugene: University of Oregon.
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6. Is there a system which can survive change in individual
personnel and stand up to crisis?

7. Is the communication system simple enough to be economical
of time, yet involve both parties?

8. Are there means for decentralizing or localizing some decision
making and administrative functions so that bureaucracy does
not take over?

9. Are the levels of decision making delineated so that everyone
does not have to be checking with everybody else on
everything?

10. Are there wa...i for grievances to be resolved fairly, but without
excessive involvement of people and their time?

11. Is the organization effic;ent and economical in the use of
people's time while still accomplishing joint activity?

12. Do channels of financing follow appropriate lines of power?

Issues to be raised and resolved:

1. Autonomies of participating institutions with new joint respon-
sibilities in relation to their individual autonomies

2. Matters of control over students, teachers, pupils, program, and
finances, what can be jointly undertaken, what powers must
reside still within the individual cooperating institutions

3. Job delineation criteria for selection of personnel and training
for the new jobs

4. Workable size of operational units, planning and decision
making groups

5. Proper and effective representation of all parties involved in
planning, policy making, and decision making

6. Joint financing: Since power follows dollars, which institution
should receive and administrate the monies? How should monies
be raised? Who should budget the monies and who should be
responsible for monies spent?

7. Final responsibilities: Who will be accountable for what?
8. Continuity of joint leadership while maintaining flexibility
9. Appropriate coordinating and supporting roles of federal, state,

and professional agencies that will inrrire freedom of local
operation without domination.

The next sections present capsule summaries of examples of part-
nership arrangements that have been emerging in various parts of the
country over the past several years. Commentary on the various types
of organizations is made as introduction to the particular examples:

_
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State Programs and Regional Councils
Emmitt Smith

Cooperative Student Teaching Centers
Louis Vander Linde

Affiliated Schools and Research and Deveopment Centers
Dean Corrigan

Collected comments by a representative body of school, university,
and state department personnel are summarized by Chandler Barbour.
Elaborations on the various questions, issues, and problems raised by
cooperative enterprise are presented by Edward Ladd, Laszlo Hetenyi,
Harriet Feinberg, Roy Edelfelt, Horton Southworth, and Patrick
Johnson.

Morris Cogan has described the present state of school-college
relations as an illicit relationship.4 In regard to the future, he said:
"What we need today for tomorrow's teachers is not a love affair but
a working marriage that will legitimize nir student teachers and all of
our joint educational and research efforts." The possibilities for tomor-
row are myriad if universities, schools, sta te agencies, and professional
organizations pool their resources and imaginations for a greater day
in teacher education.

4 Cogan, Morris. Comments made at the eighteenth annual meeting of The
American Association of Colleges for Teacher Education, Clicago, Ill.:
February 16-19, 1966.
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PAAT

Description and Analyses of
Emerging Partnerships

E. BROOKS SMITH
Chairman, Department of Elementary Education

Wayne State University

A mnnber of examples of cooperative projects were presented
during the Symposium phase of the Workshop as basis for discussion
by critique groups. Capsule summaries of these presentations appear,following an introduction to each type of cooperative venture by the
chairman of each Symposium:

A. State and Regional Approaches
B. Student Teaching Centers
C. Affiliated Schools and Research and Development Centers
A few additional examples are presented because materials about

them were sent to the Workshop-Symposium for use in its deliberations
or because descriptions were sent to the Clearing House for the Sub-
committee on School-College Relationships at Wayne State University,
after the publication of the Subcommittee's two reports on cooperative
ventures and cooperative structures. Readers are referred to these two
previous reports for descriptions of projects reported earlier and com-
mentary on the beginning trends toward collaboration in teacher edu-
cation.5 The examples were selected because they have cooperative
dimensions. No qualitative evaluation was made. Instead, certain co-
operative features of them have been highlighted.

5 Smith and Johnson, op. cit.; and Subcommittee on School-College Relationshipsin Teacher Education, op. cit. The Clearing House has received several
descriptions of cooperative arrangements which do not fit into the categories
used for these books. Among them are a clinical "professor" program atStone lull College in Musachusetts and a cooperative supervision programfor beginning teachers jointly arranged by the University of the Pacific andthe University of California at Berkeley.
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A. State and Regional Approaches

EMMITT D. SMITH
Director of Teacher Education

West Texas State University

Approaches toward partnerships in teacher education at the state
and regional level are increasing rapidly in description and in sig-
nificance. Roughly grouped, there seem to be three categories of
approaches emergingthe state approach, the state-federal approach,
and the multi-state approach.

The State Approach:

The state approach attempts to influence teacher education through
the cooperative development of evaluative criteria under state depart-
ment of education leadership. This is probably the most commonly
found approach toward partnerships in teacher education. The criteria,
through this approach, are becoming more specific in the area of defin-
ing partnership between higher education, the elementary-secondary
school, and the state department of education. Most examples of this
approach are chardcterized by rather specific statements regarding the
roles of the members of the partnershipthe college coordinator, the
supervising teacher, the cooperating school administrator, the student
teacher, and in fewer cases the role of the state department of educa-
tion. Most of these programs vary only in specificity of role functions
and in origin of the movement The majority of these partnerships
have their origins in a teacher education counciL Such states as West
Virginia, Texas, Oklahoma, Georgia, and New Jersey are examples of
this approach.

There are numerous by-products of the state approach which
deserve mention. Some of these programs have developed proposed
legislation which seeks to undergird the partnership with law. West
Virginia and Texas are examples. Others have developed, through
state department regulation, financial support for the partnership.
Georgia is an example.

The State-Federal Approach:

The state-federal approach is a new approach toward partnerships
in teacher education finaaced through Title V, Elementary and Sec-
ondary Education Act. The most outstanding example of this approach
is perhaps the Pennsylvania Student Teaching Project which is sum-
marized in this publication. Although this project is new, early reports
indicate great potential. It is characterized by-

1. Expert planning, utilizing the best minds in the state.
2. Organizational involvement of higher education elementary-

secondary education, and the state department of education.
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1
3. The grass roots approach with a minimum loss of time and

direction.
4. Legislative potential to underlffd good intentions.
5. A willingness to study program in terms of actual problems as

opposed to traditional, slow, program modification hoping to
I meet problems.
i

1 6. Proper financing.

i
!

The problem inventory already produced by this project is one of
the most challenging documents of its kind

The Multi-State Approach:

The multi-state approach toward partnerships in teacher educa-
tion is also just emerging Perhaps the best examples of this approach
are the Multi-Teacher Education Project (M-STEP) and the Regional
Educational Laboratory.

M-STEP includes Florida, Maryland, Michigan, South Carolina,
Utah, Washington, and West Virginia. This project is also funded by
Title V, ESEA. The project is new, but these characteristics are taking
shape:

1. It is state department initiated and oriented.
2. It is widely representative by geographic location as well as

state organizational type.
3. It emphasizes the encouragement of innovative exemplary pro-

grams at the state level and dissemination and utilization of
information at the multi-state level.

4. It makes use of interstate planning utilizing the best professional
minds in the multi-state area.

5. It includes exchange ef professional personnel to meet specific
needs.

Each state project emphasizes the partnership of higher education,
the elementary-secondary school, and the state departtnent of education.

The Mid-Continent Regional Educatioual Laboratory, with head-
quarters in Kansas City, Missouri, has selected teacher education as one
of its focal points. This laboratory, funded through Title IV, ESEA,
has already identified a number of projecte involving the partnership
between higher education and elementary-secondary education as they
work together in the laboratory phase of teacher education.

Perhaps the most significant factor hi today's activities related to
the development of partnerships in teacher education at the state level is
the use of federal funds from Titles IV and V, ESEA. At last, sufficient
funds are being made available to provide the necessary elements for
planning a partnershipmanpower dedicated to the task from all par-
ticipants in the partnership, leadership, materials, communication, and
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time purchased by the partnership. This planning phase of the
development of effective partnerships in teacher education should move
smoothly into the enactment phase involving legislation where it is
necessary, or informal or formal contractual relationships where neces-
sary. This enactment or implementation phase should be next to appear
on the horizon.

Issues:

What are the issues at the state level which plague our efforts to
establish effective partnerships in teacher education? In the approach
toward partnerships described above as "the state approach," the
central issue hinges on whether or not agreements reached in a coopera-
tive atmosphere will be undergirded by law and/or regulation to the
extent that proper financing is provided. This issue is particularly acute
at the level of the elementary-secondary schoolthe partner which pro-
vides the setting for many professional laboratory experiences in teacher
education. Many states reach the point where standards for the
approval of teacher education programs are developed cooperatively:
The standard concerning the laboratory phase of teacher education
insists that proper experiences shall be provided; the elementary-
secondary school shall provide the setting for these experiences; and
that is the point where law and/or regulations stop. The problem of
undergirding the teacher education function in the elementary-secondary
school by law and/or regulation goes begging, and as a result no proper
financing is possibleat least from the state.

The issue of "Who's In Charge Here?" is another issue that
typically still confronts the state approach variety of partnerships in
teacher education. A perfect partnership guarantees responsibility and
participation to each partner commensurate with the degree of involve-
ment of that partner in the enterprise. Too often this is not the case
in teacher education partnerships between colleges and elementary-
secondary schools. The degree of control of either party is often deter-
mined by the political situation rather than any objective evaluation of
the degree of involvement. Either the college becomes the beneficent
dictator, or the public school takes the matter out of the hands of the
college. In many cases these positions are taken in the name of part-
nership. Perhaps this issue of "Who's In Charge Here?" is a result of
immaturity of the school-college partnership. In most instances where
difficulties arise in the area of roles of the two partners, it will be found
that agreements have been on good human relations alone.

Another serious issue which arises in many states which have
based teacher education partnerships on cooperatively developed ap-
proval or accreditation standards stems from the tendency to allow
standards to rigidify practice. Although many sets of standards are
developed to serve as gowth agents, they soon become hard and fast
planks in a minimum foundation program. When this happens, most
progarns use this minimum program as the maximum as well, and
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mediocrity sets in. Until states learn how to make orderly deviationfrom standards highly respectable, this tendency of standards to rigidifypractice will continue to be a threat. This issue may be stated inanother way as a continuous struggle with the status quo. Factors otherthan approval standards contribute to this problem. The tendency ofany professional group, including teachers, to overrule challenging lead-ership with present practice puts present practice at the ulthnate leveland contributes to the status quo. Until states learn how to cope withthis problem, professional decisions will continue to be made on thebasis of political action rather than upon research or insightfulleadership.
The introduction of federal funds has raised issues in teachereducation partnerships which have their basis in the power of money.What kinds of projects are funded? What projects are denied? Theissues which arise here become philosophical in nature, because oppos-ing rationales for teachers education may be presented and supportingprojects funded. These systems will thrive regardless of their relativeworth because they are funded. Some groups look upon this newdimension as a threat; others look upon it as long overdue. One thingis sure: The introduction of proper funding in the area of buildingand establishing proper relationships between schtiol and college willheighten issues, speed up .the need for confronting them, and replacethe conference era with an era of action.
The following list provides a wide sampling of state and regionalapproaches to partnerships in teacher education.

1. West Virginia's School-Colhoge Relationships for Teacher Education
Reporter:

Genevieve Starcher, director, Division of Teacher Preparation andProfessional Standards, West Virginia Department of Education.
Collaborating Institutions:

The state's sixteen teacher preparing institutions, the county boardsof education, the State Department of Education, and the West VirginiaAdvisory Council on Teacher Education and Professional Standards.
Purposes:

The reason for the association of the agencies named is the im-provement in the quality of teaching by the upgrading of teachereducation programs in West Virginia. An allied purpose is to giveconsistency to the teacher preparation procedures by developing criteriafor programs in general professional areas and areas of specialization.
Administrative Structure:

The supervision of teacher preparation in the state is, by 12w, the
responsibility of the State Board of Education and the State Superin-tendent of Schools. Through the years, however, the West Virginia
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Department of Education has increasingly assumed a leadership role in
the education of teachers. The Department of Education considers its
function as being catalytic in working with educational forces that can
produce solutions to the problems in education. The tie between
teacher preparation institutions and the West Virginia Department of
Education is strengthened, due to the fact that each tax-supported
institution has one or more faculty members who are also staff members
of the Department of Education. These persons, titled coordinators,
have the responsibility of working with the schools in the normal service
area of the college.

The West Virginia Advisory Council on Teacher Education has
been the main vehicle used for upgrading the statewide program of
teacher education. The Council has been instrumental in bringing about
the cooperation among the educational agencies in West Virginia. It is
the recommendations of this Council that the official Board of Educa-
tion uses in making policy. The Council meets three times annually, in
plenary session, with subcommittees working in accordance with the
demands of the projects being undertaken. There is a self-perpetuating
membership through professional organizations, and the Council has a
close tie with the State Department of Education. The director of the
Division of Teacher Preparation and Professional Standards serves
officially as the liaison between the Council and the Department of
Education.

Special Characteristics:

In 1963 legislation was passed in West Virginia that defined the
relationship of the county school system and the colleges approved for
teacher preparation in the conduct of student teaching programs. This
legislation, which had been promoted by the Teacher Education Council
and endorsed by the collaborating institutions, made provision for the
State Board of Education to enter into a contract with a county board
of education for the use of the public schools by colleges approved for
teacher education. The provisions of this are noted in a publication
entitled Standards for the Accreditation of Under-Graduate Teacher
Preparation Programs in West Virginia. This action marked the begin-
ning of the standards on teacher education that are consistent through-
out the state, but are still based on principles that can be adapted to
individual situations.

Since the standards were adopted in 1963, colleges approved for
teacher preparation have been subject to preliminary program evalua-
tions by committees of West Virginia educators selected from higher
education and the public schools. Currently, committees composed of
state and out-of-state educators make final evaluations after visiting
college campuses. The standards for program accreditation include
general education, professional education, and each of the teaching
fields for which the college desires to educate teachers.
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A new phase of collaboration is being undertaken in West Virginiaas a pilot program for M-STEP is started. This is part of the seven-
state student teaching project (M-STEP) financed by the federal gov-ernment. This particular program will develop a county-wide studentteaching centei to be shared by four dissimilar colleges and and one ani-versity in the state.

Another project to be worked upon cooperatively by teacher edu-cation agencies concerns the three-year probationary period for begin-ning teachers. The task that these agencies will be delving into is tofind ways of making this "provisional license period" the most fruitfulexperience for new teachers.
One other item of noteworthy collaboration is the arrangement

between public schools and West Virginia University. For over fifteenyears the university has arranged for a visiting committee of individualsfrom public schools to visit the campus one or more times a year todiscuss teacher education problems. The idea has been to keep thepublic school people closely related to the teacher preparation programsat the university.

2. Development of the Student Teathing Program in Georgia
Reporter:

Mary Ellen Perkins, The Georgia Teacher Education Council,State Education Department Atlanta, Georgia.
Collaborating Institutions:

The Georgia Teacher Education Council is the recognized body fordeveloping policies governing the standards for programs for teacherswithin the state. The membership of the Council is composed of threegroups. They include the public schools, the Georgia colleges approvedfor teacher education, and the State Department of Education.
Purposes:

The student teaching program in Georgia was developed as a partof the state plan for the evaluation and planning of the total programof teacher education. Between 1946 and 1948, the Council approved aplan for a program of preparation and certification which is currentlyin operation. The plan requires each teacher education institution toplan its own preservice program, which has to conform to a set of cri-teria developed by the State Council. The plan was designed to freeGeorgia colleges from existing certification restrictions.
Administrative Structure:

The Georgia Teacher Education Council is the recognized bodyfor developing policies governing the standards for programs for teach-
ers within the state. Each college has two official representatives namedby the president. One representative is from the education department
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and the other from a department other than education. The representa-
tives from the public schools are chosen by the departments of the
State Edecation Association. Those from the State Department of
Education include penonnel having responsibility for teachers.

Patterns of Communication:

In the fall of 1948 the Preservice Education Committee of the
Council on Teacher Education gave attention to the study of the prob-
lems of student teaching, with emphasis upon experience in typical
school situations. The coordinators of student teaching from all the
colleges engaging in a professional program for the education of teachers
met regularly to give further meaning to criteria and to arrive at means
to apply the criteria. In recent years the coordinators have met
annually. The coordinator of teacher education services in the State
Department of Education facilitated these meetings and gave leadership
in working with the group. The State Department of Education pro-
vided secretarial help in bringing the group together and provided travel
expenses and other necessary assistance.

As a result of the study on the state-wide student teaching pro-
gram, regional groups were organized. The Rome Area Teacher Edu-
cation Council and the Northeast Georgia Teacher Education Council
have enlisted the aid of principals, supervisors, superintendents, public
school teachers, visiting teachers, and college personnel to gain an
understanding of the place of the public schools in providing profes-
sional education for beginning teachers.

Financial Arrangements:

Georgia has a state-wide program of compensating supervising
teachers working with student teachers from all colleges engaged in
teacher education. This system was developed through cooperative
planning and agreed upon by institutions and public schools. The
"honorarium" ranges from $20.00 to $50.00, dependent upon comple-
tion of basic standards met by supervising teachers. The honorarium is
for work for a full student teaching term.

Special Characteristics:

Each college is responEible for planning its total program of student
teaching. In the past several years caleges have planned innovations in
organizing and scheduling the sequence of study in supervision courses.
The sequence is offered by all graduate institutions and by a few under-
graduate institutions as postgraduate work.

When the sequence is completed, thz teacher may request the
issuance of a duplicate certificate with "Supervising Teacher Service,"
or STS, added. STS may be added only after the completion of the
total sequence.

There is still another source of continued improvement in the
student teaching program. The individual college provides opportunity
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for principals and supervising teachers to come to the college campus
to study with college staff members and to be given recognition by
college staff members for the important work which they assume.

3. The Pennsylvania Student Teaching Project, Pennsylvania
Department of Public Instruction

Reporters:

Clifford Burkett and Ronald Corrigan, Pennsylvania State Depart-
ment of Education, Harrisburg, Pennsylvania.

Collaborating Institutions:

The Pennsylvania Department of Public Instruction, the teacher
preparing institutions in Pennsylvania, and the Public schools of the
state.

Purposes:

The basic purpose of this project is to upgrade the student teaching
programs in Pennsylvania. This improvement is being attempted by
examining the problems associated with stunt teaching and possible
solutions for these on a state-wide basis.

Administrative Structure:

The Bureau of Teacher Education at the Pennsylvania Department
of Education acts as the organizing agency for the student teaching
project. This bureau set up a series of regional meetings in the state
and invited representatives from the collaborating institutions to attend.

Patterns of Communication:

The DPI Bureau of Teacher Education is responsible for collating
reports from the meetings that are held as part of the project. These
reports are forwarded to personnel who are involved.

Financial Arrangements:

The project has been funded under Title V of the Elementary
and Secondary Education Act. The DPI has interpreted the provisions
of the ESEA to include student teaching in the area of "establishment
and improvement of programs to identify and meet the educational
needs of states." The project funds are, however, for the current year
only.

Special Characteristics:

In some ways this project has utilized a "grass roots" approach.
The directors of the project have sampled the opinions of many people
connected with student teaching in Pennsylvania, and they have also
used the ideas of these educators in planning changes.

In connection with the project, the Bureau of Teacher Education
has organized a Task Force of thirty of the outstanding educators in
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Pennsylvania representing teacher preparing institutions and public
schools. The Task Force has the responsibility of suggesting "proposals
for action" in solving the problems identified during the regional meet-
ings. These proposals were acted upon by the participants of a second
series of regional meetings. The reactions have been used by the DPI in
planning activities that the project members will seek to accomplish to
insure a better student teaching program in Pennsylvania.

The following proposals have been tentatively accepted as project
goals by the staff of the Teacher Education Bureau for the fiscal year
1966-67:

1. Organize a planning committee to study the possibility of estab-
lishing a "pilot program" in student tez.ching.

2. Plan and hold a summer workshop for the personnel involved
in this pilot program.

3. Make carefully planned visits to several states that have well-
organized state-wide student teaching programs.

4. Establish a Task Force to develop some broad guidelines for
student teaching programs.

5. Plan and hold two series of ten one-day conferences so the
participants can react to the materials and findings gathered
by the personnel involved in the first four steps of "proposals
for aclion."

4. Multi-State Teacher Education Project
M-STEP

Reporter:

Howard E. Bosley, director, Multi-State Teacher Education
Project, 1101 St. Paul Street, Baltimore, Maryland.

Collaborating Institutions:

The State Departments of Education in Florida, Maryland, Michi-
gan, South Carolina, Utah, Washington, and West Virginia.

Purposes:

The primary aim of the project is to find ways to pool national
resources and to move cooperatively toward the creation of new and
superior programs of teacher education by public and nonpublic insti-
tutional cooperation.

Administrative Structure:

M-STEP is a program of interaction that solicits the guidance and
support of the most experienced and skilled specialists in teacher edu-
cation. The state departments of education involved are working
together in planning, previewing, and evaluating member state activities.
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This is not seven different state projects, but one project that calls for acompact in which all seven states participate.
Each state will send a PERT (Program Evaluation and ResearchTechnique) to the Baltimore central office. The central office willdevelop the master chart with its critical paths as a means of coordi-nating and channeling the seven-state program to its ultimate objectives.
Each state department of education has a director in charge of

M-STEP, and these directors, together with the Multi-Staf.t Projectdirector and associate director, make up the Project Coordinating
Board. The Board formulates policy and evaluates the results of thevarious experiments. In addition, each state has a local coordinator incharge of its M-STEP project.

Patterns of Coatication:

An advisory committee will be established in each state. Mem-bership will include representatives from at least three other states,plus the members from the local state. The plan ideally calls for eachmember state to be represented on at least three such committees fromthe planning stage through to the ultimate evaluation of the seven localM-STEP projects.
A public information kit has been prepared and sent to repre-sentatives of the seven states. The kit includes forms upon which anymember may submit information which it believes should be incor-porated into the central office's public relations program on theregional and national level.
Conferences have been recorded on videotape for subsequentshowing to persons associated with M-STEP in other states.

Financial Arrangements:

The project is being funded under provisions of Title V of theElementary and Secondary Education Act of 1965.

Special Characteristics:

State Projects
Florida is undertaking an extensive quantitative and qualitativeanalysis of capabilities and needs of professional personnel as a guidefor curriculum emphasis in programs of teacher preparation and pro-fessional growth.

Maryland is developing a Demonstration Center for Student Teach-ing as a component of professional programs and as a resource for
improving major aspects of teacher preparation in a state system ofpublic and nonpublic colleges and universities.

Michigan is establishing regional centers for the coordination oflaboratory experiences in teacher education and the development of
agreements among local education agencies and the training institutions.
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South Carolina is planning, developing, and producing videotapes
as resource aids in student teaching programs.

Utah is focussing on the use of instructional media to improve
laboratory experiences for preservice and in-service teachers. An
attempt is also being made to introduce innovative modifications in
teaching internships, student teaching centers, and block programs.

Washington is developing and extending cooperative programs of
teacher preparation among and between teacher education institutions
and public school systems, so as to relate preservice and undergraduate
level preparation with in-service and graduate-level education.

West Virginia is establishing and administering a Pilot Center for
Student Teaching, coordinating the efforts of local education agencies
with teacher training institutions.

4 5. Washington Project for the Orientation and Induction
of New Teachers

Reporter:

Wendell C. Allen, assistant superintendent for teacher education
and certification, State of Washington.

Collaborating Institutions:

State of Washington and the National Commission on Teacher
Education and Professional Standards (NCTEPS).

Purposes:

The objective of this project is to demonstrate how, within a given
state, the combined efforts of educational institutions (both public and
private), professional organizations, and state agencies can coordinate
their efforts to (a) create new programs for beginning teachers, (b)
reduce the difficulties new teachers face in their first years of teaching,
(c) help new teachers develop their own style of teaching, and (d)
develop a corps of highly competent career teachers.

Administrative Structure:

The superintendent of public instruction and NCTEPS staff mem-
bers serve in organizational and facilitating roles. Specifically, the roles
of the various groups are characterized as follows:

1. Role of NCTEPS:
a. Develop plans for study, action, and evaluation.
b. Be responsible for the developmental phase of POINT.
c. Provide consultative, clerical, secretarial, and editorial

personnel.

46



provides more time for supervision, a tone of professional analysis of
teaching, a high degree of autonomy for the student teacher, and con-
cern for more fundamental issues in the teaching of children.

A major cOnclusion to be drawn from the interviews with resident
supervisors is that the nature of school or university involvement on the
part of resident supervisors influences their perception of the role in a
very essential way. The resident supervisor who has strong ties to the
University tends to emphasize his function as one of bringing new
ideas to the school and influencing change in curriculum. He sees
supervision as helping the student teacher develop in terms of becoming
personally comfortable with the curriculum. The resident supervisor,
whose fundamental allegiance is to the school, sees supervision more as
induction of student teachers into school life. Rather than emphasizing
in-service work for experienced teachers on curriculum, he tends to
stress the importance of training supervising teachers in supervision and
of developing criteria for the selection of supervising teachers.

It would seem necessary, therefore, that if the work of the resi-
dent supervisor is to be construed as supervision-curriculum develop-
ment and not one or the other, then the "jointness" of the school-
university appointment must be made more firm. To effect this possi-
bility, the following steps are suggested: participation of resident super-
visors in methods courses and tutorials; staffing an academic year
supervision institute with resident supervisors as well as utilizing resi-
dent supervisors in the Harvard Summer Institute in Supervision; and
arrangement of school class schedules to allow resident supervisors to
participate in faculty meetings, colloquia, and the various subject area
meeting&

The efficacy of continuing the Student Teaching Centers and ex-
panding them where possible is, however, indicated by the following:
(a) positive student teacher comments about supervision received in
the Centers contrasted with somewhat less favorable student teacher
comments concerning traditional supervising teacher arrangements;
(b) resident supervisors agreed that this new role afforded more
opportunity for supervision and curriculum development; (c) resident
supervisors commented in effect that the new roleits status and
authoritybreathed new life into their teaching careers.

One of the general problems in the Student Teaching Centers
arrangement has already been noted. How can this arrangement be
made to insure involvement of supervisors in the life of the University?
More work needs to be done to make the joint appointment firmer.
This will mean still greater commitment on the part of the schools to
flexibility; that is, resident supervisors must be allowed to come and go
freely from school to university. Such activity must be considered as a
critical part of their work. On the other hand, resident supervisors
must be conscientious and responsible for balancing the time and efforts
spent in the two institutions.

Another problem also places an additional burden upon the
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schools, but is essential if t.:Ae schools are committed to teacher prepa-
ration. Specifically, this is eie matter of finding and training super-
visors. Clearly academic yew training institutes in supervision are a
logical next step to the establisimcnt of Centers where supervision is
emphasized and practiced by competent personnel. The resident super-
visor should not only be a supervisur of student teachers but must also
become to a great extent a teacher e supervisors. How can this best
be accomplished within the academic year? Or should such training be
confined to summer institutes? If so, hovy must such institutes be de-
signed to articulate adequately with the regnlar work and problems of
the .----hool year? Are there staffing arrangements wnich lend them-
selves particularly well to the supervision of student teachers and com-
mensurately to the training of supervisors? 'Mete are questions which
must be confronted if Student Teaching Centers aye to be perpetuated.

On the face of it, the Student Teaching Center idea is fairly
simple: competent people, time, money, and settings where these are
allowed to work toward desirable results. Possibly, :t is the last of
thesesettingsthat is the most difficult to establish, but without the
schools becoming increasingly involved in teacher pre?aration, uni-
versity teacher education programs might as well roll up their scrolls
of pedagogy.

2. University of Wisconsin-Milwaukee Student Teaching Cemer

Reporter:

Wesley J. Matson and Grace Lund, School of Education, Univer-
sity of Wisconsin-Milwaukee; Lonnie Adam: and Margaret Lederle,
Milwaukee Public Schools.

Collaborating Institutions:

Milwaukee Public Schools, Glendale Public Schools, and the Col-
lege of Education, University of Wisconsin-Milwaukee.

Purpose:

The central purpose of the Centers is to bring about a closer rela-
tionship between school and college by integrating the facilities, per-
sonnel, and philosophy of these institutions.

Administrative Structure:

Consideration of the unique nature of student teachers, cooperating
teachers, supervisors, and the problems of different teaching experi-
ences is effected by offering an elementary integiated course which
emphasizes the interrelationship of theory and practice. The instructor
of a student in the integrated course supervises the same student in his
laboratory experience, which consists normally of four nine-week ses-
sions in a variety of grade levels and socio-economic situations. Place-
ment of a student teacher is done jointly by school and University per-
sonnel. Flexibility in the integrated course revolves around the problems
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of the student in training. The course is developed around curriculum
planning in the elementary school and methods in language arts and
social studies. It is scheduled to meet for three two-hour sessions per
week.

The cooperating school personnel supplement and enlarge upon
the areas of the integrated course through cooperatively planned activi-
ties in the school Centers. They are also called upon to teach various
sessions of the integrated course, which is facilitated by a University-
paid substitute program. Other activities for cooperative personnel
related to professional growth are encouraged by this substitute
Program-

Patterns of Communication:

Communication between the College of Education and cooperating
public school personnel is a continuous process as a result of the very
concept of integration in this program. The public schools provide in-
formation sessions for college personnel to show current developments
in the system and sociological factors in.luencing the curricula in the
schools. Also used is a Student Teaching Handbook and Newsletter,
which is sent to all personnel.

Special Characteristics:

A special feature of this program is the scholarships provided by
public schools and the University jointly, for training supervisors of
student teachers in the analysis of teaching.

3. University of Utah, Cooperative Center for Teacher Education

Reporter:

Paul Hansen, University of Utah.

Collaborating Institutions:

Utah State Department of Public Instruction, the Salt Lake City
School District, and the Granite School District As the scope of the
program broadens, other school districts will be included.

Purposes:

The principal objectives of this project are (a) to establish
optimal conditions for student teaching, and (b) to develop a mech-
anism for cooperative work in improving the curriculum for teacher
education and the curriculum for the public schools in a way which
overcomes discrepancies in basic concepts akd operations.

Administrative Structure:

The administrative direction of the Student Teaching Centers will
be in the hands of the Administrative Council, which is made up of the
following:
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Assistant dean, College of Education, University of Utah
Head, Department of Education, University of Utah
One member each from the Colleges of Letters and Science,

Business, and Fine Arts, University of Utah
Deputy superintendents for curriculum and pupil services for the

Salt Lake City and the Granite School Districts
Deputy superintendent for instruction, State Department of

Education.

The Student Teaching Center Faculty is an organized group com-
posed of all personnel directly involved in the program at the teaching
Centers, all University supervisors of student teaching, the University
members of the Administrative Council, and those representatives of the
State Department of Public Instruction who take part in the program.
This Faculty meets once or twice each year, to review the program, to
consider recommendations from the Student Teaching Center Faculty
Council, and to make recommendations to the Administrative Council
pertaining to the operation of the program and to the curriculum of the
schools and of the teacher education program of the college.

The Student Teaching Center Faculty Council is a smaller Council
which meets as it desires to prepare recommendations for the Student
Teaching Center Faculty. The major work of preparing these recom-
mendations will be done by three subcommittees. The membership of
the subcommittees noted above is made up in the following way:

1. Subcommittee on Management of Student Teachers:

The University of Utah student teacher placement director,
A school principal from each school district
A student teacher supervisor from the College of Education,
A teacher personnel director from each of the participating

school districts,
An elementary and secondary school teacher from each

school district,
A representative of the State Department of Public

Instruction.

2. Subcommittee on Curriculum for Teacher Education:

The chairman of the University Curriculum Committee for
Elementary and Secondary Education,

A faculty member each from the Colleges of Education and
Letters and Science,

The elementary and secondary directors of each school
district,

A classroom teacher from each district,
The director of teacher personnel of the State Department.

63



I

3. Subcommittee on Curriculum for Public Schools has the same
directors as the previous subcommittee.

Financial Arrangements:

Student teachers will pay an additional reestration fee which will
be matched by the University in the foim of a stipend to be paid all
cooperating teachers.

4. Cooperative Teaching Centers
Wayne State University

and the
Detroit Public Schools

The following four descriptions of Cooperative Teaching Centers in
various regions of the Detroit Public School District are examples from
six such Centers for teacher education at the elementary school level.
They have come about through the collaboration of Wayne State
University's Department of Elementary Education staff, the staff of the
Detroit Department of Continuing Education, and the field executives
and their staffs in each region:

George Owen, divisional director, Department of Continuing
Education

Charles Stewart, Department of Continuing Education
Gertrude Kirkwood, Department of Continuing Education

Field Executives:

Region #4Julia M. McCarthy
Region # 5Florence C. Jacque
Region # 7W. Dean Edmundson
Region #9Arnold R. Meier

4a. Wayne State University, College of Education
Region * 7 Kettering Area

Student Teaching Center

Reporters:

Clement Kaye, Kenneth Goodman, and David Allen.

Collaborating Institutions:

Department of Elementary Education, Wayne State University; and
Region *7, Detroit Public SchooLs.

Purpose:

The purpose of this Center is to establish a cooperative educational
environment between Region #7 of the Detroit Public Schools and the
College of Education at Wayne State University. This venture was
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undertaken to improve the quality of the teacher education program
and the local school district educational program through planning an
in-service education program and to develop research insights into the
teacher education process as it exists within an inner city school and
community environment.

Administrative Structure:

The Center is administered by an Outer Planning Committee which
is composed of the following members:

Field executivechairman (1)
Principal from each participating school (11)
Sponsoring teachers (3)
College advisor (1)
College coordinators (2)
Supervisor of instruction (local district) (1)
Representative of Continuing Education Department (local

district) (1)
Others selected by the Committee.

The Planning Committee meets once each month for the purpose
of reviewing and forming Center educational policy.

Special Characteristics:

The activities of the Planning Committee are many and varied.
They include (a) developing plans for student teaching seminars,
(b) developing in-service educational programs for the supervisory
staff, (c) developing evaluation devices and other educational activities
and assignments appropriate for the Center, (d) encouraging and de-
veloping insights into teaching and the teaching process within the
inner city community, and (e) utilizing the educational leadership
qualities of the professional staff through cooperative iivolvement and
planning by the local district and college personnel.

All policies are formulated within the policy framework of the
local district and the College. Educational policy problems may orig-
inate at any point within the administrative structure. All educational
personnel associated with the Center are participants in the decision
making process. Problems of a policy nature may be identified at the
classroom, building, or Center administrative level and requests for
policy review may be made directly to the Planning Committee.

Responsibility for the development of the student teacher is
divided among the student teacher, the supervising teacher, the build-
ing principal, and the college coordinators. Levels of responsibility
have been defined in the guideline booklet entitled "Guidelines for Par-
ticipating Building Principals." Limited copies are available.

Financial Arrangements:

All activities have been accomplished within the normal budgets of
the Detroit Public Schools and the University.
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4b. Wayne State University, College of Education
Region * 9

Student Teaching Center
Reporters:

Virginia B. Morrison and William Ray

Collaborating Institutions:

College of Education, Wayne State University; and six urban ele-
mentary schools comprising the Detroit Region #9 Teaching Center.
Purposes:

The main purpose of this Center is to improve the quality of the
student teaching experience by serving as a laboratory experience for
both student and supervising teachers in the problems of educating
culturally different youth. Allied purposes are to serve as an imple-
menting agency of theory to practice in areas of professional standards,
curricular design, and evaluation; to facilitate communication concern-
ing the roles of all personnel involved in the student teaching experi-
ence; and to disseminate findings of current applicable research.
Administrative Structure:

The policy making body is a Steering Corimittee composed of
school and college personnel who formulate policy for the entire Center
operation within the framework of policies of the local school district
and the University. The present Committee is comprised of two super-
vising teachers, two assistant principals, one principal, two College of
Education faculty members, and a representative of the Continuing
Education Department

Patterns of Communication:

The Steering Committee meets monthly to review the effectiveness
of the Center and recommend revision as needed. An orientation meet-
ing for supervising tenhers will be held each quarter, preferably before
the quarter begins. One additional supervising teacher seminar will be
held during the quarter.

An orientation seminar for student teachers will be held each
quarter prior to the first day of student teaching contact. Four addi-
tional student teacher seminars will be held during the quarter.
Financial Arrangements:

This program functions within the regular college and school
budgets.

Special Characteristics:

Videotapes of teachers working in urban elementary school class-
rooms have been used in both supervising teacher and student teacher
seminars. Attempts are being made to acquaint administrators, super-
vising teachers, and student teachers who work in this Center with the
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Revised Observer Schedule and Record II (ROScAR 11) observational
technique for recording classroom behaviors.

4c. Wayne State University, College of Education
Region # 4

Student Teaching Center

Reporters:

Helen Sucnara and Charles W. Smith.

Collaborating Institutions:

Department of Elementary Education, Wayne State University; and
the Detroit Public Schools.

Purpose:

The purpose of the Center is to combine the human and physical
resources of an urban school district and an urban university in order to
further the study and practice of teaching.

Administrative Structure:

Region #4 is an administrative district within the Detroit Public
Schools. The Center is divided into two "constellations" of schools.The Center Constellation, which is in the inner-city complex of Detroit,has six cooperating elementary schools, while the Ford Constellation,which involves seven cooperating elementary schools, is located in a
suburban-type setting. The names of the Centers were derived from thehigh schools which serve each constellation of cooperating schools.

A Steering Committee, which meets at least once each quarter to
evaluate current practices and policies, is the governing body of the
Center. The membership of the Steering Committee, which is broadly
representative of the various positions at the school and college, con-
sists of the college supervisors, one person from each cooperating school
(either a supervising teacher, assistant principal, or principal), the
graduate faculty advisor, and the Region #4 field execw.;ve. Repre-
sentatives oc the Continuing Education Department of the Detroit Public
Schools and of the Directed Teaching Office of the University serve onthe Steering Committee to relate the committee's work to the total
policy framework of the local school district and the University.

Special Characteristics:

Each student is requested to remain in the Center for both of his
student teaching contacts, one in an inner-city setting and the other in
a suburban-type setting. This device enables the staff to work with astudent for two consecutive quarters. The planning for his seminarsfor the second contact are done in the light of knowledge gained dutinghis first contact.
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A newsletter, which is published four times during the academic
year, is used to keep cooperating personnel informed of Center activi-
ties. All past, present, and potential supervising teachers in the schools
in the Center, as well as a of the district's administrators, receive
copies.

4d. Wayne State University, College of Education
Region # 5

Student Teaching Center

Reporters:

James E. Kerber and Donald W. Protheroe, college coordinators;
E. Brooks Smith, college advisor; and George Monroe, Detroit Public
Schools.

Collaborating Institutions:

The Region *5 Teaching Center is a cooperative extra-institution
involving the combined personnel and facilities of the Detroit Public
Schools and Wayne State University.

Purpose:

The purpose of the Center is to combine the human and physical
resources of the school and college in order to further the study and
practice of teaching.

Administrative Structure:

Region #5 Teaching Center is made up of eight schools within
the Region *5 area of the Detroit Public Schools. The Center is guided
by a Steering Committee made up of the field executive, the admin-
istrative head of the region; four school principals (one of whom serves
as Steering Committee chairman); one college advisor, who is a gradu-
ate faculty member; two college coordinators; one educational psy-
chologist; and a representative of the Continuing Education Department
of the Detroit Public Schools. The chairmanship of the Steering Com-
mittee rotates among the school principals. Each principal serves for
three semesters, one semester as chairman of the Committee.

Bi-weekly seminars for student teachers and quarterly meetings for
sponsoring teachers are planned by the Center Instructional Committee.
This Committee is made up of one principal, two supervising teachers,
two college coordinators (one of whom serves as chairman), one edu-
cational psychology consultant, and one college advisor. The college
coordinators execute the plans of the Steering Committee and the
Instructional Committee.

Patterns of Communication:

The college coordinators, being responsible for the execution of
the plans of the committees, also have the primary responsibility for
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keeping all personnel informed as to Center activities and committee
actions. Most of this communication is in the form of at least weekly
visits to each school and to each teacher in the Center. Notices and
minutes of all meetings are sent to the public school's administrative
center and to the college departments involved.

Financial Arrangements:

Since a goal of the Center has been to be as free from the neces-
sity of seeking financial support as possible, little financial aid has been
necessary. A small fund was started in 1964 with five dollar contribu-
tions from each school to help host schools pay for expenses incurred
by student teacher seminars and faculty meetings.

The internship program described below is supported by the
Detroit Public Schools and the College of Education of Wayne State
University. Detroit has authorized the interns to be paid the equivalent
of one-quarter of a beginning teacher's annual salary. This amounts to
$725.00 for each of the four interns for the semester. The College of
Education supports the program by allowing additional college credit
for the internship and by allowing a slightly reduced work load for the
college coordinators working with the internship units.

Special Characteristics:

During the winter and spring of 1966, a cooperative teaching
approach to student teaching in one of the Center schools was started.
This venture involved four students, each in his initial student teaching
experience, in a program of observation and cooperative planning andteaching. The program emphasized the development of skills in the
analysis of teaching.

A cooperative team internship for undergraduate students who
have successfully completed an initial student teaching contact has been
established. This program involves two student teacher interns assigned
to each of two classrooms and one teacher-director who is resport-
sible tor the two classrooms. The program stresses close cooperation
and planning by the interns, the teacher-director, the college coordi-
nators, and the college advisors.

A pilot project for the use of media in the supervision of student
teachers was also completed during 1965-66. Television tape and 8mnt.
film were tested in an attempt to determine the value of these media
in the analysis of teaching and for more effective evaluation of the per-
formance of student teachers. The results were encouraging to the
further use of these media, particularly the videotape.

5. Southfield Student Teaching Campus

Reporters

Helen McIntyre, director of elementary education, Southfield,
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Michigan; Chandler Barbour, Hans Olsen, and Daniel Michalak, Wayne
State University.

Collaborating institutions:

College of Education, Wayne State University; and the South-
field, Michigan, Public Schools.

Purposes:

The primary purpose of this Center program is to establish and
refine a beneficial student teaching program for Wayne State University
elementary education students. Allied purposes are to promote in-
service education for supervising teachers in the public schools and to
fully use the resources of the college and the public schools.

Administrative Structure:

The basic administrative plan is that three Wayne State University
staff members work jointly with the elementary supervisor and the
building principals of six elementary schools in Southfield. This group,
known as the Center Coordinating Council, acts as the policy making
group for the student teaching programs. The second level of the
organizational plan is the "Building Team" that operates in each
school The Building Team is composed of the elementary supervisor,
the building principal, members of the staff who work with student
teachers, and other staff members who can and wish to participate.

Patterns of Communication:

Since most planning and evaluation is done in meetings of the
Coordinating Council and the Building Teams, direct communication is
the standard procedure. Each quarter a report of the Center activities
is circulated by the college advisor to the members of the Council and
other interested persons. A less formal report, in the form of a news-
letter, is circulated periodically to all members involved in the Center.
This carries suggestions and procedures that all persons are encour-
aged to discuss.

Special Characteristics:

Student teachers are assigned to cooperating schools in the Center
after being interviewed by members of the Coordinating Council work-
ing as a team. Each of the assignments provides for flexibility in the
experiences that a student needs for professional growth.

The Center structure makes provision for full use of the resources
of the staff and facilities in the schools. The embodiment of this is the
"building approach." Basically the building approach is a form of team
supervision that utilizes the full resources of a school staff in conjunc-
tion with the supervising personnel from the college. Some unique
values of the building approach in the Southfield Center are that it
provides a vehicle for the introduction of new supervising personnel; it
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contributes to the in-service growth of supervising teachers; it stimu-
lates the reexamination of the school goals and objectives by the school
personnel. (see Schacht)

The building principal contributes significantly to the operationof the student teaching program in the cooperating schools. While over-seeing many of the organizational aspects of the activities in the student
teaching program, he also functions as a leader in the Building Teammeetings and as a consultant in building seminars.

College personnel are involved in all features of the Center opera-tion. They cooperate with the school personnel in operating the teamapproach to the student teaching program. Their role is one of leader-
ship in introducing ideas to the Center, of facilitating Building Teamoperations, of service as resource persons to the school staff, and ofsupervising student teachers.

Observer schedules and recording techniques are currently being
introduced to the student and supervising personnel in the Center. Theuse of these has been to record and analyze the teaching behavior evi-denced by student teachers.

6. Student Teoching Center, State University College
Buffalo, New York

Reporter:

James H. Young, State University College, Buffalo.
Collaborating Institutions:

The State University College and the public schools of NorthTonawanda, New York

Purposes:

The following purposes appear to be operating:
1. To help student teachers gain an overall picture of teaching,

rather than the narrow view of teaching specific lessons at a
particular grade level

2. To find a clearer definition of role responsibilities in student
teaching situations

3. To provide a greater variety of experiences, materials, and
fCSOUIVCS

4. To develop closer communication between the public school
administrators and college officials as a team approach in im-
proving professional standards.

Administrative Structure:

Joint decieons on this project are made by the college supervisorand the director of elementary education in the North TonawandaSchools. The school system contributes to the venture by providing
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qualified supervising teachers, office space for the college staff, and
secretarial help. The college provides various resources such as audio-
visual listings, speakers, and bureau resources to the North Tonawanda
Schools.

Patterns of Communication:

Due to the limited scope of the project all communication is done
on a direct and personal basis.

Special Characteristics:

Supervisory procedures in this project include frequent and long
observations followed by three- way conferences between the college
supervisor, the supervising teacher, and the student teacher. Oppor-
tunities are made available for personnel involved in the project to visit
other classrooms in the school system. Seminars involving the public
school faculty members are held periodically.

Mother interesting aspect of this program is the inclusion of the
student teachers in the orientation for new teachers in the public schools.
This four-day conference includes a bus tour of the community,
grade level meetings, and an introduction to the school system philosophy
on matters of planning, evaluation, and curriculum.

7. Inner City Teacher Education Project (ICTEP)

Reporter:

Roy Jorgensen, Central Missouri State College.

Collaborating Institutions:

Central Missouri State College and Kansas City Public Schools.

Purpose:

The central purpose of the project is to prepare teachers to work
with culturally different children.

Administrative Structure:

The supervision of the project is done by an interdisciplinary
faculty team wotking with faculty members of the Kansas City Public
Schools. Three full-time staff members from Central Missouri State
College are assigned to the program to supervise student teachers, to
administer the "block program," and to work with the "pre-block"
students.

Special Characteristics:

Volunteers are recruited from the group of education majors during
the second or third term of their sophomore year at Central Missouri
State College. These students are advised to take a minimum of nine
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hours from sociology and psychology electives prior to enrolling in theirtwo-term professional "block" experience.
During the first term of the "block," students are placed in a flexibleschedule which provides seminar type classes, small group instruction,individual instruction, field trips to the inner city, observations, micro-teaching situations, and independent study. In addition to professionalsubject matter, students meet and confer with Kansas City public schoolpersonnel who have been given released time by the school system towork with the project. The Human Relations Center of Kansas Citycooperates by arranging opportunities for students to confer with repre-sentatives of private and public agencies concerned with the inner city(Urban League, CORE, NAACP, Psychiatric Receiving Center, thejuvenile court, the police department, homes for children, and housingauthorities).

The second term of the two-term block involves student teachingin inner city schools of Kansas City. Three full-time staff members areassigned to supervise these student teachers, administer the block pro-gram, and work with the preblock students. The equivalent of a full-time staff member is allotted and several members (e.g., a sociologist,a reading consult,nt, a psychologist, and a research specialist) of theistaff contribute n special capacities.

C Affiliated Schools and Research and Development Centers

DEAN CORRIGAN
Associate Professor of Education

University of Rochester

Any institution moving into a cooperative program, or planningto begin a program, should do so with the benefit of the learnings ofcolleagues who have had firsthand experience in such ventures. Throughthis approach, anticipation of the problems which may emerge and theplanning of intelligent action to identify and meet these problems as theyoccur may help to avoid such problems entirely. More intelligent plan-ning should be possible if thought and action regarding new cooperativeprojects is shared and critically analyzed. It is important, then, toanalyze problems and pitfalh encountered by others as well as the suc-cesses of others. When viewed from this perspective, the ,summariesof programs which follow can be a valuable resource. It can also beseen that no theoretical design or program developed for another plancan serve as a "prescription" in a new situation. Each new program,if it is to serve specific educational purposes, must emerge from theunique context in which it will, function and be planned by those whoWill put it into action.
This brief introduction is intended as a general appraisal of asampling of cooperative programs. The objectives and activities of the
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programs and differences in organizational arrangements are discussed
here, and certain questions and issues are raised. These questions and
issues are crucial to the success of new cooperative ventures.

Organizational Patterns:

There are certain differences in the types of cooperative projectssummarized in this section. They fall into two general categories:(a) affiliated schools and (b) Research and Development Centers.
Within each of these broad categories, the programs differ in their

specific purposes and in the scope of their activities. For example, some
progams in each category focus on basic research, while others in the
same category hold teacher preparation as their primary function. The
size of the programs and the institutions participating in the programs
also differ greatly. One of the programs involves several states, while
another program involves only one higher education institution and
several affiliated schools. However, within this diversity of organiza-tional patterns, common objectives and underlying assumptions seemto apply to all programs.

Objectives and Underlying Assumptions:

The overriding goal of all programs is one which has been per-
plexing American education from its beginningto shorten the distance
between thought and action, to make the discoveries of educational
research operational.

Each of the programs presents alternative ways to break down the
major barrier to educational change: the excessive compartmentaliza-
tion of schools, universities, state departments of education, teacher
education programs, and the public.

An underlying assumption that seems to have given rise to the
establishment of the programs is that new, comprehensive institutions
are needed to foster educational innovation and improvement. Another
assumption, evident in the multi-institutional character of the projects,
is that educational change depends upon effective patterns of coopera-
tion among several different elements in the educational interaction
system. This includes universities with their research competence;
schools with their ability for practical experience and implementation;
state educational agencies where political responsibility for education
is lodged; and other industrial, social, and cultural agencies with their
special talents.

Activities:

The wide variety of activities carried on by affiliated schools and
Research and Development Centers includes (a) conducting basic
educational research; (b) developing cooperative field testing and eval-
uating; (c) disseminating research findings (which includes the actual
operational incorporation by the practitioner of new skills, techniques,
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and strategies), and (d) preparing educational personnel for leadership
in such activities.

These activities all assist in the implementation of productive edu-
cational change.

Questions and Issues:

Four of the many questions and issues which come out of an
analysis of the program descriptions are:

I. he Meaning of Partnership:
, The rationale provided for the programs described is based on

the belief that educational improvement requires a partnership. How-
ever, an analysis of the programs may prompt, one to ask whether or
not a real commitment to partnership exists. For example, the major
emphasis of the projects is on what resources the universities have to
ages the schools. Yet very, little emphasis is given to the idea that the
schools have resourcesin ideas, people, and materialswhich could
improve the universities.
. In the past, people from the schools have been used by the col-
leges to instruct pupils or have worked ill schools as supervisors of
interns or student teachers. However, the notion of bringing school
peritintiel into Contact with university personnel to teach them is an
entirely new cOncept. Past practices have labeled the college person
is 'the expert. Furthermore, the present structure of the college has
not lent itself to the whole concept of in-service education, especially
bp school personnel. Yet, most college people are quick to agree that
in-service education is a good idea for the local schools. Those univer-
sities which do have in-service work tend to hire other college personnel
as their consultants.

With education so rocked with change that the need for continuing
education is being universally accepted, it would seem sensible to place
great value on knowledge gained from the day to day implementation
of new programs taking place in the schools. Teachers who have tested
innovative ideas are excellent resources for colleges, as well as other
schools, and ought to be used as such. College people must have the
opportunity to share ideas about, and participate in, innovative programs
in education if they are to make the university relevant to the needs
of students and teachers in today's schools. Instead of one-way flow,
the concept of partnership involves a continuous cycle in which all the
partners have a mutual influence on one another as they perform their
major functions of research and development, field testing and evalua-
tion, and installing new practices in the schools. If a true partnership
were to emerge, the partners would jointly control and have a commit-
ment to 3haring. A new institution can be created by this joint action.
In this new setting both college and school personnel should begin to
feel com' ntable admitting that they are both learners and searchers.
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This kind of relationship is necessary if there is to be m-depth examina-
tion of alternative solutions to educational problems b ased on knowl-
edge of theory and practice.

2. Clarification of Role Relationships:

A variety of linkages connecting the various institutions involved
and descriptions of shared roles, structures, and personnel are described.

In most cases, the descriptions of programs spell out the roles of
those involved in the interaction system of the Research and Develop-
ment Center or in the affiliated school organization, but they do not
define personnel and/or inter-institutional roles in relationship to other
pmition occupants or institutional functions. Also, there is very little
emphasis on procedures developed to study and/or discuss role
relationships.

Furthermore, a new affiliated schools program or a Research and
Development Center, when viewed as part of the total interaction
system of education in the country, takes on certain functions that
must be defined in relationship to other institutions. The following
questions are therefore appropriate in any analysis of new cooperative
ventures:

a. What procedures have been developed to systematically exam-
ine role relationships, including role expectations, among those
holding the same position as well as those holding different
positions in the interaction system?

b. What are the roles and responsibilities on which there is agree-
ment or conflict among the colleges, schools, and other agencies
participating in the program? In what areas can problems be
anticipated? What procedures and understandings need to be
developed on the part of all of the position occupants in the
schools, colleges, and state and federal agencies in order to
enhance role relationships?

c. What should each institution involved in a cooperative venture
continue to do? What should it forego to other institutions or
change within the institution? What are the special functions
of an institution when it is viewed as one segment in a total
matrix of other educational institutions on the state and national
scene? For example, where does the program fit into other
state and federal programs?

3. Nature of Financial Support and Its Effect on Program Development:

Most of the new programs described have been given initial impe-
tus by financial support provided mainly by recent federal legislation
and foundation grants. What is true in this case is true in all other
phases of education: in addition to desire, hard work, knowledge, and
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imagination, one other ingredient 'is needed to bring about educational
change--that ingredient is money.

However, there is a danger in being lulled into complacency by
the current level of interest in, and support of, education projects by
financing agencies. New ways must be developed to communicate the
value of these new programs to the public who ultimately must support
them if the programs are to be established on a permanent basis.

Many of the programs described are faced with a "phase out"
clause in their future. As a result, personnel are unduly caught up in
the dilemma of seeking new tunds for program continuation and
attempting to develop the program now in existence. This affects pro-
gram development in time wasted as well as the type of projects under-
taken. Long range, in-depth projects cannot be developed with con-
fidence, because their future funding is uncertain. As a result, the types
of ,projects undertaken may be limited in scope and shallow in their
attempts. A stable support base is sorely needed.

4. Reactions to the Research-action Continuum Rationale:

All; the programcdescribed accept the idea that a process of edu-
cational change includes research, development, demonstration, and
dissemination, and that each phase must be related to the other in order
to draw upon and be shaped by the other. There seems to be' agreement
that institutional overlap is necessary to provide for needs at each of
the stages of educational change.

The programs do not deal directly with the restarelkietion issue,
but it may be well to be reminded that consensus on this question has
not been reached. Examples of different views on this question are
those stated by Lee J.' Cronbath and H. M. Hamlin? Cronbach fears
neglect of:the university's basic function of inquiry, whereas Hamlin
suggests that the research-action continuum will strengthen, not wee
the research effort.

Regardless of what happens in the future, one thing is certain
the role of the university in bringing about educational improvement
is changing and will change even more as time goes on. The emer-
gence of these new cooperative organizations on the educational Scene
has already caused changes in the university by forcing a re-examina-
tion .of its functions. Present activity represents the confrontation stage.
Even- while the smoke rises from the fires of debate, we must give
attention to the coordination of efforts so that nevi discoveries will have
immediate and maximum impact on the improvement of education.
This is a challenge confronting all of us.

Criiibach, Lee J. 'The Role of the University in FAucational Improvement."
Phi Dela Kappan 17: 53943; June, 1966. -

7 Hanfin, H. M. "A Former Colleague Comments on. Remarks by Lce J, Cron-
bach." Phi Delta Kappan 18: 6-7; September, 1966.
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The descriptions of programs which follow will undoubtedly raise
other questions and issues which have special relevance to the programs
in your institution.

1. The League of Cooperating Schools for Research and Development
University of California, Los Angeles

Reporter:

John I. Good lad, University Elementary School, University of
California, Los Angeles.

Collaborating Institutions:

Nineteen school districts located in nine counties of southern Cali-
fornia; the University of California, Los Angeles; and the Institute for
Development of Educational Activities (IDEA, Kettering Foundation).
Purposes:

By combining "inside" and "outside" resources to give freedom
and support to the participating schools (one from each district and
the University Elementary School), the "individual" schools will become
settings for the implementation of ideas originally researched at the
laboratory school and for generating significant new problems and ideas.
Stated another way, innovation and the demonstration and dissemina-
tion of these innovations, with emphasis upon the freedom "for high
risk taking," are the principal purposes of the program.

Administrative Structure:

The organization represents a tripartite agreement among the
nineteen school districts, UCLA, and IDEA. School district partici-
pation is conducted through a single, designated school. The superin-
tendent serves as the lipison official between the school district and
the League's administrative offices in regard to all matters of district
policy.

Patterns of Communication:

Communication between the League and the participating schools,
the faculties of those schools, and the districts is transmitted primarily
by the principals of the designated schools who meet twice monthly in
regular League meetings. Communication with a latzer network of
schools is envisioned through the demonstration-motivation division
of IDEA.

Financial Arrangements:

Some commitment by all participating institutions is implied,
including "certain resources of the School of Education's new Research
and Development Center" (federally supported).
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Special Characteristics:
.

The schools selected for participation are large and small, urban
and rural, with abundant and meager resources; thus, they present a
microcosm of a larger population of schools, and the planned change
in the League schools will serve to create models for educators
elsewhere.

A group of doctoral students has been recruited to serve as con-
sultants, conduct research studies, and otherwise participate in the
program.

2. Campus School Program for Research and Development
Division of Elementary Schools

Board of Education of the City of New York

Reporter:

Robert J. Fanning, Division of ElemerAtary Schools, Board of Edu-
cation of the City of New York.

Collaborating Institutions:

New York City Public Schools; Bank Street College; Brooklyn
College; City College; Fordham University; Hunter College; Long
Island University; Marymount College; Manhattan College; New York
College of Music; New York Medical College; New York University;
Notre Dame College of Staten Island; Queens College; St. John's Uni-
versity; St. Joseph's College; Tectchers College, Columbia Univerrity;
Wagner College; and Yeshiva University. Presently, there is a total of
thirty-nine public elementary schools affiliated with the above -lien-
tioned colleges and universities of the New York City area.
Purposes:

The objectives of the program are to improve the preservice and
in-service development of teachers; to provide for testing of methods,
techniques and materials, research, experimentation, and demonstration;
to provide for the free flow of information between school and college
staffs through inter-visitation, joint studies, projects, and programs.

Administrative Structure:

The administrative personnel are college representatives, Elemen-
tary Division staff members, field executives, and the principals of
schools chosen to participate. The field executive is familiar with
teacher training personnel. He is also aware of the educational prob-
lems of the schools in his area and thus is responsible for bringing
together the colleges and schools. His role allows for determining the
availability of college staff to work with school personnel on the use
of new ideas, methods, and materials. Any or a combination of the
following can initiate a college-affiliated school relationship: the
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school principal and teachers; the college officials; the field assistant
superintendent.

Example: When a school staff desires assistance in trying out a
new idea, the principal and his staff work with the field executive who
explores the idea with the college representatives. If the school's request
is approved, joint action is taken.

Patierns of Communication:

The Campus School Exchange, a magazine, and occasional large
meetings provide for an interchange of ideas and information. The
college and the Board of Education each has a liaison officer to aid
in coordinating common efforts.

Special Characteristics:

The student teaching program is intensified by concentrating pro-
grams of one college in one or two public schools. Many of the current
projects are being conducted in special service schools. The major
concern in these projects is to consider the special needs of pupils in
the socially disadvantaged areas. Groups of college personnel are
allied with social work personnel in these endeavors. Several schools
send teachers to college seminars in a personnel interchange program.

3. Stanford Center for Research and Development in Teaching

Reporters:

Robert N. Bush and Nathaniel L. Gage, Center for Research and
Development in Teaching, Stanford University.

Collaborating Institutions:

The School of Education and other colleges of Stanford University
along with other cooperating colleges and schools.

Purposes:

The two tasks of this emerging Center will be (a) to redesign the
role or task of the teacher and (b) to write something on the relatively
blank page that is reflected in the relationship between teacher behavior
and pupil behavior.

Administrative Structure:

The codirectors, appointed by the dean of the School of Education,
work with a nine-member policy-making Administrative Board which
is representative of the Center faculty, the faculty of the school, the
central administration, the total faculty of the University, the cooperat-
ing colleges and school systems, and the State Department of Education.
A five-member executive committee advises the codirectors on the
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The first major project of the Center was the development of the
"World of Work Elementary School." This is a demonstration center
that serves as a laboratory to test new content, materials, and organiza-
tional concepts suitable for urban education. The concept here is to
develop a miniature community that flcusses on "the world of work as
opening up the world of life." The resources of the community are
utilized as the concepts of basic economics are employed in instruction
through direct exposure.

The school includes children from all school zones in the city and
accepts pupils from suburban school districts.

Other projects that the Center has developed and plans to expand
are (a) a community Resource Workshop for teachers interested in
studying the utilization of community resources, (b) teacher training
programs specifically related to urban education, (c) conferences on
urban education problems, (d) sponsorship of institutes for teachers
that are funded through federal grants, and (e) teacher and student
inter-city and inter-suburban exchange.

Administrative Structure:

The plan for the Center for Cooperative Action has been initiated
by the City School District of Rochester. The District appoints a direc-
tor for the project, and this person works with a representative of the
University of Rochester in administrative functions. An Advisory Com-
mittee, broadly representative of the industrial, cultural, and educa-
tional resources of the region, has been brought in to coordinate plan-
ning efforts for projects to which the Center has been committed.

Financial Arrangements:

The Center has been funded under the provisions of Tdle III of
the ESEA. This federal grant represents the main support for the pro-
grams. However, some support comes from industries in Rochester.

Special Characteristics:

The Center has established projects that give clear evidence of
the commitment that the participants have made to share resources and
services. The partnership among the higher education, cultural, busi-
ness, industrial, and social agencies of the Rochester area is unique
and shows great promise for the development of a significant model
Program.

i

5. A Dispersed Supplemental Educational Services Center for the ,

Genesee Valley Region of Up-State New York

Reporter:

Dean Corrigan, Genesee Valley School Development Association,
Rochester.
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Collaborating Institutions:

University of Rochester, State University College at Geneso, St
John Fisher College, Catholic Schools in the Diocese of Rochester,
Memorial Art Gallery of Rochester, Industrial Management Council,
Catholic Secondary Schools in Rochester, Rochester Area Educational
Television Association, Rochester Civic Music Association, New York
State Board of Regents, and the public school systems of the region.

Purpose:

The purpose of this Center and its sub-units is to provide educa-
tional and cultural opportunities for children and teachers in the region.
This facility will serve as a clearinghouse in the Genesee Valley Area
for the dissemination of the latest research innovations in learning,
teaching, and curriculum. Various communications and service systems
will serve the nine county region and utilize the enriched resources found
in that area by monitoring programs back to the member schools.

Financial Arrangements:

The estimated annual operating budget for the Center will be about
$984,000. Federal grants are expected to be the major financial support.

Administrative Structure:

This undertaking has been funded under Title III of the ESEA.
The Genesee Valley School Development Association has been approved
as the administrative agent.

Special Characteristics:

Unique features at the Centers are brot.ta down into eight com-
ponents which reveal the breadth of this emerging endeavor. They are
the following:

1. Instructional strategies unit: The purpose of this unit is to provide
the development of services, instructional materials, ideas, and equip-
ment for teachers and students.

2. In-service education for teachers and other personnel: Local uni-
versity personnel will help in the development of new techniques for
in-service training for teachers of that region.

3. Television center working with Rochester area television: The objec-
tive will be to obtain maximum use of ETV.

4. Library center: Personnel from here will coordinate and assist
acquisition activities throughout the area.

5. Data processing: Personnel will create (with computer assistance)
and transmit learning units of instruction.

6. Coordination and evaluation of experimentation: The computer will
be used to assist in evaluating innovative projects, and these will
be transmitted by the Center.
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7. Museum: The educational program of the Rochester Museum in
the area of arts and sciences will be brought to students and adults
in the nine county area.

8. Art gallery: The Center will help bring and extend services of this
cultural resource to students and adults.

6. Research and Development Center, University of Wisconsin
holed Models

141Parkrt

Dons Cook, Project Models, University of Wisconsin.

iallaboraikig Institutions:

The University of Wisconsin and public school districts in Janes-
ville, Madison, Milwaukee, Racine, West Bend, and Manitowoc, Wis-
consin.

Purpose:

The purpose of Project MODELS (Maximum Opportunities for
Development and Experimentation in Learning in the Schools) can be
broadly defined as the promotion of efficient pupil learning in the cog-
nitive domain. Particular concentration is on concept learning problem
solving, and related cognitive abilities.

Patterns of Communication:

A sharing of the experimentation at the Research and Develop-
ment Center is made possible through monthly seminars at the Center,
newsletters, and local school seminars. Colloquia are held regularly
whereby professors on campus as well as visiting professors share in-
foirmation with the specialist assigned to work with schools.

Special ataraderistics:

New arrangements are being made for conducting research in the
cooperating school districts rather than in laboratory schools which
may have limited relationship to the regular schooL The new organiza-
tional unit is called the Research and Instructional Unit These units
involve the teachers more directly in the process of educational research.

Provisions are made for an organization which will eventually allow
local school systems to conduct research on their own problems, initiate
and evaluate innovations, and develop and maintain exemplary instruc-
tional systems.

Through the combined efforts of local schools, institutions of
higher learning and state departments of public instruction, Project
MODELS is being developed to promote long-term research activities
which will have a more lasting effect on the schools.
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The active leadership of the learning specialist is the key to the 4.
successful operation of Project MODELS. Although he shares the re-
sponsibility with school administrators and state department workers,
the learning specialist occupies the key position in instituting and co-
ordinating activities relating to instruction, research, innovation and
development of new programs, and diffusion of information to par-
ticipating school buildings and school systems.

7. The Learning Research and Development Center
University of Pittsburgh (LRDC)

Reporters:

Joseph I. Lipson and Robert G. Scanlon, The Learning R & D
Center, University of Pittsburgh.

Collaborating Institutions:

The major working relationship between the LRDC at the Univer-
sity of Pittsburgh and a public school system is with the Baldwin-White-
hall School District. Contacts have been made, and some work has been
started between the Center and other school districts in Pennsylvania
and other states.

Purposes:

The purpose of the Learning Research and Development Center
a the University of Pittsburgh is to structure the scientific foundations
for improved educational practices. The Center is incorporating the
combined efforts of subject-matter scholars, engineers, and behavioral
scientists in education toward the common goal of developing theories
of instruction and principles of teaching. It is hoped tha the efforts
can result in the development of a technology in education that will
provide the teacher with tools and procedures based upon the findings
of scientific research and development.

Administrative Structure:

The Center as a whole is directed by University personnel, assisted
by representatives from the public school systems. This group along
with the Board of Visitors Field Staff makes periodic reports to a
nationally oriented consultative group, the Board of Visitors.

In the beginning stages of the LRDC (the Oakleaf Project at that
time), the planning was done by contacts between top level adminis-
trators from the University and the public school system. Supervisory
personnel assumed direction later. Presently many individuals in the
public schools and the Center are involved in the day to day operation
of the school experiments.
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Finandal Arrangements:

The Center operations are funded by the U.S. Office of Education
and the University of Pittsburgh. Additional grants have come from
the A. W. Mellon Education and Charitable Trust, the Buhl Founda-
tion, the Carnegie Corporation, the Ford Foundation, the Office of
Naval Research, and Westinghouse Research and Development Labora-
tories.

Special Characteristics:

The work of the LRDC is along two lines: (a) projects, research,
and development which are large scale programs; and (b) exploratory
research which consists of prograha of interest to individual investi-
gators. These endeavors are directed by members of the Center faculty.
Two projects which are representative of the experimentation in the
LRDC are noted below.

The Individually Prescribed Instruction Project. The attempt in
this experiment is to initiate individualized instruction in the fields of
reading, science, and arithmetic. The other subjects are taught in the
customary manner. This program has as its goals: (a) to restate certain
elementary school curricula in terms of a continuum of behavioral ob-
jectives; (b) to help the teacher define her function in this type of
program; (c) to provide necessary material and techniques for the pro-
gram; (d) to develop a sufficiently flexible school structure in order to
operate this program; and (e) to work 'toward operating procedures
which are within the financial means of Most innovative schools.

Measurement and Decision Processes. Individualization of instruc-
tion has put increased demands on the measurement of the progress of
individual learners. The Center has concentrated on the following prob-
lems of measurement: (a) diagnostic achievement testing; (b) response
patterns which indicate areas of strength and weakness for the student;
and (c) measures of the rate at which a student masters subject-matter
content As a student works through a curriculum under development,
the designer gets immediate feedback on the student's performance.
This feedback is used by the designer to redesign the curriculum to meet
the needs of the student

The nature of the school-college relationship in the LRDC is based
upon common interests and a detailed exploration of action and con-
sequences of action which can indicate how the association is to be
carried on. The Center operates on the principle that innovative courses
and materials can be generated at the university, but these need to be
tested in the public school. One of the desirable elements of the co-
operative relationship is the feedback of information from the school
personnel to the university group. The directois feel that formative
evaluation and modification in the experiments could not be done with-
out reports from the school personnel.
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PART III

Reactions to Cooperative Ventures: A Review of
Critique Group Discussions at the
Workshop-Symposium

CHANDLER BARBOUR
Instructor of Elementary Education

Wayne State University

"It looks like teacher education is really going somewhere." This
was an observation made during a critique session by one youthful mem-
ber. A veteran of AST conferences commented as she handed in her
recorder's notes: "These seem a little negative today; we picked things
apart . . . but I guess it's well we look for the pitfalls."

These comments give some evidence that the critique group par-
ticipants interpreted their role as one of examining the issues presented
during the conference symposia. Indeed, the groups were formed so
that there would be opportunity for workshop participants to react and
comment on the substance of the reports describing cooperative ventures
in action.

The critique groups, made up of representatives of public schools,
colleges, state departments of education, and professional organizations,
demonstrated that, in the short time they operated, they were success-
ful in locating a number of issues. Many of these are consistent with
the items which have been noted in the summaries above; however,
the group reports show that others need mention.

The participants reacted enthusiastically to the experimentation
noted in the plans of cooperative ventures that were presented. In
general, the workshop participants endorsed the general direction the
new ventures seemed to be taking. However, it did not take long for
the groups to take note of the things that worried them. It was apparent
from the discussions that there are areas of concern and some lingering
questions which still need to be considered.

Critique of State Plans and Regional Councils .

Following the presentation of state plans (West Virginia, Georgia,
and Pennsylvania), the critique group members expressed enthusiasm
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for the idea that a few state departments are proceeding to build a
better teacher education program. General approval was expressed on
the subject of the development of state minimum standards for teacher
education programs and the certification of supervising teachers. The
growing relationship among public schools, colleges, and state depart-
ments (which these plans call for) was endorsed heartily by the discus-
sants. The feeling was that cooperation is essential in order to strengthen
student teaching programs. The topic of more involvement and re-
sponsibility kr student teaching programs by public schools came up
frequently. The groups were fairly consistent in recommending that
the public school should be moved nearer to the "student teaching
front."

In considering the ideas presented in state plans, some groups
wanted to know if the "minimal standards," which are features of state-
wide arrangements for student teaching, will lead to centralized patterns.
Some warned of a danger if overly organized plans materialized. Others
wished to know if the state guidelines will replace those of organiza-
tions such as NCATE and the regional accrediting associations. Is there
a willingness to make a switch? Or should accreditation guides be ex-
tended to include criteria for cooperative teacher education?

The topic of research came up in some meetings, and many mem-
bers felt that there is a great need to disseminate research on student
teaching among practitioners. Is this a service that state departments
and colleges have been overlooking? If so, perhaps state departments
could assist in collecting research findings and making them available to
school and college personnel.

Critique group members had mixed feelings on the evaluation of
college programs by state department personnel. Some felt that this
could up-grade weak programs in any one state and eliminate those that
are just too small. Others felt that a state-wide evaluation system could
lead college officials to put on a front to sabsfy evaluatorsthat it might
mean "back slapping and rolling out the red carpet." Still others ex-
pressed concern for the strong college program that might be hampered
if subjected to such scrutiny every once in awhile. One provocative
comment was that there is some danger of inbreeding when a state
department evaluates with only its own personnel, using local evaluation
devices. One person recommended that evaluation ideas originate with
the colleges, but that state departments do the implementing.

The use of federal funds is a topic that invited discussion. When
this came up in connection with the Pennsylvania program (funded
under Title V of ESEA) there was strong interest generated. Some
disenssion centered around the advisability of procuring more federal
aid. Other members felt that the program appeared to be research
oriented, and if this were the case, then it would not be appealing to
many practitioners. The frequently noted fear of federal control came
up in the discussion, as did the concern for undesired standardization.
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In all of this discussion, most participants agreed that there is o-ovious
potential for financing expanded student teaching programs by working
out some form of federal and ttate subsidy of the exprisive aspects of
supervision.

There was considerable agreer-ent within the groups that the
formation of a repional count" by St. Cloud State College has made a
favorable impact upon the studei.. teaching program in that area. Dis-
cussants made special note of the ways of involving public school per-
sonnel in the decision making process. This was cited as a noteworthy
move in promoting school-corege relationships. It was suggested that
the founders indicated a strong desire to have the Council continue
surviving the tenure of presently interested personnel. This is ref.xted
in the plan's having been set up with a constitution and by-laws.

The critique group members did have questions on the role of the
college supervisor in this situation. Some wanted to know if the heavy
involvement of public school personnel signaled a significant change in
the role of the college supervisor. Others wished to know how effec-
tive the college supervisor could be in trying to meet Vie requests of
all the people involved. Participants in one group wanted to know how
this program could be extended; they asked if this program could "pro-
vide for students of other colleges" (colleges within the region). One
discussant wanted to know if the college always made the first move
in establishing a cooperative venture. Perhaps this person is asking if
college personnel are always responsive to the requests and initiatory
efforts of the public schools.

Critique of Student Teaching Centers

In considering the proposals presented on Student Teaching Cen-
ters, the critique groups reacted with interest. Many groups welcomed
the ideas of building cooperative arrangements through models such as
these. There was feeling that they provided a framework for establish-
ing ties that most professionals consider beneficial in student teaching
situations. One participant observed that the Center concept was some-
thing "close to home," and therefore, she could take an immediate
interest in it. Perhaps this bears out the fact that these arrangements
might take form more easily than the other plans for cooperative
partnerships.

Many of the group members had little previous experience with
Centers and ventured some provocative questions on this type of school-
college relationship. One group started its discussion with the question
of whether or not the research showed that the Center idea could pro-
duce "a better product than what we have." Evidence, of course, has
not yet been collected, because Cooperative Centers are still so young.

Several groups made note of the "flexibility" that seems to be a
feature of student teaching Centersall made approving statements on
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this. These sable groups were interested in the fact that many of the
Centers have been able to adapt to local needs and situations. Par-
ticipants were impressed by the fact that the Center in operation could
be nighly organized and structured, but still provide for free exchange
of ideas between t :tool and college personnel. It was pointed out in
one discussion that the "group planning sessiors" which seem to be
associated with many Centers are the "key" factors in assuring success.

Members in some of the critique groups wanted to know why
there seemed to be little provision made 'or the inclusion of secondary
schools in the Center programs. There was one report which noted
that if these programs continue ki. they are, there will, perhaps, arise
a dichotomy which will be injurious. Perhaps it is legitimate to ask:
Is the elementary school more ready for change? Is the structure of
the elementary school better suited for this type of project?

The "building approach" to student teaching (noted in the Wayne
State University presentations) was received with some enthusiastic
comment. Two groups felt that this approach represented a "wholesome
way" to involve university personnel in the public schools. There were
several favorable reactions to the idea of involving a whole staff in the
student teaching experience, suggesting that such an approach would be
exciting to try. One noted that, in addition to its appeal, the building
approach made for more objectivity than traditional ways. Some dis-
cussants commented on the time investment that seemed to be necessary
in this approach. Several participants felt that the time demands would
hamper operations. They felt that both college personnel and school
personnel would have difficulty in finding so much time in their already
overburdened schedules.

1

1The attempt to relate professional course work and student teach- 1

ing through the "Elementary Integrated Program" at the University of
Wisconsin-Milwaukee was discussed at length by the participants of
several groups. The general feeling was that this feature provided a
flexibility and opportunity for meaningful preparation which is missing
in most conventional programs. There were some questions relating to
the close work of the school and college personnel. One question was:
"Will there be a practical problem of defining the roles of the public
school personnel and the college personnel when they work together
on this.'Integrated Proigam'?" Other people felt there was a possibility
of conflict when two different staffs tried to share a load or make assign-
ments or evaluations of the students. These questions center on the
dynamics of the cooperative program, and one can only speculate on
the amount of harmony that is needed for these to function properly.
One interesting question on the Milwaukee program was that if it
worked well in an urban situation, how much adaptation is needed
for it to be applied to a suburban or rural situation?

Several ppups mentioned the endorsement given to the Pennsyl-
vania State University programs in which there had been an emphasis
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on "shifting some of the decision making" about student teaching
programs to public school personnel. The feeling expressed by the
reporters was that the added prestige given to supervising teachers
represented a well advised advance. This "prestige" may be one of
the keys behind the Pennsylvania State University idea of discontinuing
the honoraria paid to supervising teachers.

Other favorable comments from the discussions about Centers
were that (a) there appears to be a "public school effect upon the
college curriculum and a college effect upon the public school curric-
ulum"; (b) there is a contribution to the in-service education program
of the schools because of the availability of the college personnel;(c) there are requests by public school people to the university to
"bring (teach) certain courses to their schools"; and (d) there has
been cooperative work in at least one of the Centers where public
school and college faculties have worked together on integrating course
content from the school view with that of the college.

Critique of Affiliated Schools and Research and
Development Centers

In the lively discussion of the presentations about Affiliated Schools
and Research and Development Centers, the conference participants
apparently found much of interest and concern. There was general
endorsement by a number of the groups that the establishment of the
R & D Centers will be welcomed. In several reports, members pointed
out that they were cognizant of that fact that these must become long
term endeavors if experimentation is to be controlled. Most peopleinvolved in the discussions seemed enthusiastic over the promised
results of these efforts. One participant noted that there was "an air
of expectancy in viewing the exemplary projects" that are now placed
in school settings. In sum, the conversation in most of the groups
showed optimism about the opportunities to increase efficiency of learn-ing in schools through cooperative school-college research programs.

These concerns were expressed: (a) Will there be a time lag in
having the findings of the projects distributed? (b) Is it necessary tohave a special person from "outside the school" conduct the research
. . . is this the natural way? (c) Will the "learning specialist" (notedin the University of Wisconsin Project) role invade that now held by
school principals?

There was considerable enthusiasm for the idea of bringing the
academician out into the public schools so that he can appreciate how
subject matter areas are involved in public school teaching. It was also
noted that this is the person definitely needed, for he has easy access
to the college facilities.

One group discussed the role of the small college in R&D Centers.
Do these institutions have a place in projects such as this? Participants
in one group speculated about the possibility of introducing the idea
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of "joint appointments" at this point. Is this the proper and logical
place to stress joint appointments? This same group noted that the
small college programs are "less fractionalized" and, therefore, more
adaptable to working with public schools. There was a suggestion that
the larger universities are the "ones that have splinter groups . . . some
of which contain anti-teacher preparation attitudes."

In the discussion of the Oak leaf Project (Pittsburgh), group
members were interested in knowing how far the program would extend
in grade level. Several groups were interested in knowing what results
the program had obtained thus far. The members of one group made
it known that they felt the R & D Center was a valuable laboratory for
high-level student teaching experiences.

In the discussion of the Rochester R & D Center, several reports
brought out the feeling of the membership that this concept represented
a new way of organizing education to respond quickly to the needs of
schools. Two of the groups showed optimism in their reports when
the "flexibility" of the project was noted. They felt that the bringing
of university "know how" to the schools, without a lot of red tape, was
highly desirable. The use of electronic equipment and other media
were cited as high-powered features of this project.

In considering further the novel features of these projects, some
spokesmen wanted to know how the project evaluations are being
related to the progress of children. There seemed to be concern on
the part of some that the efforts of these projects could become unreal-
istic. The following comment seems to sum up these fears: "We have
heard a lot about new buildings, computers, and enlarged staffs, and
very little mention of what has happened to boys and girls." Perhaps
this means that these Centers need to produce, quickly, more informa-
tion and statements on the real results of these projects.

The question of who will be in control came up a number of times.
One group reported that there was concern among discussants about
the loss of locrl autonomy. Another report noted that federal funding
of the projects may have built-in restrictions that could ultimately bring
problems.

Frequently in the group discussions some concomitant issues and
ideas were discussed. It is not possible to report all of them; however,
they are topics which need to be considered in the light of the new
cc Iperative ve.ntures. Some are reported below as continuing concerns
ot the conference participants.

1. Pedeial aid has indirectly started to come to some student
teaching programs. Should we work toward more support to
be mack: directly to student teaching programs? If so, how?

2. The lack of "commitment" on the part of student teachers is
distressing to many supervisory personnel. How can we create
programs to develop greater commitment? If school personnel
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are more professionally involved in cooperative teacher edu-
cation, will they feel more committed and pan this feeling onto students?

3. Some public schools have made use of industry and commu-
nity resources in classroom instruction. Doesn't this represent
a cooperative venture in another direction?

4. The placement of student teachers in racially different schools
has been a continuing problem for student teacher programs.
Ways of dealing effectively with this are not forthcoming. Weneed to build more successful experiences for students in
racially different schools in order to overcome this problem.
This could be an exciting cooperative venture.

5. There are problems which occur when several institutions are
using the same school district for placement of student teach-
ers. Can there be such an arrangement as an inter-college
council?

6. It seems that there is always pressure for research on any
project undertaken. Does this sometimes cloud the experi-
mentation? If we do not use a great part of the research we
now possess, then maybe we can do without this componentfor some of our work. Could cooperative programs begin to
put present knowledge to work more quickly than heretofore?

7. There needs to be concern for the proper selection of super-
vising teachers. Can more effective selection of supervising
teachers be done through cooperative arrangements?

8. There must be concern for prestige given to supervising teach-ers. Is money the answer? What other rewards are likely to
interest the professional teacher as we move into collaborative
programs?

9. Thought must be given to what teacher bargaining agents aregoing to demacd in the way of remuneration for supervisory
services and recommended teaching loads with released time.Will this bring out more strongly the demands for a more
professional supervisory program?

10. Considerations should be given to the feasibility of "employ-
ment commitment practices." If this were done, perhaps
schools and colleges could be drawn more closely together in
planning for the students who are committed to a particular
school system.

11. The profession needs to move toward preparing more peoplein educational research. Could this effort be speeded up bycooperative programs involving more teachers in research?
To arrive at a composite picture of what the conference critique

groups developed is impossible, and to blend the concerns and endorse-ments would make the review less valuable. It must be remembered
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that the membership of the discussion groups was highly variedrep-
resenting different interests in the professional field. These interests
or avenues, however, do lead to a common goal: the refinement of a
better teacher education situation through cooperative partnersPips.

The review of the suggestions and notes on the offerings presented
during the Workshop-Symposia are certainly not "the answer"; they
are not intended to be, for there is no one prescription that all involved
could offer. It must be remembered that these are immediate reactions
in group discussions. They are valuable, however, for they mirror the
feelings and concerns of a much larger group of which this conference
was representative.

Their statements represent endorsements, pleas, concerns, and
feelings of interested people that should be considered when proceeding
toward the goal of better teacher preparation through collaboration.
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PART IV

Elaboration on Issues in Cooperative Venturing
PATRICK J. JOHNSON
Department of Education

Wayne State University

Five speeches were presented which elaborated on the issues iden-
tified in the preceding parts of Section II. Edward Ladd examined
some basic tensions which are certain to arise when schools and colleges
collaborate. He presented a penetrating analysis of the ways in which
school systems and universities are alike and unlike. Ladd pointed out
that universities have purposes sufficiently overlapping to permit ex-
tensive cooperative activities. But, he warned, if suspicions and resent-
ments are to be mitigated, the differences between the purposes of uni-
versities and schools must be identified and consideird. Ladd also
coined the two terms which pertain to in-depth, cooperative, inter-
institr tional endeavors. These terms are "direct cost of cooperation"
and ",.ependency cost of cooperation."

Laszlo Hetenyi presented a very frank analysis of the complex
political interplay of personal and organizational goals and forces which
constitute the inter-institutional process called student teaching. He
identified the features of the several groups involved and discussed the
relative power of each and how it may be used to advantage whenever
a conflict of interest arises.

George Owen discussed the politics of partnership in teacher edu-
cation from the point of view of a school administrator in a central
office position whose main concern is continuing teacher education.

Roy Edelfelt discussed the role of the professional organization in
the teacher education process. He argued for a broader definition of
teacher education which would include a rationale for the inclusion of
the professional organiz.ation as a full partner with schools, colleges,
and other agencies.

Harriet Feinberg analyzed the perceptions of key personnel asso-
ciated with the Center for Research and Development on Educational
Differences at the Harvard Graduate School of Education. Feinberg
solicited these perceptions after the Center had been in operation for
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a year. They are focussed on this question: How can the Center make
a difference in classrooms?

Horton Southworth discussed the problems encountered by a large
university located in a small city in establishing off-campus student
teaching Centers in urban areas.

Patrick Johnson presented a summary of his research concerning
the assessment of the administrative organization of cooperative teach-
ing Centers at Wayne State University.

A. Tensions in School-University Collaboration

EDWARD T. LADD
Director, Division of Teacher Education

Emory University

Some years ago Kurt Lewin, in discussing relations between indi-
viduals, used the figure of sets of concentric circles:8

He used the outer nngs to represent aspects of the individual: attitudes,
habits, and the like that were not central to his personality and that
could be modified with relative ease and at little psychic cost to him.
The inner circles and the core were, of course, the attitudes and habits
which more nearly constitute the selfto be preserved and defended,
if need be, at any cost.

8 Lewin, Kug. Resolving Social Conflicts: Selected Papers on Group Dynamics.
(Edited by Gertrude Weiss Lewin.) New York: Harper & Brothers, 1948.
230 pp.
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When individuals are in relation to one another, the patterns over-lap, though not necessarily, as Lewin's circles might suggest, sym-
metrically:

A joint activity might influence, or require change in, matters ranging
from the quite marginal, e.g., where a person is to spend an afternoon,
to the very deep and personal, such as his strongly-held convictions.

Life-Space of Institutions, Schools, and Universities:

The life space of institutions, too, comes in layers. When two insti-
tutions collaborate, the one affects concerns of the other which may be
only marginal ones or may be ones which affect its most vital interests.
A case of the former would be one organization's getting the other
involved in drafting joint recommendations on some subject on which
they were agreed; a case of the latter would be one's having veto power
over a key personnel appointment in the other.

Most of the school system-university collaboration, in which we
have been engaging up to now, invades only the outer rings of the
respective institutions. I should like to suggest, though, that the kind we
are going to be working on in the next years will get us involved in
each other's inner rings. We shall be getting more and more involved
with each other's policy-making, each other's personnel selection, each
other's basic style of operation, and the like. And these involvements
will carry with them much greater threats and may arouse much
greater tensions and even antagonisms.

Probabilities of Tension in Inter-organizational Collaboration:

We may, for convenience, look upon collaborative ventures be-
tween two organizations as ventures in which the people in organization
A and people in organization B work together so that each group can
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achieve the things it wants, which by itself it could achieve either less
satisfactorily or not at all. Let us look at the collaboration from the
point of view of the A group, bearing in mind that in any situation
either organization can be regarded as organization A.

For the A group the collaborative venture means help from the B
group for the achieving of its (the A group's) objectives. It means, in
a real sense, that the B group will become its servants, or at least the
servants of its purposes. When the new, intendedly cooperative ac-
tivity is under way, if the B group does what it was expected to do
poorly, and its services prove not worth the price that had to be paid,
the A group will naturally be dissatisfiedall the more Jo if the B
group should take advantage of the situation consciously or uncon-
sciously to further its own goals at the A group's expense. The A group
will then naturally become resentful. But insofar as the cooperation
appears from the A group's point of view to be successful, the A group
feels that its potential is increased and its purposes achieved--or better
achieved. The servant seems to be doing his job well. And insofar
as the A group is pleased with the result, other things being equal, it
will tend to be pleased with the one responsible, namely, the B group,
and will develop favorable attitudes toward it which will make collabora-
tion even easier.

However, over and above any quid pro quo it has to contribute
as its part of the bargain, the A group pays an indirect price for the
help it gets from the B group. For whenever we expect cooperation,
we tend to count on it and become dependent on itand thus put our-
selves somewhat at the mercy of the person with whom we are cooperat-
ing. Thus, for the A group, one probable part of the cost of collaborat-
ing is that it puts itself in some degree at the mercy of the B group.
(This fact is not altered, of course, by the fact that the process is func-
tioning in reverse for the B group, which is coming to be at the mercy
of the A group.) To distinguish this part of the cost of collaboration
from the direct, agreed-upon price, we can call the latter the "direct
cost" and the former the "dependency cost."

Dependency Costs of Collaboration:

That dependency costs are hidden does not mean that they are less
important than direct costs: in producing tensions their role is surely
greater. To be at someone else's mercy breeds feelings of insecurity
and suspicion, defensive behavior, and often expressions of hostility.
And these reactions are the more probable to the extent that (a) the
other group pursues purposes which diverge from one's own; and
(b) their habits, customs, attitudes, or language make you inclined to
misunderstand or misinterpret what they say, or make it hard for you
to predict what they will do. It seems unlikely that even mutual good
will or personal liking, by itself, will entirely forestall insecurity or hos-
tility. Only if one understands one's servant well enough to know
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exactly how far his loyalty extends and correctly interprets his everyaction and expression can one lean on him with complete confidence.To bring it back to home, however useful and essential collaborationbetween universities and schools is, and however much good will thereis on both sides, collaboration will tend to entail dependency costs foreach group involved and serious emotional tensions and problemsbetween them.

Wars to Alleviate Tensions Between Collaborators:
The only way in which these difficulties could be eliminated ormitigated, if the two types of institution are to collaborate in depth,would be for them to:

I. Direct their efforts to the achievement of exactly the same pur-poses as one another; and
2. Understand completely one another's cultures or subcultures,language, habits, and so on.

If these suggestions sound silly, let me invite your attention to thefact that it is largely by observing them that, up to now, school systemsand universities have cooperated fairly peacefully.
When significant collaboration has taken place, it has most oftenbeen between school systems and those segments of the universitieswhich most nearly share the goals and purposes of the school systems,namely, the education faculties especially interested in school teachingand administration. (Let me remind you of the difficulty we have allexperienced in trying to relate the subject matter faculties of the uni-versities, or even the education psychologists and philosophers, to theirpublic school brethren and vice versa.)

For the same reason, when significant collaboration has takenplace, it has usually involved only those on the two sides who were sosimilar in their habits, customs, attitudes, and language as to understandone another readily. Science education specialists or science profes-sors much interested in science teachingas distinct from researchhave worked smoothly with public school science education personnel.And most strikingly, professors of education, a group inclined to berather like public school people in their habits and attitudes, haveworked fairly smoothly with public school people. In connection withthis example, may I refer you to James Conant's book on teacher edu-cation with its numerous suggestions that professors of education aremore like public school people than like their colleagues in other depart-ments on their own campuses and identify themselves more closelywith the public education establishment than with the universityestablishment.°

9 Conant, James B., The Education of American Teachers. New York: McGraw-Hill Book Co., 1963. 275 pp.

99



Goal Overlap and Goal Distance in School-University Collaboration:

Let us now turn our attention to the respective goals of school
systems and universities, asking whether they are essentially the same,
or at least overlap one another. Let us then consider certthn salient
differences between their two subcultures as they exist today.

There are tensions that derive from inherent differences between
school systems and universities. This is not intended to suggest a
Platonist view of either type of institution. Rather, it rests upon the
assumption that many of the observable characteristics of each stem
from the ultimate distinct purposes our social system expects each
institution to serve, while others are more nearly accidents of time and
place and hence more readily altered.

To the man in the street it might seem obvious that school systems
and universities have a common purposethe education of the young.
This view is valid only in part. If we think of their common purpose
as the bringing together of learning and learners, we can spot a decisive
difference. Public school systems are expected to start with learners or
potential learners: their aim is to bring these young people to learning.
Universities are expected to start with learning: their aim, or part of it,
is to share this learning with learners. By statute, the public schools
accept and keep essentially all comers, regardless of ability and motiva-
tion. They can introduce into the picture not much more learning than
the learners will bear. Universities, on the other hand, traditionally
think of themselves as centers of learning, to which learners are ad-
mitted on the university's terms. Even where legislatures have tried to
impose unselected student bodies upon state universities, the latter
have generally developed means of subverting their intent and preserving
their right to select their students.

Another example: in regard to in-service programs, we hear public
school people saying, "We have a lot of teachers who need to learn
such-and-suchthe university should offer it for academic credit."
But we hear the university people reply, "We don't think that what
you're talking about is sufficiently learned for us to offer it for credit."
The university people may appear to the public school people as being
uncooperative intellectual snobs, while the public school people may
appear to the university people as having no standards and endeavoring
to subvert theirs.

An important way in which universities show their commitment to
learning for its own sakeapart from learnersis their conduct of pure
or basic research. The educated public expects the universities to be the
country's major centers of basic research, and university faculties could
not imagine a university in which pure research was not paid at least lip
service. In this respect there is a clear-cut difference of purpose be-
tween the two types of institution as we generally know them.

These two forms of difference in purpose seem to explain a good
deal of the tension between universities and school systems.
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Examples of Goal Differences in Studies of Research and
Development Centers:

In the new Research and Development Centers the divergence ofgoals causes considerable difficulties. Harriet Feinbere of Harvardand Alfred Smith" of Oregon have both reported various kinds of dis-
cordance generated by the university people's concern for basic research.
William W. Wayson of Syracuse writes that the "university ('s) dutyto search for truth and change . . . is anathema to the personnel inthe city school system." But, he insists, "Universities must not com-promise their obligation to search for greater and truer knowledge, andschools should not expect them to do so in working out a desirable
interorganizational relationship."12 Does the latter prescription reflect
a university man's fear that school systems may make the university
give up one of its chief purposes as the price of their cooperation?

The university's concern with pure research and especially withthe building of theorythe ultimate in academic learningtends tomake public school people afraid that, in any collaborative relationship,
the university people may merely "do research on" them or their pupils.The school people might tolerate this if they thought it held forthpromise of helping to solve school problems, but they often fear thatthe project may damage pupils or school routines, and they know thatit is less likely to address itself to school problems than to the refiningof abstruse theories. They tend to see university research people aslikely to get in the way, as interested only in exploiting the schools,and as probably quite capable of publishing any and all findings, even-
tually to hold them up for potentially damaging public scrutiny, eventhose which might damage their relations with the public. Because uni-versity people are outside public education, they understand it better.And in the sense that their understanding of what goes on inschools is more systematic, scientific, historical, or sociological, hence,often more useful for predicting or plotting strategy for change, they
are rightso they tend to get irritated with school people's self-assuredlack of readiness to recognize what they clearly see to be the case.

There are other differences which could be mentioned. Nonethe-less, in their different ways and with different emphases, both typesof institutions are committed to the promotion of learning, and it seemssafe to say that they have purposes sufficiently overlapping to permitmuch collaborative enterprise. The important thing, if suspicions and
resentments are to be minimized, is that the differences between their
purposes be recognized and taken into account.

10 Feinberg, Harriet, Perspective on the R & D Center. A Report to the PolicyBoard of the Center for Research and Development on Educational Differ-ences, Harvard Graduate School of Education. 1966. 18 pp. (Mimeo.)11 Smith, Alfred G. Communication and Status: The Dynamics of a ResearchCenter. Eugene: University of Oregon, 1966.
12 Wayson, W. W. "The University's Relation to the Urban School District,"Unpublished paper, 1966.
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Differences in Subcultures Between School Systems and
University Systems:

Let us now look hastily at some differences between school systems
and universities which seem not to derive from their essential nature,
but to be aspects of two subcultures which have grown up historically.
These are probably the most exasperating tensions between school and
university people trying to work collaboratively; but at the same time,
those most capabIT of being remedied are those divergent customs and
attitudes which have grown up within the respective types of institutions.
A complete list of them would be extremely long. The following listing
is tentative and brief. The generalizations about universities in par-
ticular may be open to the charge that they are unwarranted because
universities are so different from one another. In most cases in which
the variability has seemed especially great an effort has been made to
characterize the more established universities, partly on the assumption
that the newer institutions tend to look to them as models. I invite your
reactions, corrections, and additions.

University System School System

With regard to policy-making:

In universities the faculty is
accustomed to making policy de-
cisions. This means extensive
discussion of policy questions, a
lot of prior checking with many
people on actions of many types,
and often collective drafting of
documents. University faculty
members get nervous when they
see administrators making de-
cisions rapidly.

University people work natu-
rally and easily with the written
word: commonly, they start a
conversation by presenting a writ-
ten summary of an idea. They
draft, tear apart, and redraft
plans, proposals, and policy state-
ments with pleasure. Many of
them can hardly think about a
problem without writing or read-
ing what someone else has writ-
ten about it. When an analysis
or agreement has been put in
writing, university people tend to
treat it with great seriousness.
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In school systems adminis-
trators commonly make most
major decisions, with varying
amounts of consultation. This
means rapid decision making.
School people tend to be nervous
when decisions have to await the
outcome of extensive deliberation
or checking with various cate-
gories of persons.

Public school people typi-
cally communicate with one an-
other mostly by the spoken word.
Often they feel no need to put
an important idea in writing. If
they do write, it tends to be at a
late stage and to indicate near-
finality. They tend to get nervous
when university people present
them with a draft or statement
early in a joint undertaking, and
they are less accustomed to radi-
cal criticism of their own writ-
ten products. Written materials
dealing with complex issues, even
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University System

University plans tend to be
designed to provide considerable
flexibility and latitude; universi-
ties choose general directions,
seek funds which will eve them
freedom, and reject funds with
too many strings attached. Thus,
university people tend to be con-
fident that they will remain in
contn ; of a projec* and are not
inclined to a fear of Wing pushed
around.

With regard to staffing:

Universities make relatively
few appointments and tend to
pursue individuals who have been
recommended. Routinely, they
screen many names thoroughly
and at length. Many, before
making an offer, will interview,
for a day or two each, from three
to six candidates. Throughout
the procedure they are trying to
sell candidates on the position,
as well as judging the candidates.
They tend to regard any less
thorough procedure as casual and
ineffective.

Universities pay relatively
low salaries for topflight scholars
and administrators. University
people expect to work on their
own schedule, however, and take
vacations whenever it seems prac-
ticable and desirable.

With regard to research and
development:

Universities tend to collect
numbers of people whose prefer-
ence for theoretical matters is so
great that they are uninterested
in down-to-earth realities. Such
people tend to start building new
theory by examining the implica-

School System

materials they have helped to
draft, often appear of little use
to them and may receive from
them only rcrfunctory attention.

Public schools are inclined
to accept all moneys that become
available and are thus more in-
clined to be pushed around by
those with the power of the
purse. Hence, public school pco-
ple are more fearful of outside
control and more jealous of their
independence.

School systems make many
appointments. They commonly
solicit and respond to applications
and concentrate on judging be-
tween the individuals who want
the position. They tend to take
formal qualifications (e.g., de-
grees or certification) as prima
facie evidence of competence.
They tend to move rapidly. They
are inclined to be impatient with
any procedure which appears
fussy, burdensome, or expensive.

Public school systems pay
higher salaries; they expect key
personnel to be on duty during
the regular working time except
for explicit limited vacation times.

Public school staffs are
largely composed of persons who
are primarily concerned with the
solving of immediate practical
problems. They are inclined to
doubt the value of any help they
might receive from a theoretician.
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Univeretty System School System
tions of existing theory rather
than real phenomena.15 They
tend to be reluctant to try to pro-
vide help with the solving of
down-to-earth problems.

With regard to status:

In universities internal status
tends to be nonlinear and is often
difficult for outsiders to gauge;
it ,does not necessarily relate di-
reedy to rank, salary, nature of
responsibility, or whether there
is a name on the door or a rug
on the floor. Status differences
impede communication and affect
decision making somewhat less
than in most organizations.

In society at large university
personnel, in general, are as-
signed cOmfortably high socio-
economic status. Many of them
are unaw,are of the constraining
effect status differences have on
their relationships with public
school people. Some tend to fear
building close relationships with
public school people.

If schools and universities are now to collaborate more intensively
and more effectively than heretofore in teacher education, then each
side needs to be well aware of subcultural differences. Leadership will
emerge in both groups from those who recognize and accept the sub-
cultural differences and learn how to work with them rather than
against them.

In school systems status dif-
ferences are, in general, clear and
well-advertised. They have a
considerable limiting effect on
communication and are highly
determining of the locus of de-
cision making.

In society at large public
school people are in general as-
signed middle-class status. Many
of them feel somewhat insecure
and even defensive in dealings
with college professors, deans,
and presidents.

ls Feinberg, op. cit., p. 7.
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B. The Politics of S600l-College Cooperation
in Student Teaching

LASZLO HETENYI
Dean, School of Education

Oakland University

It has been said that "pqliticy is the cultivation of the art of the
feasible." If this be so, then tEs cooperative venture we call student
teaching is a political problem par excellence. In any worthwhile stu-
dent teaching arrangement there is an interplay of forcesboth indi-
vidual and institutionalof considerable complexity, as each contributor
seeks for himself tomething out of the relationship. Hopefully, these
gains are not at the expense of another partner, though they sometimes
are, but rather they spring from situations in which the gain for one is
no loss for another. Human conditions being what they are, this opti-
mum situation is rarely realized. What we are faced with in student
teaching is an interplay of forces: each participating organization and
individual has objectives in common with all others as well as objectives
of his own which he seeks to promote, even at the expense of the total
enterprise, or of other participants. Likewise, each contributing mem-
ber has certain power components whizh he can, and does, employ to
his own advantage whenever a conflict of interest arises.

The crucial question is posed by the basic objective of the coopera-
tive relationship: How does onu provide optimum field experience for
the fledgling teacher? To put it another waytheoretically the only
purpose of cooperation in student teaching is the development of situa-
tions in which college students gain the maximum benefit for their pro-
fessional goal: readiness for competent entry into the teaching pro-
fession. In reality, however, optimizing the conditions leading to this
goal is not enough. Energetic participation of all contributors will
occur only if each segment of the group feels that its special objectives
are advanced by the joint enterprise. The relationship involves a dy-
namic balance of centrifugal and centripetal forcesthe centrifugal
forces representing the varied divisive goals of participating groups,
with the centripetal force contributed by the single common objective
of an effect. e. student teaching program. The political problem con-
sists in so sat;sfying the special interests that the joint enterprise becomes
not merely a goal in its own right, but also a highly valued instru-
mentality in achieving the special objectives of all participants. Failure
to advance the common goal ruins student teaching; failure to satisfy
the special goals loses the enthusiastic support of one or more con-
tributing partners.
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Generation of Special Interests and Forces by Each institution
and Its Personnel:

As in any delicate political situation, so here, individuals and insti-
tutions generate both interests and forces. Clearly, supervising teachers
and student teachers are the primary groups with which we deal.
Second only to these two is the pairing of building administrators and
directors of student teaching. On the institutional side, the primary
participants are the school districts and the teacher training institutions.
Today the state, through such agencies as the state department of edu-
cation; various coordinating committees, etc.; and the federal govern-
ment, via the various support programs, also enters the picture. Ulti-
mately, the single unifying interest is that of the public, but alas, this
too often has a way of standing as an amorphous entity behind the
entire enterprisewith the greatest stake in, and the least direct power
to influence the situation.

Minimal Power Base of the Student Teacher:

As we vier7 these various groups one by one, certain striking
features emerge. Student teachers, possibly the most personally affected
group, have little direct power to affect conditions.

A student teacher's development is critically determined by the
quality of the student teaching experience, by the skills and attitudes
of the supervising teacher, by the atmosphere of the school, and by the
competence of the college supervisory staff. At the same time, the
student teacher has very little power to safeguard his interests. In
extreme cases he may choose to leave the college to escape an unfor-
tunate student teaching situation, but very few would be prepared to
take this drastic a step. When they do muster their courage, and aban-
don student teaching at one institution, too often this leads to their
being rejected by another. Thus, the refusal to tolerate intolerable
conditions yields no program improvements, but bans the protesting
student from the teaching profession. The students' weapon, therefore,
is no weapon at all, since it penalizes them rather than those responsible
for poor conditions. To be sure, should a large number of students in
a single institution rebel against a particular school district, there might
be some remedial action, but only if the college mobilized its forces
on the side of the student. In student teaching, therefore, the most
vitally affected party has the least effective power to change the situation.

Power Base of Supervising Teachers:

The second major groupthe supervising teachersare in a much
more fortunate position. They have a large stake in developing and
improving the candidates for the teaching profession. The quality of
new colleagues, the status of the profession, and the composition of
the faculty in their district, as its composition is affected by student
teaching, are all long range concerns of theirs. Excellence in student
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teaching is also of immediate interest to a supervising teacher. His
class operates better if the student teacher is given adequate help; his
own role is eased in later stages if at first he is willing to invest the
time and trouble to assist his student teacher. Personal, emotional
rewards also spring from a good period of student teaching. Finally,
the reputation gained when a supervising teacher is highly regarded
by student teachers and it gets back to his administrative superiors, it
can be of material assistance to his career. In all of these respects the
supervising teacher's special interests are served at the same time that
the student teaching program is strengthened.

Unfortunately, not all motives of potential supervising teachers
are in this positive direction. Some seek student teat ters to shed
onerous duties in the la&sroom. A student teacher may find himself
grading an inordinate number of papers; doing menial tasks; or being
relegated to unpopular collateral assignments such as hall monitoring,
lunchroom duty, and the like. Not infrequently a teacher volunteers
to become a supervising teacher simply to gain a partial vacation dur-
ing the time that the student teacher is in the room. In other instances,
a teacher has special concerns about some phase of instruction or some
segment of his class. He may wish to concentrate on reading instruc-
tion or assist a particular group (the retarded, the discipline problems,
the gifted), and so he welcomes a chance to be freed for the tasks to
which he is specially committed. In these instances the objectives of the
supervising teacher are different from, even antithetical to, the interests
of a good student teaching program.

Powers of the Supervising Teacher:

Along with goals, the supervising teacher brings with him certain
power components into student teaching. Clearly, the greatest power at
a teacher's command rests in his freedom to accept or refuse student
teachers. Only rarely do district administrators dare to coerce teachers
overtly into participating in student teaching. More frequently, the
powers-that-be apply disguised pressure, but even then teachers retain
considerable latitude in accepting such assimments. Thus, making him-
self available or withholding his services is probably the single greatest
power at the command of the supervising teacher.

Second only to this is his control over the conditions under which
the student teacher operates. There are infinite ways in which a teacher
can make the situation pleasant or unpleasant for the student teacher,
and experienced practitioners have mastered all the tricks of the game.
What makes the exercise of this power devastatingly effective is the
general insecurity of the inexperienced young persons and the specific
uncertainty they feel about their competence in the classroom. What,
and how much, help the cooperating teacher provides, the way in which
he structures the student teacher's relationship with pupils, how he
organizes conference sessions, etc., can have decisive impact on the
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student teacher's success. Now and again a particularly strong student
teacher can counteract the patterns established by the supervising
teacher, but most of the time his power position is well-nigh unassail-
able. Let me hasten to say that most teachers use these powers posi-
tively; nevertheless, the power is in their hands and it can be, and has
been, used for ill as well as for good.

Let me return briefly to the teacher's first, and greatest, power com-
ponent: his choice to participate or not to participate in student teach-
ing. Capable teachers who are willing to accept student teachers are
at a premium, as colleges and universities enroll more and more pre-
professional students. With improvements in transportation, and with
student teaching centers becoming ever more popular, the day is gone
when a teacher education institution can regard teachers in neighboring
districts as captives in a private domain.

Today it is true, as it might not have been true in other years,
that a teacher's willingness to accept student teachers is of major con-
cern to universities and to the school districts as well. We have all seen
instances when teachers in a given district rejected the policies of a
college and, in effect, barred the institution from sending students into
the district Similarly, the teacher's power of rejection is a potent
weapon against his own school system. Though the administration may
wish to accept student teachers, the school faculties can, through their
reluctance to serve, curtail or even make impossible a student teaching
program. The district authorities have but limited means to counteract
a determined exercise of this power by the teaching staff.

Power Base of School Administrators:

A rather interesting example of conflicting goals can be seen in
the case of building administrators. They certainly have an interest in
the success of student teaching; after all, it is from products of such
programs that they must recruit their new staffs. It is well known that
students who had a pleasant and profitable student teaching contact
in a building often make every effort to return to that building when
they enter the profession. Thil is a great help to principals in their
annual recruiting.

On the other hand, the principal is primarily committed to his
pupils. He may find, for example, that to gain the material support he
seeks from the central administration, he must somehow raise the pres-
tige of his building. He may, therefore, simply use the student teaching
program as a means to acquire status for his school. Some principals
have been known to designate members of their staff as prospective
supervising teacherswhen these individuals are but marginally quali-
fiedin the hope that such participation will raise their standing in the
building and the district. I have encountered just this sort of manipula-
tion and can assure those who have not that the results might have
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been beneficial for the building administrator, but were catastrophic
for the student teaching program.

Mother benefit which accrues to a building through good student
teaching programs is the professional growth of the teaching staff. If
the college supervisors are capable, if the student teachers are of high
quality, then the months of student teaching can represent a form of
in-service education for the supervising teachers and even for the faculty
of the whole school. It is easy to see how the college supervisors might
function in this role; it is perhaps less obvious that the student teachers
also have contributions to make.

Very often an effective teacher adopts teaching patterns, modes of
organizing material, and ways of structuring class interaction which
gradually become habitual and are no longer subject to examination.
If the teacher is good, these habits are initially effective, but they can
deteriorate or remain unchanged when new or different procedures
could yield still greater success. While working with a student teacher,
the supervising teacher must bring to a conscious level and communi-
cate explicitly many of the activities thus habituated. In this process the
teacher finds a ready-made opportunity to once again examine his
behavior in the light of advances in research and practice. To the extent
that his teachers undergo this reawakening a principal reaps significant
benefits for his school.

Powers of the Building Principal:

Too often we forget just how powerful a figure the building prin-
cipal is in student teaching programs. He is the first screening officer
for supervising teachers. Should he decide that his special interests
are not well served by a given program, he makes no secret of his
negative reactions. The teachers are quick to get the message, and
applications for assignments are few and far between. But even if the
principal does not choose to wield his power so brazenly, he can make
the situation so tense for student teachers (by setting up onerous regu-
lations, by making access to records difficult, by limiting their par-
ticipation in interesting duties) that his building becomes a veritable
Siberia in the student teaching program.

In contrast, these wide powers of the building administrator can
also operate positively. Adequate preparation in faculty meetings does
wonders to draw forth qualified volunteer teachers who might otherwise
shrink into the background. Careful orientation to a reasonable range
of duties and easy access to records and auxiliary services can make
the lot of the student teacher both pleasant and profitable. The priii-
cipal, through his contacts in the district and his personal connectionsin other buildings, can provide for student teachers a wider range of
experiences than would be possible were they confined to a single
classroom.

Whether or not, and in which direction, the principal chooses to
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exercise this power has a vital bearing on the success of student teach-
ing. Since district meetings of administrators tend to be numerically
dominated by building principals, the opinions they hold concerning
various student teaching programs, specific colleges and universities,
or even individuals on university supervising staffs have significant
bearing on which student teaching programs a district accepts and how
much latitude in operating the program student teachers and college
supervisors can expect. This power has been so openly exercised in so
many districts that colleges have had to learn to tailor their procedures
to, or at least avoid significant violations of, the preferences of building
administrators.

Power Base of School Districts:

Time and space make it impossible to examine each contributing
group's interests and powers in detail, but there is one more pairing of
such significance that any discussion which failed to take cognizance
of it would be seriously incomplete. I speak of the school districts (as
represented by their top administration) and the institutions of higher
learning (as represented by the administrators of teacher education
programs).

There are two factors which make school-university relations mat-
ters of special concern to school districts today. One is the acute
teacher shortage; the other, the abundance of federal and state assistance
programs which involve joint applications by schools and universities.
Even at best, district superintendents and their personnel officers range
far and wide to fill openings on their staffs; thus, they can ill afford to
antagonize neighboring teacher training institutions. Time and again
school districts approach universities and colleges to offer their class-
rooms for student teaching when the primary motivation is not genuine
interest in a student teaching program, but a desire for easy access to
the crop of teachers produced annually by the college. In these cases
the motivating goals of the district and of a successful student teaching
program are far apart.

Much the same can be said about those districts which seek
affiliation with a college or university primarily to mobilize federal or
state funds. There have been cases when school districts offered hard-
pressed universities placements for student teachers simply to establish
a reservoir of good will for future grant-producing undertakings. Here,
too, the motives are questionable and may militate against a successful
student teaching program.

Almost the same circumstances, in reverse, show the power of the
school districts to improve student teaching procedures. As the school
or division of education in a university frantically seeks assignments for
its student teachers, it often expands beyond its geographic, physical,
and personnel limits and thereby reduces the quality of student teach-
ing. The districts can insist that universities find adequate resources
or face refusal of placements in the schools.
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A classical case in point (classical because it happens with such
regularity) is the university which tries to operate student teaching
programs without adequate supervision by competent personnel. District
administrators voice their complaints at meeting after meeting that
university A or college B assigns student teachers without school offi-
cials ever meeting a supervisor until it is time to collect evaluation forms
at the end of the contact. These same administrators point with scorn
to all programs which offer inadequate preparation for the supervisingteacherlittle or no compensation for his efforts, minimal assistance to
student teachers, and a whole host of similar ills. With universities
competing for every desirable student teacher placement, school dis-
tricts have at their disposal power of great magnitude to force corrective
action. Never has the district's weapon of institutional exclusion been
more potent!

Power Base of Universities and Colleges:

The colleges and universities which develop teachers ha, e as their
primary goal (in this context) the operation of first-rate student teach-
ing programs: i.e., their central commitment and that of the whole
enterprise coincide. Unfortunately this is only part of the story.

As was implied earlier, institutions of higher learning also have
less constructive objectives. For example, every college tries to make
its well populated programs carry part of the financial burden imposed
by low enrollment areas. Teacher preparation is almost always one of
the most heavily laden beasts of burden. Likewise, undergraduate
instructionincluding student teachinghas for many years been a
means through which universities subsidized advanced graduate pro-
grams and research. In addition, admissions and placement offices
have often exerted considerable pressure in the selection of school
districts for student teacher assignments. Too often recruitment, occa-
sionally job placement of graduates, and at times even political con-
siderations, rather than optimal prospects for student teaching, deter-
mine with which districts the university enters contracts for cooperation.

I have indicated previously how districts can exercise their powervis a vis the universities--be it to strengthen student teaching, or beit for peripheral purposesbut in the joint undertaking the universities
are by no means powerless partners either; their power flows through
at least four major channels.

First is the control of teacher supply. In a generally tight market,
school districts today must rely heavily on the endorsement and good
will of teacher training institutions for faculty recruitment. When a
university persistently refuses to enter student teaching agreements
with a district, when the professional school (or department) fails to
recommend a school system to good graduates, when the educational
specialist in the placement office year after year omits a district from
interview listings, the district soon discovers that high qufility teachers
from that institution are hard to attract. Should the relationship become
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really bad, so that the university passes on its stand to other colleges(through ASCUS, for example), the personnel director of the schoolsystem will find his recruiting task just about impossible. Thus, thecontrol of new entrants into the teaching profession represents a tre-mendous power component in the hands of the institutions of higherlearning.

A second, analogous, element of strength stems from the univer-sity's continuing contacts with teaching staffs. With the growing aca-demic requirements for permanent certification, with the increasingemphasis on advanced degrees, with proliferation of specialized training
programs and institutes, colleges and universities work almost constantlywith some segment of the faculty in any given school system. To
assume that these contacts are not exploited to the fullest when a uni-versity finds itself in a power conflict with district administrators wouldbe naïveté of the first magnitude.

A third significant element strengthening the position of the uni-versity is the presence of specialists on its staff. Not only do most
districts (excepting only the largest and richest) need the expertiseavailable on the campus, but in many cases special federal and statefunds will depend on a district's gaining access to university resources.
As a matter of fact, there are fields in which the supply of qualifiedstaff is so short that for many districts affiliation with a university isthe only way to obtain the services of specialists.

Finally, there is now, as there has always been, a certain statusvalue in cooperative arrangements with respected institutions of higherlearningjust as joint ventures with outstanding school districts addprestige to colleges and professional schools. Gains in status not onlyassist the grant-gaining or staff-holding power of a district, but also
have perceptible impact on the community. One hardly need belaborthe importance of this point at a time of close millage elections andactive lay concern for the curricula and procedures in the publicschools!

Power Components Act in Concert, Harmoniously or Discordantly:
This brief, and admittedly incomplete, analysis of the forces whichinteract in the student teaching program would be badly misleading

were I to leave the impression that the power components either couldor do operate as discrete entities. The balance of forces is actually ahighly unstable, dynamic structural entity. Unfortunately, too often
the components neutralize each other, move in tangential directions,
or produce conditions not in the interest of good student teaching
programs. Skillful manipulation of the power components is the onlymeans by which the character of this dynamic equilibrium can beaffected. To manipulate the forces so that optimum conditions resultis the supreme test of the politics of school-college cooperation instudent teaching.
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C. The View From the Other Side: The Role
of the Public Schools in Student Teaching '4

GEORGE H. OWEN
Divisional Director

Continuing Education and Staff Development
Detroit Public Schools

The Continuing Education Department of the Detroit PublicSchools is responsible for the school system's program of teacher edu-cation. While this responsibility includes the usual functions of induc-tion and orientation of beginning teachers, in-service education forexperienced teachers, and staff development for those who have leftthe classroom to become administrators and supervisors, it also includesthe school system's work in the preservice education of teachers. A partof this work is the student teaching program in Detroit. The DetroitPublic Schools are a tremendous laboratory for the field experiencesof those preparing to be teachers, and so it is not surprising that tento fifteen of the universities in southeastern Michigan, northern Ohio,and Indiana send student teachers to Detroit in the number of 2,200to 2,4(X) annually.

The Role of the Public Schools in Student Teaching:
The total profession of education has many facets. Its roles areas diverse as the kindergarten teacher and the college professor, theschool administrator and the coach, members of state departments ofeducation and college professors, members of the staff of educationalorganizations and guidance counselors. We all agree that each of thesesubdivisions has an important role to play in the total profession, butmost of us play our roles as though we were the only actor on thestage. This ignoring of otheis in the total profession is often suitable.Teachers, for example, probably do not need to worry about wherethe funds to support education come from, and professors of educa-tional administration do not need to be able to teach reading. Eventhe education of teachers does not directly concern many teachers; forthem "teacher education is something they went through in their youth,and is now limited to occasional off-campus courses and the readingof professional journals. Only in student teaching do a number ofbranches of the profession come into direct contact with each other.Only in this arena do we have to work together. And this contact isoften bruising. Its success requires cooperation, and cooperation, likemotherhood, is easier to talk about than to experience.

Successful cooperation between school systems and universities,and between classroom teachers and college supervisors, is based on
14 A talk to the M-STEP Clinic on Student Teaching in Lansing. Michigan, onFriday, June 2, 1967.
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at least three factors. Strangely, these factors seem very similar to
those necessary to make a marriage work: (a) mutual respect, (b)
common purpose, and (c) an intent to make it work.

We all know those school people who think that college professors
are up on cloud nine, in an ivory tower, divorced from reality. This
attitude is epitomized in the phrase that is often heard in teachers'lounges: "If he's so smart, let him come out here and try to tcach
those kids in my class!" But we also know the attitude common on
many campuses which holds that teachers are traditionalists; that it
takes them seven years, or seventeen ycars, or twenty-seven years to
introduce innovations; that they teach as they've always been taught;
and so forth. College staff members who feel this way usually believe
that all would be well if that teacher would just teach as they tell him
to, instead of teaching in the wa:, he presently does.

In the face of these divergent opinions, how can mutual respect
be gained? I know of only one way: by endless contacts between col-
lege and school personnel and a continuing struggle to work together.
Over the past four years I have sat through endless "confidential con-
ferences" with directors of student teaching at various universities,
school principals, sponsoring teachers, and student teachers. Out of
these conferences have come difficult decisions, modifications of policies
of all of our institutions, sometimes heartbreakbut slowly, surely,
mutual respect. I feel that I know college problems and I believe
college people know mine. One thing we have all learned: each ofus has to discipline his own organization on those occasions, about
equally distributed on both sides, when he has been wrong and the
other fellow right. Maybe the admission on each of our parts that in
some instance one of us has been wrong, and the willingness to act on
this admission, is the final demonstration of mutual respect.

The achievement of a common purpose in student teaching is, if
anything, more difficult to achieve than mutual respect. Its achieve-
ment must start with the recognition of differences in obvious goals.
The college's goal in student teaching is the training of a tuition-paying
student in an aspect of education required for certification when that
student is graduated. The school system's primary goal is to educate
children, not to train teachers. It requires some exercise in logic to
recognize that the continued education of children requires a supply
of trained teachers each year, and this recognition is always for a time
in the future. Why, then, should school systems become involved in
student teaching at all? I think there are three reasons:

1. To keep the teachers and other members of the school sys-
tem's staff in contact with new ideas in education

2. To fulfill an obligation to the profession which each of us
incurred when some earlier teacher guided us through student
teaching

i
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3. To increase the base from which the school system recruits
new teachers.

In these three reasons must be found the common purpose for
universities and school systems to join in student teaching programs.
The first and the last ones imply, for colleges, that supervisors of stu-
dent teachers have not done their whole job if they stop with the super-
vision proms. They need also to funnel new ideas in education to
teachers and school administrators who often have little time to keep
abreast of the latest developments in the field. And college super-
visors must recognize and support the school system's efforts to recruit
teachers for its staff. But having said that, let me hasten to add that
anytime recruitment becomes any higher than third priority in the list
of three reasons given above, the school system is down-grading its
professional responsibilities for the whole student teaching program.

The third of my three factors in achieving successful cooperation
between school systems and universities in student teaching is an intent
to make it work. I suppose if we achieve the first two factors, mutual
respect and a common purpose, the third one is likely to come. But
the intent to make it work must be there and must be continually sup-
ported. If universities turn the entire task of student teaching over to
the schools, or if schools try to exploit student teachers to fill the gaps
in their own teaching staffs, then the result is chaos. We must both
try constantly or there will be no improvement.

Before I close, let me take a moment to look into the future of
student teaching from the point of view of a public school adminis-
trator directly involved in student teaching and professionally dedicated
to its improvement. To me, the following seven areas seem to require
our attention:

1. Sponsoring teachers (the title the Detroit Public Schools uses
for supervising or "critic" teachers) must be selected with care
and must be trained for their work. The universities, the
school administration, and the teachers themselves must be
involved in this selection. And the training must be a joint
responsibility of school systems and universities.

2. Principals and the supervisory staffs of school systems must
assume more responsibility for the training of student teachers.
Every student teacher must feel that he is an accepted,
respected, welcome member of the school's staff.

3. Sponsoring teachers must be relieved of part of their teaching
loads so that they have more time to work with student teach-
ers. If there is to be more federal or state money to support
student teaching, this is where I think this money should go.

4. The role of the sponsoring teacher must be given more status.
I urge college people to invite sponsoring teachers to their
campuses to talk to classes and to student groups, to make
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them members of some of the university committees which
make policy for student teaching, to coauthor professional
papers with them, and to do anything possible to make them
realize the value of their help in the student teaching program.

5. University personnel must become more directly involved in
the work of the schools, in research, in curriculum develop-
ment, in the creation of instructional materials, even in actual
classroom teaching.

6. Time schedules for student teaching must become more flexi-
ble, preferably by extending the period of training into the
first year of teaching so that training and induction are one
continuous process.

7. The voice of the teacher must be listened to. This year the
Detroit Federation of Teachers, the collective bargaining agent
for the Detroit staff, included the increase in the stipend paid
to sponsoring teachers in their list of "demands" on the school
system. Regardless of how this proposal is settled, it is clear
that universities must either listen to teachers in this area of
our work in common or enter into a battle with them. I prefer
the mutual discussion now rather than the battle later. But
the hour is already late and the battle may have already begun.
If so, let's end it with this year's preliminary skirmish rather
than escalate it into next year's full-scale war.

Student teaching is a vital part of teacher education. It ha3 a
valid past and a bright future. But its function needs to be studied
and its operation improved. Let us enjoy our achievements in this
area, recognize the improvements that need to be made, and move
ahead confidently. We are doing this job Nvell; let us try to do it better.
And let us accept the contributions which the colleges and the schools
can make to the total job and seek to gain for each other all of the
mutual satisfaction which can be found in the solid exercise of profes-
sional achievement.

D. The Role of Professional Organizations
in Partnerships in Teacher Education

RoY A. EDELFELT
Associate Secretary

National Commission on Teacher Education
and Professional Standards

The idea that several agencies should collaborate with colleges
and universities in a partnership to educate teachers is comparatively
new. To many educators, the role of professional organizations in such
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a partnership seems unimportant; some even doubt that an association
could make any significant contribution to a partnership effort.

Arguments against a partnership of this kind are that colleges
and universities have the major responsibility for the formal training
of teachers. Schools and colleges have traditionally assumed the respon-
sibility for in-service teacher education. The personnel of schools and
colleges include most of the people concerned with teacher education.
The participation of educators under association auspices merely causes
con flicts in intent and leads to confusion and overlap.

Before attempting to answer these arguments. perhaps it would
be well to ask the following questions: Why should professional asso-
ciations participate with other agencies in teachor education? Does the
professional association have anything unique to contribute? Are there
roles professional associations can play that cannot be assumed by
other institutions or agencies?

Because professional associations do not have so obvious a role
as colleges in educating teachers, i.e., they do not offer courses or
seminars for teachers or provide a practicum in learning how to teach,
it is easy to ignore the important role they can or do play. For example,
the emphasis of this book, and the Workshop it reports, had its origin
in professional associations.

One of the problems LI recognizing roles in a partnership is that
the usual definition of teacher education is too limiting. There is more
to it than courses and formal study at the university or in-service edu-
cation in public schools. Teacher education should include all of the
educative experiences undertaken by teachers both prior to and during
practice. It should also include the administrative, theoretical, and
scholarly study; the requirements and standards; the legal and political
considerations; and the government support and control that relate to
the education of teachers.

Professional associations have some unique roles to play in making
their contribution to a partnership in teacher education. First of all,
they have their role as a professional society, a voluntary community
of scholars; in this case, one with special expertness in and concern
for teacher education. Professional societies do include thc same people
who make up the staffs of institutions and agencies that have a respon-
sibility for educating teachers; but the forum, the assembly, the orga-
nization they provide are different For one thing, the professional
society is devoid of administrative hierarchy in the sense that one man
has power over another by virtue of the job and rank he holds. It is
also a forum where it should be possible to examine the merits of an
idea with scholarly objectivitywhere controversy and dissent can be
voiced without recriminations. A professional association should be
able to take a position and exert influence where needed; in legislative
halls or with state boards of education, it can serve as the voice of the
profession.
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The professional association has an important role to play as an
autonomous and independentyet responsiblegroup that can check
and balance the educational, political, and social responsibility of insti-
tutions of education. This watchdog role becomes increasingly impor-
tant as school-college relationships in teacher education become more
complex and interrelated. For example, the quality of a college pro-
gram is influenced by various approaches to program approval or
accreditation; professional associations can play an important role in
determining standards and procedures and in providing financial sup-
?ort for evaluating college programs of teacher education. If a working
partnership is one criterion of a good program, accreditation could
include an assessment of such collaboration.

Professional associations also play an important role in estab-
lishing and maintaining requirements for licensure or certification of
teachers. Such requirements influence the nature and scope of both
preservice and in-service teacher education programs.

Perhaps the most significant role assumed by professional asso-
ciations up to the present is the sponsorship of conventions and of
ad hoc committees to study specific problems. Presentations and dis-
cussions at professional meetings have had a major, yet indirect,
influence on programs of teacher education. Most of the thinking and
theory on the nature and need for partnerships among schooLs, colleges,
state departments, and professional associations in teacher education
have developed under the auspices of professional associations. Theo-
retical and research papers prepared for professional meeings or by
ad hoc committees form the major literature on partnerships in teacher
education.

Despite its short history, there have been numerous and rapid
changes in teacher education that have altered the quality, status, and
attitude of teachers. The growing militancy of teachers in fighting for
a greater voice in decisions affecting them has been greatly influenced
by the better selection of teacher candidates, the improvement in quality,
and the extension in length of preservice teacher education programs.

A form of partnership in teacher education is developing between
school districts and local teacher associations where some type of nego-
tiations agreement exists for determining policies, procedures, and
requirements for in-service education of teachers. Increasingly, a part-
nership is developing among several professional groups and institu-
tions; professional practices commissions and professional standards
boards, as well as advisory committees on teacher education, have devel-
oped at the state level in many states. Professional associations have
given a major impetus to many of these developments. The prospects
of deveoping local or regional parels for bGth practice and standards
will bring prof,tssional association efforts on these problems much closer
to action in a partnership.

The role of professional associ ations in most partnership arrange-
ments with other groups in teacher eduication is still only in a formative
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stage. One reason for this is that the concept of a partnership is new;
a second is that professional organizations of teachers are in the becom-
ing state of being profIssional. Professional associations will become
professional in orientation only as their individual members assume the
rights and responsibilities of members of a profession.

Attaining better understanding and becoming more professional
can be accomplished in part by facing issues with which professional
associations must grapple in conzidering the partnership idea. Some of
these issues are suggested by the following questions:

1. 1 o what extent should professional associations negotiate
standards for teacher education in the local school setting?

2. Can professional associations exert political influence at the
local and state level without becoming too partisan in point
of view?

3. What is an appropriate balance or distribution for profes-
sional associations between scholarly objectivity and a political
point of view?

4. To what extent can responsibilities in a partnership in teacher
education be identified and fixed at the local and state levels?

5. What organization and structure are necessary or essential to
assure productive relationships among the various institutions
(schools, colleges, and agencies) involved in partnership
arrangements?

6. To what extent can there be clarity about local and state
responsibility in teacher education?

7. How can enough unity be developed in a professional asso-
ciation to capitalize on the power of its members?

8. Should power be soughtbut also feared?
9. Could power be gained too quickly? How much apprentice-

ship in the use of power is needed?
10. How does a professional association organize its membership

for action?

These are some of the questions that state and local professional
associations must discuss and resolve within each organization and with
their counterparts before they can join in an effective partnership for
the education of teachers.
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E. Perspectives on University-School Collaboration
in a Research and Development Center

A Report to the Policy Board of the Center for
Research and Development on Educational Differences,

Harvarci Graduate School of Education

HARRIET FEINBERG
Graduate School of Education

Harvard University

Introduction

This report is an analysis of a series of interviews with members of
the Policy Board of the Center for Research and Development on Edu-
cational Differences, with some Center project directors, and with
several others at the Harvard Graduate School of Education (HGSE)
who also have a deep interest in how the Center can best fulfill the
promise many have sensed in it. The interviews, done after a year
of operation, were focussed on the question: How can the Center make
a difference in classrooms? Before proceeding to the first of three
perspxd v es into which the comments have been organized, there is
need for a brief explanation of the report's rationale, its structure, and
its use of individual opinions.

This is not a confidential pa, -:. It contains no secrets; it names
no names. Most of the problems discussed are neither new or highly
abstruse. Yet I think many readers may find it a little surprising here
and there. It will, I hope, demonstrate that some opinions and orien-
tations are more widespread and more deeply felt than one would
suspect from a descripfion of all the activities currently being carried
on under the Center's auspices. One especially discontented and
vehement member of the policy board, whom I happened to interview
early in this endeavor, predictedonly half in jestthat I would dis-
cover three groups: a few who were highly critical, as he was, of some
things about the Center; many who might have noticed some of the
same phenomena, but would excuse them by saying. "we're still in the
planning stage"; and a goodly number, not at HGSid, who would say,
"The R & D Center? What's that? Ah yes, tell me how they are doing
lately!" To reduce such feelings of relative isolation and powerlessness,
and thus pave the way for action, is one of my main reasons for pre-
senting such a host of criticisms and constructive suggertions.

Furthermore, I believe that impatience and irritation with orga-
nizations are often forms of masked optimism. They frequently connote
an underlying conviction that great things could be accomplished if
only this or that enmeshing difficulty could be understood and over-
come. This seems a productive and just way to look at the mixture
of disenchantment hope, puzzlement vitality, and useful ideas which
follows.
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Structurally, the report is a series of perspectives or general vantage
points on the Center. Originally I planned to organize all the data
from the interviews into a series of problems; but the more people I
interviewed, the less able I was to figure out how to divide up the
material. Finally someone pointed out to me that something is a prob-
lem only if seen from certain points of view. Take for instance the
frequent comment that, on the whole, project directors are not very
well-informed about what is going on in other projects. To some this
is .n organizational flaw which better channels of communication can
rfn Ay. To others it is only a symptom of an underlying and serious
p :.5iem. To still others, whether or not the project directors communi-
cate is a matter of small concern in their hierarchy of Center problems.
And one researcher even thought that the limited communication was
an advantage. So there is no "communication problem" apart from
the way individuals see the whole organization.

Instead of sorting the material into problems, therefore, I have
assembled it into perspectives. At the risk of sounding overly fanciful,
let me try to make the notion of a perspective more concrete. Imagine
the Center as a very large and complicated three-dimensional figure.
A perspective is a vantage pointjust outside it, inside it, far away
from it, etc., from which some things loom large, while others are hazy
or distant; some things are usually shaded ominous and gloomy, while
others have a more promising gleam. A perspective as used here is
not a fixed set of opinions, but a general way of looking within which
fairly wide variation is possible.

As for the particular perspectives chosen, they are theoretical
artifacts which seemed the most useful and clearest way of structuring
a very diverse collection of statements and questions. They do not
correspond to groups of people. On the contrary, a number of those
interviewed may find opinions of theirs expressed in two or even three
perspectives.

In presenting viewpoints within this structure, I have made liberal
use of verbatim quotes, partly for vividness and pungency of phrase,
and partly as a means of illustrating how widespread an idea is without
having to identify the speakers. The statements that are not verbatim
are paraphrases; syntheses or summaries of a number of remarks; or
occasionally, interpretations or opinions of my own. These I have tried
to keep to a :ninimurn so that the candcr and directness which char-
acterized the origina! interviews can be transmitted to the readers of
this report as completely as possible.

First Perspective

This perspective appears first because more people said more
things that fit into it than into either of the others. In the foreground,
overshadowing any other problems, is a large and obvious gap between
the University mid the participating school systems. HOSE appears
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withdrawn, highly research-oriented as opposed to service-oriented,
and unresponsive to the everyday needs and problems of the school
systems. The conventional research-development-dissemination model
suggested by the Office of Education's description of R & D Centers,
whereby the results of basic research are transmuted into curriculum
development, and eventually disseminated to school systems, is seri-
ously questioned if not rejected.

With this general orientation, such questions as whether the cur-
rently funded research projects form a coherent unit, or whether there
is enough communication among them, are understandably not promi-
nent. Nor is the question of whether HGSE staff have "answers" very
prominent; more importance is attached to their genuine personal
involvement in school affairs. Long-range, highly controlled research
and development is not rejected as such; there is, rather, a sense of
great imbalance in Center activities. The key words which recur in
suggested remedies are involvement, personal contact, and two-way.

I want to emphasize that this is not a schoolman's view of the
R & D Center as opposed to a researcher's view. To have made that
kind of division would only have widened that school-university gap
which those who have this perspective feel urgently must be closed.

Separations Between Schools and University:

To elaborate on this summary, I will first present a group of quotes
which makes the picture of HGSE as standoffish and preoccupied with
its own research concerns more vivid and explicit, then go into the
various rationales and strategies suggested for closing the school-univer-
sity gap: interpretation of research results for teachers, teacher-initiated
research, R & D directors in the schools, and so on.

Here, then, is a barrage of remarks, each made by a different
person. Since only four of those quoted are full-time schoolmen,
obviously some remarks come from the very people that other remarks
are meant to be about.

"The Center is not the private kingdom of Harvard."
"Up to the present, all the Center has asked us to do is give

guinea pigs."
"One thing I expect is that we will lose the interest of our

membcr school systems if we proceed in the present way. More
faculty members will do more research studies in schools, but I
think these studies will have less influence on changing schools
they're done on the schools, not with them."

"I can see our wanting to use them (cooperating systems),
but I can't see anyone obligating themselves to repay."

"One thing that makes this (working together) difficult is
the rampant snobbishness of the faculty. In general the impres-
sion I get is that the source of all knowledge and power is Larson
Hall, and everyone else should stand outside panting."
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"The information is flowing all one way. . . The conduit
isn't open wide enough."

"If this R & D Center was constructed simply to provide a
more formal way (for researchers) to get at teachers, it will fail.
We have a good structure but we haven't made any changes in
tho attitude of the basic researcher at Harvard. The needs of the
systems are not making an impact. It's not all the professor's
faultschool people have not expressed their needs."

"Probably the teachers in the cooperating systems don't know
a thing about the Center."

"I have the usual paranoic impression that a small clique
makes the decisions in its own interests. . . . I have no sense of
participating in policy decision making. . . . I have a strong feeling
that the Center is concerned more with R than D. . . We need
people who are willing to accept the role of going out to serve
the school rather than having the school serve them. Unless
people have a sense of being respected in their involvement, they
back away."

"If you want to move into a school system, sit around and
listen to the teachers. See where you can be of help."

"Most school people feel that the Center is still University-
oriented, and decisions tend to reflect the interests of senior faculty
members, rather than those of the systems."

"There is clearly at the moment a primacy of taking, not
giving. We should seriously consider whether it is not our func-
tion to provide services of certain kinds."

This list could be continued, but the general perspective should be clear
enough. Naturally the long-standing tradition of usually distant and
cool school-university relations, to which the Center is heir (SUPRAD15
notwithstanding), cannot be altered overnight; but feeling is strong
that a Center which was deliberately created as a consortium of inter-
ests should be further along than it is now in finding ways to deal with
the problem.

Two Types of Educational Research:

What can it mean to serve school systems, to help them with what
they see as their problems, if not to provide them with ready-made
answers and packaged products labeled "Recommended by HGSE"?
One thing I discovered it can mean, among those interviewed, is a
different way of choosing and carrying out research projects. And here
a characteristic but not fundamenta! difference between schoolmen and
HGSE-Center staff was encountered: starting from the same sense of
urgency and the same perspective, but with different training, they give
different descriptions of what needs to be done. Since this difference

15 An earlier school-university collaboration called The School-University Pro-
gram for Research and Development.

123



in proposed remedies has often, I think, been mistaken for a sharp
difference in fundamental perspective and commitment, it needs to be
explained in more detail.

One concerned researcher ptA it this way:

There are two styles of research in education. In "Type A,"
the essential interest is in contributing to a body of theory. You
design studies, invade classrooms, withdraw and examine the data,
and plan the next study. In "Type B," you focus on a group of
students. You continually change the design and tactics of your
study as you observe the results. If one theory or curriculum
doesn't work, you throw it out and try something else.

According to this researcher, "Harvard has always cleverly managed
to get involved with schools but not focussed on the kids." To ever
have any substantial impact or practice, researchers need to make long-
range commitments to work in live classroom situations. Bul, he con-
tinued, "It is often said that the classroom is too messy to do research.
One of the problems is that we don't have the theory to deal with
messy phenomena." I get the impression, then, this type of research
will call for more, rather than less, expertise on the part of those who
conduct it; it is consequently not clear how great a role competent
teachers, unskilled in advanced research techniques and unfamiliar with
elaborate theories of instruction, could play in it. Possibly they could
become conversant enough with the techniques and theories involvedin particular projects to participate intelligently under the direction of
a highly trained researcher.

Teacher-Researcher Project:

Another approach initiated by researchers for closing the gap is
embodied in the teacher-researcher projectoften mentioned by
schoolmen as one of the most encouraging of the Center's undertakings.
The project team has written a series of working papers; in each of
them a major theoretical concept in child development is explored to
see what implications it may hold for the classroom. After the project
team has carefully selected a group of teachers capable of responding
creatively to the interpreted research by drawing added implications of
their own, they plan a series of joint teacher-researcher papers, and
eventually a book.

This project's researchers are acting as mediators, translating and
interpreting and sifting a body of often abstruse-sounding material to
discover what is relevant for teachers. Some of them wonder: "But
then, what are you really doing to the research? How much will the
finished product resemble tile raw material?" Looked at another way,
this difficulty in presenting research results so that they are really intel-
ligible and meaningful to teachers might show that researchers in
education are by and large using inappropriate patterns borrowed from
psychology and other behavioral sciences; they have rarely first studied

124



the problems teachers have, then devised suitable measurements. Inthis sense the teacher-researcher project indirectly demonstrates the needfor more "Type B" research, once again presumably done by expertswho can devise reliable ways of measuring and describing subtle con-stellations of factors present in the classroom situation.
Teacher-Initiated Research:

Laudable and encouraging as this project aimed at interpreting"Type A" research and the call for "Type B" research may be, neithercompletely fits the description of research growing out of teachers'needs which I heard from several schoolmen. To make this clear, letme present a schoolmen's view of the teacher-researcher project, fol-lowed by a description of their suggestion for closing the gap: teacher-initiated research. Two schoolmen I interviewed were enthusiasticabout the project, yet expressed concern about what would happen ifthe criteria for selecting participating teachers were set up by theresearthers. They feared the project team would "hold the mirror up"and get someone like themselves "rather than the average, good, inno-vative teacher." Moreover, one of them contrasted the project withanother one he knew of, still in the planning stage, in which a groupof forty teachers would meet for about a week with an expert in cog-nitive development, present classroom learning problems, and see howtheory could be brought to bear on them. The organizer of this latterproject is "fundamentally a schoolman. His idea is to take a practicalproblem and see how research bears on it." The teacher-researcher
project team, on the other hand, wants "to take a theoretical conce-and see its implications for the classroom."

Genuinely teacher-initiated research, as opposed to "Type B"research or efforts to make research intelligible to teachers, apparentlyought to be judged by a different set of criteria. The several schoolmenwho expressed themselves on this point, including a few with someuniversity affiliation and research skill, were unanimous that thereought to be a double standard. Far from being patronizing, this doublestandard would be both a "recognition of reality" and a realization that
teacher-initiated researchperhaps better called experimentationpro-vides a different sort of purpose, vitality, and impetu for change thandoes the work of highly trained researchers. Through it, teachers canbecome more informed, more enthusiastic about trying to make changes,and more receptive to gradual reformulations of the problems they hadoriginally defined. A short group of quotations describes it moreexplicitly:

"The idea (coming from a school system) may be naive,
unsophisticatedly described, full of fairly obvious pitfalls, butcoming from a system that's in a rut . . . here is the first littlegreen stem . . . let's nourish the intent. In the support of thiseffort you will create an atmosphereas people become more

125



enthusiastic about submitting proposals, you can become more
critical. If you really want to have an impact, you take them at
their relative level of readiness. . . . It's somewhat like writing a
paper. You write the rough draft, improve the ideas, organization,
etc. It could grow into a rigorous research project. But if you
look at it. in the beginning and say, 'What is tne control group?
What are the clearly stated hypotheses? And what are the instru-
ments?' you dismiss it."

"If you can get a teacher to look more critically at her func-
tion and at the whole process of learning, you're really going to
get a good climate. Many are more research-conscious than we
realizewe don't call it that, and they don't call it that. But a
good teacher is constantly trying things out."

"We're talking about the stimulation of a person in a school.
It's not 'research' in the narrow sense, but look at the built-in
dissemination. But research projects, as the Center thinks of them,
are not going to be developed by the classroom teacher."

(The double standard) "That's OK. Then when we get
involved in some more legitimate things . . . we will participate
in a more informed way. Then the classroom teacher will not
simply be used. They may even be able to contribute better feed-
back to the researchers."

These researchers' and teachers' approaches, responses to a similar
perception of need developed by people with different sorts of training,
seem to be complementary rather than in opposition. Lack of enough
money to go round would seem, at first sight, to be the only reason
why they could not go on simultaneously and reinforce one another.
However, though "Type B" research has a legitimate air, interpretation
of basic research for teachers fits less obviously into the research-
development-dissemination paradigm set up by the Office of Education;
and small-scale scattered teacher-initiated researcheven with consid-
erable consultant helpseems to fit badly.

Perhaps we need two sorts of financial policy: one for long-range
research and development (concentrate the resources) and the other
for all short-term efforts to bring the teacher and the researcher closer
together (spread the wealth and spread the findings). These scattered
projects and confrontations would have a conceptual unity as variants
of a single process of narrowing the teacher-researcher gap; all such
projects could thus be analyzed for useful generalizations about process,
regardless of, or in relation to, their great substantive variety. "This
could become a major focus of Center activity."

Questioning the Research-Development-Dissemir -lion Model (USOE):

Perhaps, also, the research-development-dissemination model is
insufficient for a genuinely cooperative school-university effort. It is
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especially limited if interpreted to mean only "research, then develop-
ment, then dissemination." As one person put it:

"Development" to me would mean the introduction of a new
approach and new services. Say I had some notion for a project.
. . . We might get enough out of it to get some hypotheses that
might be researchable, we might not. And we may have to say,
"Do this because we have a hunch it will work." D may precede R,
or follow R, or be a separate entity.

In addition to this objection, the standard paradigm in its mort undis-
guised form is often unpalatable to school systems. As someone else
put it, "I don't think the Center should look upon itself as something
that generates a lot of great things and brings them on a silver platter
to the schools. This is the guaranteed way to accomplish nothing."
Efforts to get rid of the silver platter image by involving teachers in the
development process would very likely be more convincing if at least
some teachers were concurrently encouraged to innovate and experiment
on their own.

Another finite:on perceived in this paradigm is that, by implica-
tion, it makes a sharp distinction between research and field service,
so that service does not seem a natural function of an institution devoted
to research-development-dissemination. Paul Lazarsfeld's reasoning in
Organizing Educational Research" is as follows:

University administrators seem to have become increasingly
aware of the advantage of separating research and service. . . .
It should not be concluded . . . that field servicer -guested iiy a
local client cannot contribute to basic knowledge in the given
field. . . . But the character of applied research in education ana
the conditions under which it is pursued seem to hamper the enrich-
ment of basic knowledge . . . a . . . serious matter . . . is the wide-
spread demand for field services rather than research findings. . . .
I acking a clear idea of what constitutes research, practitioners
may well confuse the latter with field services, which consist
largely of consultation and social bookkeeping. This could lead
them to believe that they have fulfilled their obligations to keep
in touch with the frontiers of scholarly activity by commissioning
a field service worker to conduct a survey of the school system or
to give advice on educational trends which should be followed in
order to "keep up to date."

Though surely this is an unflattering description of service, it
presents attitudes and activities typical for school systems and universi-
ties. However, those I interviewed who are especially concerned with
bridging the school-university gap seem to be asking for more activity

Is Lazanfeld, Paul Felix, and Sieber, Sam D. Organizing Educational Research:
An Exploration. Englewood, NJ.: Prentice-Hall, 1964. pp. 37, 40, 52-3.
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falling midway between the two poles he defmes. "Lazarsfeld's dichot-
omy is too sharply drawn. There's no reason why in helping the schools,
you can't improve their researchability and get some good research
done." The thrust of Lazarsfeld's objection is that field services are too
scattered, impressionistic and filled with "former practitioners rather
than academic researchers" to add much to a body of theoryi.e., to
function as "Type A" research. But from this first perspective, that is
hardly an objection. So from this first vantage point, it seems desirable
to reexamine not onhr how to conduct educational research, but how
to integrate it productively with activities that fall on the creative upper
borderline of what is commonly called field service.

Liaison Role Needed:

It has been shown that a perspective in which HGSE appears with-
drawn and over academic, not serving school needs, leads to a variety of
plans for getting reseachers to cope with the classroom and encouraging
teachers to experiment. Another recurrent theme within this perspective
is the need for people in specific liaison roles between HGSE and co-
operating systems. Ofti a people mentioned the lack of R & D direc-
tors in most of the cooperating systems as a crucial and significant
weakness in the proposed cooperative effort. I began to feel a little as
if we were all "Waiting for Godot": little could happen until people
could be found to fill these slots, yet suitable people had not material-
ized, and no one seemed sure where to find them or even whether they
existed. To date only one of the six slots has been officially filled. I
shall present some opinions as to what such a liaison person ought to be
hie and why such key posts, implicit in even the earliest planning for
the Center, remain unfilled; these will be followed by suggestions for
supportive, temporary, and alternative ways of creating workable school-
university liaisons.

These are some characterizations of the liaison role:

"Part of this (problem) will work itself out when the Center
really becomes operable, and it will when these R & D people
become active, and start working with clusters of teachers, develop-
ing their tiny projects. An important role of the R & D coordi-
nator would be to go around, start talking, observing in classrooms,
find individuals who are developing classroom research projects."

"Frankly, I don't see this particular job as a very esoteric kind
of job. . . . My notion is a marriage broker, not a researcher.
I'm not saying research isn't necessary to these systems. . . . But
it's not a sine qua non. I would be suspicious of a person who
could only design research neatly for this job. It's low on my
galaxy of attributes. A person who could be patient and listen
that's high."

"There ought to be a Center person who could sit down with
a principal, who in turn could draw on faculty members."
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"Maybe it doesn't work out in practice, but the idea wouldbe to get someone close to (superintendents), and close to R & D,
constantly figuring out in little ways bow to bring R & D to the
schools."

Why has there been a so long a wait for R & D directors? Oneexplanation is that "initially both Harvard and the systems set theirsights too high." People reasonably well grounded in both research-d teaching who are also patient and good listeners, and willing totravel around from school to school, must De a rarity anywhere. On
the other hand, intensive wide-range recruiting for these positions, set-ting forth a core job description with several possible variations, hasnot really been tried. Neither has the Center made a definite attemptto train interested people already competent in either teaching or re-search for these roles.

Training for Rosoarchhachors
For instance, as a supplement or temporary alternative to R & D

directors, the Center might select a small group of skilled and innovative
teachers representing elementary and secondary levels in all the coop-
erating systems. One schoolman suggested that these teachers, alreadyknown and re-pected in their home schools, could go through a specially
designed, intensive program during the summer. Through acquaintancein some depth with at least one longitudinal study in child development,
several long-range curriculum development projects, and a number ofshort-term but thoughtfully designed studies, the teachers could breakthrough the haze of mystery and remoteness that often surroundsresearch.

In learning about a longitudinal study currently in progress at theCenter, for example, the teachers might meet for explanation, discus-sion, and questions with a dozen different members of the project staff,one or two at a time, in a given week. Instead of discussing researchproblems in the abstract, each researcher would describe a stage orproblem as it was embodied in this particular study: compiling a bib-liography of previous literature, choosing a sample, devising and validat-ing test instruments, and so forth. With curriculum development, theteathers could explore what the assumptions behind the project were,what the field testers looked for in student reactions and achievements,
why and how the materials were revised, etc. In addition, if there werea modest curriculum center, teachers could examine recent materialsin their special fields. Center partners WGBH (educational broad-casting and television) and ESI (Educational Services, Inc.) couldplay an active role by arranging to introduce the group to the innerworkings of selected on-going projects in curriculum and communica-tions systems.

Such an initiation, of course, would not be intended to train theteachers in actual research design. Rather, it would give them some
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sensitivity to the problems and activities of the researchers and teach
them to think constructively about which types of classrooms and school
problems they already were familiar with which would be amenable to
small-scale innovation and experimentation. In addition, they would
have a host of personal contacts among HGSE researchers, on whose
experience they could draw in a friendly, informal fashion. Pe.1Ips
some of their small projects could eventually become "Type B" research.
During the school year the teachers could be released from classroom
responsibility to have systematic, extensive conferences with other
teachers at their home school and perhaps one or two others in order
to encourage promising-looking ideas. As they grew within this new job
role, many might wish to return to HGSE for another summer or full
year in order to obtain more rigorous and specialized training.

One added advantage of such a pilot training program is that it
would give many researchers, particularly those whose projects may
have "nothing to disseminate" in the form of valid results for several
years, a chance for direct contact and free exchange of ideas with
classroom teachers; yet it would not take much time from any one
person's work. In fact, two such groups of teachers could probably
be moved through this type of summer program, one a week or so later
than the other, without disrupting the pace of anyone's research.

Use of Doctoral Candidates:

Another temporary or supportive approach which was suggested
would be to use HGSE doctoral candidates for part-time liaison roles.
The school systems could dride what sort of parallel, short-term train-
ing program could best introduce them to the complexities of local
conditions. Then they could be assigned to one or two schools and
spend a preliminary period listening and becoming acquainted with
everyone. Customarily a number of doctoral candidates have had part-
time jobs supervising Master of Arts in Teaching (MAT) candidates.
Considering that the alternative system of resident supervision has been
introduced, and that in any event the number of Master of Arts in
Teaching students is likely to be reduced according to the plan of
the Schen ler Report," a new liaison role for doctoral students could
be introduced as an alternative to supervision.

Involving Middle-Level Administrators:

To increase personal contacts still further, it has been suggested
that the Center staff-ought to become directly involved with middle-
level administratorsprincipals, department heads, and supervisors.
What should happen? Suggestions include a series of small group meet-
ings with selected Center staff, intended to create more open attitudes
toward innovation and experimentation; more substantively oriented,

IT A report of the faculty of the Harvard Graduate School of Education on
graduate study in education.
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periodic group meetings with particular Center researchers whose cur-rent research-interest the administrators can understand and share; andconferences directly related to small innovative projects which theCenter is supporting within their schools.
In short, the need for personal contact dominates this perspective.

Personal contact is the way you make friends and influencepeople. It's the way you improve a school system. Bulletins,directives, memoranda, reportswe are inundated. . . . If wecould only slenderize the written materials and somehow or otheraccentuate the personal contacts of researcher and tcacher, not anartificial contact but a continuing thing, so that when he goes into
the classroom he is regarded as a partner and not as "one of those
observers from Harvard."

Need for a Curriculum Cuntor:

One final suggestion for bridging the school-university gap (alsoan indirect way of generating more personal contacts, but primarily asource of informatim) is a curriculum center. Hardly a new idea forthe Center, this pruposed collection of instructional materials is almostalways mentioned in the same breath as the clearinghouse in planning
documents and early executive committee meetings. Even though thetwo were seemingly as inseparable as Tweedledum and Tweedledee,the clearinghouse came intc being and the curriadum center has not.A large, comprehensive, and elaborate center will in all probability bepart of the proposed REL (Regional Educational Laboratory). Buteven so, the R & D Center might be well advised to assemble and housea modest center of its own, accessible to all teachers in the cooperatingsystems and all HGSE staff and students.

Summaries of Remaining Perspectives Reported

The second perspective is a view from within. In the foregroundis the need for mon interconnectedness among Center projects and
more joint effort by Center researchers. Dissemination to school sys-tems is in the background, partly because few projects have definiteresults to disseminate as yet.

Some respondents attfibute the lack of sustained cooperative effortto the way the Center was originally put together: there is a deliberatelybroad problem area designed to include the interests of first-rate "primadonna" researchers who presumably would be unwilling to let admin-istrators tell them what they ought to be doing. Yet it is often the "first-
raters" themselves who expreu the need for more unity of conceptionand purpose a the Center's research effort.

People seem caught in a value conflict between the traditional inde-pendence of the university professorwhich in Harvard's graduate lib-erpl arts faculties and elsewhere often leads to coteries and backbiting
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within departmentsand the not very clear demands of a new situation
for cooperation and group effort. Though the "star system" seems a poor
model for a professional school which proposed to intervene significantly
in the education development of a metropolitan area, this model seems
to affect the way many people act, react, and make decisions at the
Center.

Interestingly, relatively few solutions were proposed for the prob-
lem seen in this second perspective, as contrasted with the variety of
new ideas suggested for closing the school-university gap.

The third perspective is a view from afar. Comments focus on the
paucity of substantive knowledge and the lack of clearly understood
purposes within the whole field of education, rather than at the Center
in particular. Since our current ability to evaluate is too tenuous, some
people place a high value on informed intuition; others stress the need
for more rigorous evaluation. Since the process of evaluation makes no
sense in the absence of agreed upon goals, still others concentrate on
the lack of such explicit values and goals anund which research and
development could be oriented. This definition of goals is further
complicated by the implicit value component in many social scie.i .

concepts often assumed to be neutral.
Thinking of the Center as an organizational structure which can

mesh or intertwine with other organizations, many people concerned
with long-range goals do become specific about what the Center's
relation ought to be to certain other groups. Comments focus on the
strong outer and inner pressures for the Center to become more in-
volved with inner city schools, and on the Center's relation to the
broadly based Regional Educational Laboratory (REL). Others are
acutely concerned with what they consider the Center's mistaken con-
centration on schools, as opposed to other educative institutions and
processes within the community, or its perhaps mistaken concentra-
tion on the dissemination of research, as opposed to more political and
calculated ways of bringing about change.

The fourth is ar. historical perspective. It contains excerpts from
relevant memoranda and minutes, presented in chronological order
without any comment. Readers may thus discover any ways in which
current Center problems are foreshadowed or illuminated by these ex-
cerpts. They are not a balanced selection from the documents in
question, but were chosen because they dealt with school-university
relations, how the Center was assembled, and how the rationale for
funding or not funding certain types of projects evolved.

ConclusiOn

The conclusion summarizes the models, emphases, and needs that
are in competition at the Center: downward-flow dissemination versus
rigorous research, immediate versus long-range impact, autonomy versus
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interdependence, and city versus suburbs. In general, people seem more
divided within themselves on these issues than divided into little factions.

Because of these differences in perspectives and goals, theories and
strategies of change will not, in themselves, solve any of the Center's
problems. Prior decisions and commitments have to be made before
the subtleties of a particular strategy become useful. In other words,
theory can influence a wise policy, but at a more basic level commit-
ments precede the adoption of procedures for bringing about change.
Author's Note: Since this report was issued (February, 1966) many
changes have taken place at the Center. Several new programs have
been initiated which aim at closing the school-university gap. These
include "Assisting Teacher to Conduct Research," in which fifteen
teachers are carrying out their own studies under the guidance of a
senior researcher; "Summer Institute to Train Teachers in a Liaison
Role," in which twenty-six teachers were trained as agents of change
within their schools and are now acting in this new role; and "Inter-
disciplinary Teams," in which a small group of researchers and master
teachers can respond to the request of a school, and work with them
closely for as long as a year on some major problem. In addition, the
slots for R & D directors have been filled. Other and more major
changes in programs and policies are in process.

A copy of the full text of "Perspectives on the R & D Center"
(mimeo) may be obtained by writing to Center for Research and De-
velopment on Educational Differences, Harvard Graduate School of
Education, Cambridge, Massachusetts 02138.

F. Issues and Problems as Viewed by a Large, Multi-Purpose
State University Located in a Small City in Establishing

Off-Campus Student Teaching Operations

HOP TON SOUTHWORTH
Associate Professor of Elementary

and Special Education
Michigan State University

Michigan State University is located in the small city of East
Lansing. The 30,000 residents support a middle-sized school district.
Four thousand students are enrolled by the university-2,000 of whom
are scheduled in student teaching or internship each year. It is quite ap-
parent that laboratory and field experiences for this enrollment could not
be adequately provided by the local schools or a campus demon-
stration school.

In the early 1950's, the faculty decided to develop student teaching
contracts with Michigan public school districts rather than erect a
campus laboratory school or saturate East Lansing classrooms. At first
the nearby cities of Lansing and Jackson and smaller communities such

133



as St. Johns, Holt, and Charlotte were utilized. Student teachers were
bused to and from assigniml classrooms each day. Fazulty time, student
teacher fatigue, and transportation costs motivated a resident student
teacher center development.

As enrollments increased, off-campus centers were developed in
Battle Creek, Grand Rapids, Birmingham, Saginaw-Bay City, Traverse
City, Flint, and Pontiac. The distance from East Lansing precluded
daily or weekly transportation. Full-time student teaching resulted from
the Marshall Study, and student teachers were required to reside in
the resident centers.

Originally student teaching coordinators were persons who were
appointed jointly by the school district and university faculty. As enroll-
ments rose and programs became more comprehensive, full university
faculty appointments were created. In 1966, Michigan State University
maintained seventeen resident student teaching programs in most major
population centers, including Detroit, and in strategic non-urban loca-
tions in Michigan.

University Centered Issues:

Several decisions were crucial to the development of the vast net-
work of student teaching and intern centers. It was decided not to
utilize the children of university faculty as a typical pupil population
for student teaching in a campus laboratory school. The multi-univer-
sity faculties had to be convinced that majors in history, mathematics,
science, and Englishto name a fewcould be assigned away from
the parent campus for a full-time quarter of study in the public schools
without seriously contaminating the undergraduate program. It was
allowed that the sacred sequence of courses could be interrupted in
order to provide realistic full-time laboratory experiences. The move
to typical Michigan school communities was an important decision for
the sixties.

Many conversations among the university colleges were initiated
and are still maintained through an All-University Teacher Education
Council, which meets monthly to discuss teacher education at Michigan
State. This group supports full-time student teaching and endorsed
development of an elementary internship which contains five quarters
away from the East Lansing campus. The importance of field and
laboratory experiences in teacher education programs at the under-
graduate level must be recognized by the liberal arts faculties and con-
sistently supported by them.

The education faculty continually converses with major content
department faculties in an effort to refine the structure of teaching
majors, as well as the relationship between content discipline concepts
and the population of learners to be served in the public schools.
Frequently, undergraduate liberal arts faculties wish to ignore the col-
lege student's application of knowledge in the society. Teaching careers
the interpretation of concepts to othersis not the concern of the
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several professors of the sciences. A new generation of scholars in
science mid arts may see the social responsibility of graduates in their
particular field and may yet discover ways to maintain the integrity
of content major and scholarship and still encourage the meaningful
application of knowledge in the future society. University-wide recog-
nition of departmental responsibility for 2,000 teacher candidates is a
problem demanding continuous faculty dialogue.

Teacher education is not a glamour operation. It is far less spec-
tacular than scientific research, and less newsworthy than developments
in business and industry curriculums. Teacher graduates are not yet
powerful alumni nor the large potential contribbitors. The typical uni-
versity budget demonstrates the low visibility or priority for teacher
education. We are just finding ways to obtain large public and private
grants consistently, and larger portions of the university budgets for
teacher education, despite the record number of teacher graduates over
the years. The education faculty must initiate action which would pro-
vide greater support for field and laboratory experiences. In the past,
we have been guilty of desiOng student teaching programs to fk the
handout, misusing our public school friends, and hoping ifv,vekrAe some
day urnuld rescue us.

The university budget is a matter of public rer 7,t._ .,: -r does not
reflect priority or importance of teacher education, s. 's -/,..-,r; -,b vious to
current and prospective faculty. The importance ,-' 1-14,1 fl F.aboratory
assignments is also immediately obvious to nee fac kr,...v. Most senior
faculty decline extensive student teaching assq;ument.i. This indicates
the low priority given such experiences. DANT ie,:licve that any new
faculty member can do an adequate job in t-n3 volt.. If split assignments
are the rule, coordination of the student -..eaclurs usually receives
lowest peority from the campus based prc,7e,wm. Coordinating student
teachers from the university campus is ont nroblem; to reside 100 miles
from campus and coordinate student teachers is suite another.

The traditional image of the college professor does not include his
residing in the real world, isolated in some ways from the professional
dialogue of the college of education building. Separation from the
cultural milieu certainly can be a problem for some out-of-state based
coordinators. However, the metropolitan Detroit cultural milieu is per-
lik.ps more comp; ehensive than most major university communities in
the world. Individual imagination and initiative is the only thing that
can isolate any college professor in our four-hour jet world.
Th. Resident CoordinatorA University Person, School Based:

Colleges are not recruiting resident center coordinators from
campus ranks. New coordinators come from outside the university
family: from public schools. These are new professors who believe
in the partnership in teacher education.

In those 2ew cases where we have moved an occasional professor
from his campus sanctuary, his professcrial stance has immediately
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alienated the public school clientele, who realistically challenge his
pontifications, his inability to demonstrate how, his unwillingness to
concede another's point of view. The real world is not ideal: human
beings are not naturally theoretically defined and motivated, and cannot
be summarily dismissed upon completion of a series of lectures or tests.
Accountability is not something a resident coordinator can move away
from; he is very accessible to his several publics. Perhaps the fact that
he has no place to hide, no study carrel in the library labyrinth, no
escape from the daily test of applying theory to practice, causes the
majority of the professorial population to decline a resident coordinator's
position.

It takes a certain kind of person to be a resident off-campus co-
ordinator. He must believe in the wedding of public school environ-
ments, teacher practitioners, and the university resources in teacher
education. He must be willing to pursue his academic scholarship
through independent reading and utilization of all librariesnot just
the university libraryand he must carefully organize his time and
dialogue with others. Attendance at campus faculty meetings, exchange
of papers, frequent phone calls, letters, and inter-visitation help to
maintain vital communication lines. Extensive automobile travel
(10,000 miles per year) can become annoying, time consuming, and
costly, but a generous amount of autonomy can dimi Ash this detraction.
However, one does not have to sacrifice all opportunital to do research,
write books, teach, or gain administrative experience while serving in
the position of off-campus coordinator.

The nature of the public school-university teacher education part-
nership must be clearly and cooperatively defined. The resident coordi-
nator must have the authority to act for the university in the resident
center. There is nothing more irritating than decision delays about
operational matters because the home office, 100 miles away, does
not have situational information or recognition of local priorities. Few
persons will be motivated to become off-campus coordinators unless
they possess a degree of autonomy in coordinating their assigned cen-
ters. The loneliness of the station is only compensated for by the lati-
tude of the authority and the realism of the society.

Cooperative Center Development:

If all parties plan together, there is little need for expedient pro-
graming. Haphazard center development only leads to early disillusion-
ment with a partnership. The university must ascertain its future
enrollment, the student teaching stations needed, the personnel for
adequate supervision, and the budget necessary for proper long term
support. Then, by invitation or on its own initiative, it must develop
a dialogue with public school administrators and teacher practitioners
concerning the nature of student teaching and internship programs.
Specifically, the university must provide the partnership with: (a)
orientation to teacher education for the school board, administration,
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teachers, students, and parents; (b) support in the selection and
preparation of supervising teachers; (c) counsel in developing guide-
lines for candidate assignment, supervision, and evaluation; and (d)
cooperative opportunities to design, modify, and evaluate the program.
Neglectincidental or deliberateof any of the above actions by the
university should mandate its remaining in the campus community.

Communication is an important factor in the success or failure
of the program. The university coordinator must be visible, accessible,
and willing to tall: with supervising teachers, principals, and student
teachers as needed. Those difficult student teaching candidates must
receive the attention necessary in order for decisions about certification
to be reached with maximum evidence and dialogue.

Care must be taken by the coordinator to promise only those serv-
ices which can be delivered to supervisors or principals. One man
representing a university can soon promise every waking minute unless
caution and organization exist. In time, services initially required of
the university coordinator become skills of the corps of supervising
teachers and principals. Communication lines must be maintained too.
Frequently I am chided by old colleagues that I am becoming inacces-
sible. Attention to the dialogue is a continuous requirement.

The student teaching centers were not established to ease the
burdens of student teachers, but rather to identify the best realistic
laboratories in which to practice initial teaching behavior. Problems
of housing and transportation for student teachers have never dictated
the objectives of the center program. Teacher education can not be
considered as an experience of convenience and also claim recognition
for its professional characteristics. To be sure, students have problems;
but understanding supervisors and patient, resourceful principals have
joined the coordinator in helping hundreds of teacher candidates to
begin their careers in a mature manner.

School District Centered Issues:

The Michigan State UniversityMacomb Teacher Education Cen-
ter, which I helped create along with several score public school
personnel, has operated for seven years. Student teaching 47,qs a rela-
tively small Ivor performed by the eleven school districts for the
metropolitan universities. In 1959, a regional group including a com-
munity college banded together and invited Michigan State University,
100 miles distant, to establish teacher education programs in Macomb
County, a region adjacent to the northeast city limits of Detroit.

At first, cooperating school districts regarded student teaching as
easy teacher recruitment. Many of the districts were confronted with
mushrooming populations, extensive school building construction, repe-
titious millage and bonding campaigns, and continual in-service pro-
grams for new teachers. Much of the initial population surge has passed,
but teacher education needs continue. An adjunct growth dimension
has occurred through the hundreds of student teaching experiences:
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school district administrators and countless supervising teachers continue
to relate their appreciation of the personal professional growth resulting
from teacher education responsibilities.

In the beginning, universities were regarded as producers; the
school districts, the consumers. Through cooperative program design,
implementation, and evaluation, a growing appreciation of the con-
tinuum in teacher education has developed.

Teachers and administrators are becoming more aware of the con-
tinuous problem of teacher recruitment, preparation, and re-skilling
necessary to sustain a competent faculty. Teacher turnover, or de-
partures from the teaching career field, frequently indicate more than
a disproportionate number of women in teaching. Concerned educators
are carefully recording the reasons for the teacher dropouts. Low
visibility, inadequate rewards, and lack of interest in and recognition
of their work by superiors are reasons heard. Too many classroom
teachers fail to discover the excitement in teaching; isolation in self-
contained rooms contributes to the weakness in professional dialogue.
The work of supervising teachers, intern consultants, and building prin-
cipals involved in student teaching and internship has revitalized the
faculties in several buildings. Teacher education has a positive impact
upon the intensity of professional communications within cooperating
school districts, and among inter-district supervising teachers.
A Multi-District CenterAdvantages and Disadvantages:

The multi-district student teaching center has been an interesting
development over the past seven years. Initially, single city school
districts contracted with the university student teaching program;
additional enrollments have required new stations which develop from
a waiting list of public school districts wishing to become partners in
teacher education in established program centers. Program stimulation
in the original districts has been healthy. A new alertness exists when
several districts blur boundaries and cooperate regionally in teacher
education. A cooperative program account has developed. Eleven school
districts dissolved individual student teaching accounts and created one
regional fund to support student teaching activities. The common fund
&frays the costs of supervising teacher seminars, selected program
materials, token allowances for supervising teachers, scholarships to
national workshops of the Association for Student Teaching, and
quarter-end dinners for student teachers and supervisors. This fund is
administered by the university coordinators. Financial policy is guided
by a committee of cooperative teachers and principals. Monies are
invested in teacher educationsurpluses do not accumulate.

Multi-district centers offer a greater range of student teaching en-
vironments, school communities, and social milieus and provide flexi-
bility in times of stress. Building shortages, financial crises, and
personnel gaps can all be accommodated within the framework of the
regional center. The curriculum impact in a region can be increased
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through the cross-pollination which occurs at supervising teacher semi-
nars five times each quarter. The professional vision of isolated teachers
or groups of teachers has been enlarged over the seasons. Impatient
coordinators must learn how to change provincial thought te universal
understanding. The regional approach holds the best promise of over-
coming in-grown ideas. It is interesting to note that the several school
districts can collectively affect provincialism in the university thought
systems.

Building a Program Together:

It takes several years to develop the imaginative abilities of the
university and local school personnel. The program participants learn
together to develop the skills of supervision and the interesting by-
products of student teaching. Neither partner has a monopoly on
creativity. The university coordinator, with support from local reference
panels of student teachers, supervising teachers, and principals, can
ensure innovation and program vitality.

Individual designs for each student teaching experience are
encouraged. Variations of team teaching are resulting from new under-
standings of the student teaching laboratory potentiaL Case study
materials and teacher behavior studies are being conducted by the
supervisors and student teachers. Interesting field trips for student
teachers are also provided for supervising teachers. Teams of super-
vising teachers are encouraged to develop supervision materials and to
provide special resources to disadvantaged learners in the student teach-
ing settings. Local curriculum development has also been initiated by
supervising teachers.

A continuous orientation challenge confronts the university coordi-
nator. Increasing enrollments and multi-institutional utilization of the
student teaching area rapidly depletes the corps of skilled supervising
teachers. The identification, selection, and preparation of new supervis-
ing teachers must receive attentior each academic quarter. A course in
supervision of student teaching is offered in the region three times each
year.

Regional center guidelines can be developed by the supervisors
and principals in council with the university coordinator. There is need
of specific role accountability. Supervising teachers must be informed of
the university program objectives, the nature of supervision, and the
means of assessing student teaching performance.

Facilities for a Regional Center:

Most off-campus student teaching coordinators have begun opera-
tions from the truuk of their automobiles. Books, records, a coffee urn,
and a tape recorder were transported from class to class, district to
district. Facilities and space for student teaching seminars were fre-
quently difficult to locate in rapidly growing school districts. A small
office, a sympathetic school secretary, and a vacant classroom soon
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expecting miracles of young people barely competent to begin professional
practice.

Current cooperative agreements between universities, colleges, and
pmblic or private elementary and secondary districts in teacher education
should be further expanded to include representative classroom prac-
titioners selected by the teacher organizations in each regional area.

Teacher organizations must be helped to assume a greater respon-
sibility for the identification and recruitment of the most talented young
people for teaching. They should have a greater share in the standards
for training and selection of teacher candidates. Currently, some teacher
education programs are involving classroom teachers on referent
panels treating aspects of program design and evaluation. Since
the current representatives are volunteers, they should be chosen by
the representative teacher organizations.

The demand for higher wages and more fringe benefits for begin-
ning teacher practitioners should not be accepted unless it be coupled
with more careful screening of candidates, who would possess a more
thorough preparation in a framework requiring greater accountability.
Differences in teacher behavior and performance must be admitted, and
teacher practitioners must discover some acceptable means for assessing
adequate, superior, and outstanding instructional behavior. The mere
accumulation of credits and years is a sorry set of standards for reward.

The teacher organization can become mature and militant concern-
icz the induction of new teachers. The factors of reduced load, adequate
supervision or consultant help, time for professional growth seminars,
provision of consistently acceptable teacher practitioner models, aad
the assurance of a healthy and highly professional working environment
should become primary objectives along with adequate wage and fringe
benefits.

Teacher organizations can become functionally effective in demand-
ing more imaginative approaches to advanced gra duate studies both at
the university and within the province of the local or area educational
milieu. To continue accepting the same old graduate diet is to submit
to a future of mediocrity.

The teacher organization, then, must adopt a new stance in assist-
ing the weak teacher, boosting the inspired, and elintinating the in-
competent. Adequate provisions for screening teacher candidates,
developing pre-certification teacher education, and properly inducting
new teachers and for continuous enriched advanced study have not been
refined because the most powerful force in educationthe organization
of the teacher practitionershas not been invited to participate. The
current partners must extend the invitation to our volunteer classroom
supervisors.

Some of the issues and problems incumbent in establishing a student
teaching center distant from the university campus have been identified.
These problems are a challenge which, through an alliance of friends
in the public schools, can reach solution in a maturing partnership.
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2. Phnning and leading student teaching seminars
3. Planning the "total school" activities for student teachers
4. Developing variations in the student teaching program for the

Center according to the local situation
5. Planning and leading in-service programs for supervising

teachers
6. Developing an operational guide for the Center, including a

definition of roles of individuals and organizations
7. Assessing the effectiveness of the Center idea and the team

approach.

The role definitions which have evolved appear to be highly similar
in all of the Centers, and they demonstrate shared responsibility between
school and college. Some insight into the balance of responsibility
between the two institutions may be gained by comparing the roles
specified for the graduate faculty advisor and the school advisor. The
school advisor's role has been defined in this manner:

I. He observes the general operation of the Center from the
school's point of view.

2. He helps in smoothing out difficult situations on the school side.
3. He takes final responsibility for the school when problems arise

which primarily involve the school.
4. He shares teaching and leadership functions in the seminars,

orientation programs, and in-service education meetings.
5. He represents the Center at college affairs.

The graduate faculty advisor, who is the college counterpart of
the school advisor, has been given these responsibilities:

I. He observes the general operation of the Center from the
college point of view, and he is responsible for relating the
program of the Center to the total college program.

2. He serves as the liaison person with the college for inviting
graduate faculty consultants to participate at appropriate times.

3. He serves as a consultant to the supervision planning
committee.

4. He represents the Center at school affairs.

The growth of the Centers followed the guidelines set down in
the Smith proposal. Fffst, a Center would gradually develop as college
faculty and school personnel saw the possibility in a field situation.
Second, each Center would emerge in its own style and with its own
unique procedures as the situation and personnel dictated, yet it would
keep within the general spirit and framework of the proposal while
respecting the particular organization and customs of each school
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district Third, an attempt was made to avoid rigidity over a period of
time, while establishing a framework which would insure consistency
despite a turnover of personnel. Fourth, the Centers were to develop in
phases, with realistic time and energy factors taken into consideration.
Unrealistic promises were to be avoided.

Organizational Forms:

Three basic types of Center organizational form have evolved after
nearly four years of operation. Form I consists of a Center located in
one relatively small school district, such as the Southfield Center, which
is described in Part 2 of this section. Form II consists of one Center
situated in an administrative unit of a very large metropolitan school
district, such as the Detroit Region #5 and Region #7 Centers which
were also described earlier. Form III exists where several comparatively
small school districts cooperate to form one Center. An example of
this fonn is the Northeast Suburban Teaching Center, which operates
with five cooperating school districts. In order for a Center of this
type to function, a Center Advisory Council was developed which serves
as a body for approving and making policy. Policy recommendations
from the supervision planning committee must be submitted to the CAC
for approval. Membership on the CAC consists of the five cooperating
superintendents, tbe graduate faculty advisor, and the Center coordina-
tor. In addition to approving or rejecting decisions concerning matters
which involve both school and college, the CAC passes on recommen-
dations submitted by the supervision planning committee. It also makes
school-oriented decisions involving released time for supervising teachers
and hiring substitute teachers who replace supervision planning com-
mittee members while they attend orientation meetings or seminars.

All cooperative student teaching center activities at Wayne State
University have been carried out within the limits of the regular budget
Their future, as their past, is not in any way dependent upon any special
grant or fund, either from within or without the University. Neither
additions to the college staff nor reorganization of clasc schedules was
necessary. The normal student teaching placement process was followed
without any special screening process or plea for volunteers.

Purpose of the Study:

The pupose of the study was to determine whether or not the
cooperative teaching centers could exist as viable organizations between
the school and the college. These were major questions to be answered:
(a) Could individuals from either or both institutions develop loyalties
to the Centers? and (b) Was actual involvement of individuals from
both institutions evident in the vital activities of the Centers, especially
in the areas of decision making, communications, and policy making?
In other words, an attempt was made to ascertain whether the school
and college could actually be equal partners in that part of teacher
education which takes place in the field.
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Procedure of the Study:

Three Centers out of the nine now operating in the Detroit area
were chosen for the purposes of description and analysisone from
each of the three forms described above. These Centers began operating
simultaneously. At the time of the study these Centers had been func-
tioning for three and one-half years.

Two basic categories of information were utilized: (a) documents
from the Centers, including minutes of the supervision planning com-
mittee meetings, tape recordings of important cooperative decisions
made at supervision planning committee meetings, quarterly reports
from the Center coordinators, and handbooks containing standard
operating procedures and role definitions; and (b) information from
two questionnaires which were designed to obtain the perceptions of
key cooperating personnel concerning the Centers as viable, cooperative
teacher education organizations.

It was assumed, for the purpose of the study, that the Centers
were formal organizations, and no attempt was made to prove or
disprove this point. Each Center was analyzed as a formal organization
according to the criteria devised by Broom and Selznick.18 These
criteria are (a) division of labor, (b) delegation of authority, (c)
channeled communications, (d) coordination (administration and
policy making), (e) sanctions, and (f) goals. Space limitations preclude
a detailed presentation and analysis of all pertinent data here, but
examples will be given from each category.

Two questionnaires were used to obtain the perceptions of co-
operating personnel concerning the Center as a functional, cooperative
teacher education organization. A total of seventy people were tested
in three Centers. This represented every supervision planning com-
mittee member alid nearly all of the experienced supervising teachers.
In addition to the two questionnaires, documents concerning the Centers
which had been collected over a period of three years were studied
and analyzed.

The first questionnaire asked the respondents to list the positive
and negative aspects of the cooperative teaching Centers. The respond-
ents were asked to take five minutes to write all of the negative aspects
and five minutes to write all of the positive aspects they could think of
pertaining to the Center.

Highlights from the Responses:

The two most frequently recurring negative responses were those
concerning the element of time and the lack of adequate finances. The
time element responses, paradoxically, fell into two categories: "lack
of time" and "too much time is required" for cooperative activities. An

18 Broom, Leonard, and Selznick, Philip. Sociology. Third edition. New York:
Harper & Row, 1963. pp. 220-21.
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example of the former is "lack of time to work cooperatively as much
as we feel is desirable." A response illustrative of the latter is the feel-
ing on the part of supervising teachers and principals that membership
constitutes an extra load on already over-burdened work schedules.

The "lack of adequate finances" category was in many ways
related to the time problem. Several supervising teachers stated that
money was needed to provide released time for cooperating public
school personnel, while other responses were not as specific. However,
it hardly needs to be said here that lack of adequate finances for student
teaching is not unique to cooperative teaching centers alone in the
field of teacher education. This problem appears to pervade all field
experience programs, regardless of their administrative structure.
Federal and state aid to Pident teaching, for example, is an issue of
national proportions.

Experience at Wayne State University has shown that, as coopera-
tive activities develop over a period of time, the cooperating public
school personnel tend to become quite perceptive of the problems
involved in providing a quality student teaching experience. As a result,
they expect and demand more services from both the university and
the school districtservices which, for the most part, can be provided
only with additional expenditures of money for such items as more
staff members and released time or reduced work loads for cooperating
personnel.

Some examples of the most frequently recurring positive responses
follow:

"Communication between school and college is excellent and has
been the best experienced with the college."

"Students get more extensive school-wide experience."
"Help is given to a student when it is needed."
"The quality of student teacher seminars is excellent."
"Administrators have taken an active role in student teacher
training."

"Cooperation extends far beyond the student teaching process."
"Teachers have become involved in the study of the teaching act."
"In-service training of groups and individuals has been excellent."
"It gets college people really involved in schools with school
people."

"The flexibility of the operation is good."

The second questionnaire asked specific questions about the
Centers. A representative sample of questions and responses of the
seventy participants follows:

Question three: How are the important decisions in the Center
made?

"At cooperative group meetings"

146



"At supervision planning committee meetings"
"After careful evaluation of practices."

Question four: To what degree were cooperating personnel in-
volved in the decision making process?

27%very high degree of involvement
39%high degree of involvement
17% adequate degree of involvement
14%very little involvement
3%no involvement.

Question eight: Were the schooLs adequately represented at each
level at which decisions are made?

46%high degree of representation
33%more than adequate representation
11%adequate representation
7%very little representation
3%no representation.

Question nine: In what teacher preparation activities are you now
involved in which you did not participate in prior to the organization of
the Center?

"Supervision planning committee activities"
"Student teaching seminars"
"Teams working with a student"
"Teams planning and evaluating a student's experiences"
"Students visiting other classrooms"
"Close cooperation with university personnel"
"Periodic assessments of center practices, materials, and philosophy"
"Group conferences with all other supervising teachers in the
building."

Question ten: Do the Center's activities occupy more or less of
your time now than you devoted to teacher preparation prior to the
development of the Center?

72%much more time
22%a little more time
6%about the same time
0%less time.

Question twelve: Has the Center resulted in better quality of
student teaching?

97% Yes
3%No.

Question fourteen: How successful do you think the Center has
been in bringing about cooperation between the school and the college?

23%very high degree of success
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54%high degree of success
23% fair degree of success
0% no success.

Question eighteen: Do you think that the tenter can continue as
a separate and distinct organization with an identity of its own while
serving the interests of both the college and the public schools?

88 % Yes
12 % No.

These responses from cooperating personnel demonstrate a signifi-
cant degree of involvement and commitment to the center concept of
teacher education. They also suggest that the Centers are becoming
institutions in their own right. Although no attempt has been made to
determine the effects of those cooperative activities which transcend
student teaching, it is apparent from the responses that considerable
attention should be directed toward assessing their effect on supervising
teachers and school curriculum practices.

Analysis of Documents:

Perhaps the most informative of the documents which were
analyzed are the "guidebooks" or "handbooks" which were cooperatively
developed in the centers. The typical guidebook contains these basic
elements: a definition of terms, a definition of individual and institu-
tional roles, requirements for the selection of supervising teachers, and
policies governing the operation of the Center. The "Standard Operating
Procedures" of the Northeast Suburban Teaching Center are reproduced
here for the purpose of illustration.

Standard Operating Procedures
Northeast Suburban Teaching Center

Wayne State University

1. Student teachers will be assigned to schools by the joint action of
the Center coordinator and a representative of each participating
school district.

2. Insofar as it is possible, several students will be assigned to each
participating school.

3. Each participating school district, insofar as it is possible, will choose
three schools to participate in Center activities each year. In succeed-
ing years, one school will rotate out of the assignment and one will
rotate in.

4. An orientation meeting for student teachers will be held each quarter
prior to the first day the student teacher enters the classroom. This
meeting wit' ordinarily take place on the first day of each quarter.
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5. An orientation meeting for supervising teachers and principals will
be held each quarterpreferably before the quarter begins. Released
time will be provided for all concerned insofar as it is possible within
existing regulations.

6. An evaluation meeting of the Center faculty will be held near the
end of each quarter. Released time will be provided for all con-
cerned insofar as it is possible within existing regulations.

7. Student teaching seminars will be planned and executed by the
supervision planning committee.

8. The Center advisory council will meet approximately once each
quarter. Meetings witi be requested by the Center coordinators or
the CAC members.

9. Whenever the removal of a student teacher from a student teaching
contact must be considered, either the Center coordinator or the
cooperating principal will convene an ad hoc committee to weigh
the factors in evidence. This committee could include the following
interested personnel: (a) from the cooperating school districtthe
supervising teacher, the cooperating principal, and the director of
instruction; (b) from the college of education the Center co-
ordinator, the college supervisor, and the graduate faculty advisor.

The committee will submit a recommendation in writing to the chair-
man of the department of elementary education, who will make the
final decision. It is understood that the cooperating principal may
temporarily suspend a student if he feels that the presence of the student
teacher in the classroom is detrimental to the welfare of the pupils.

Item three of these procedures developed as the result of a compro-
mise over a problem which arose concerning the placement of student
teachers. During the quarter in which the Center began its co-
operative activities, sixteen students had been assigned to thirteen
schools which were located in five school districts. This diffusion of
schools created overwhelming time and coordination problems for the
college supervisor. It made sustained communication among supervising
teachers virtually impossible. Past placement practices indicated that
during the next quarter an entirely different set of schools would be
used, The problem was brought to the attention of the supervision
planning committee. The committee decided that it would be advan-
tageous to have several students placed in one school simultaneously.
The pattern would hopefully continue in the designated cooperating
schools in order that a cadre of experienced supervising teachers would
be built up as the opportunities for better coordination and communi-
cation developed.

Thus it was recommended by the supervision planning com-
mittee that one or two schools in each district might be designated as
cooperating schools which would be used each kear, and that several
students be placed in one building during each student teaching period.
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This plan was submitted to the Center advisory council for considera-
tion. The superintendents who served as the public school members of
the CAC accepted the rationale for multiple placement, but they fore-
saw several undesirable results developing from the use of the same
school year after year. Concern was expressed that professional jealousies
might develop between cooperating and non-cooperating schools if one
or several schools became known as "the better schools" where student
teachers are placed, and the other schools were excluded from participa-
tion. The possible development of "student teacher fatigue" on the part
of a cooperating staff was also discussed. Fear was expressed that the
patrons of a school which :lad student teachers every quarter for a
year or so might complain about their children being "practiced upon"
by "untrained" teachers.

A superintendent recommended a compromise plan whereby each
year three schools in each district would be designated as coope: ' ing
schools. In succeeding years one school would rotate in to the assign-
ment and one would rotate out. Under this arrangement a school would
not necessarily have student placements every quarter. This compromise
plan was accepted by the school and college representatives and a unani-
mous decision was reached.

Innovations in the Centers:

Cooperative development of innovative practice is an indication
that a new jointly arranged organization is becoming institutionalized.

Three innovations in student teaching practices have been developed
in the Centers under studyone in each of theni. The first development
was the "building approach" which Schacht described earlier in this
section. The second innovation was the "team approach" to student
teaching, which was designed to improve the quality of the student
teaching experience and to serve as a vehicle for in-service education
of an entire school staff. Each staff member in a school was assigned
to a four-member student teacher supervision team. Thus a faculty of
sixteen teachers would have four teams, each of which would work with
one student. A senior member of each team served as its supervisor.
The student began in the classroom of the team supervisor but might
be transferred or at least spend part of his time in the classroom of one
or more of the other team members, as the situation warranted. Each
cooperating school agreed to work with this plan for two consecutive
quarters. Prior to the arrival of the students, a graduate faculty member
from the college worked with the faculty of the cooperating school on
methods to analyze the teaching act. Preliminary reports from a study
under way indicate that this "team approach" was very successful as a
device to prepare and select new supervising teachers.

The third innovation was a teaching internship in the Detroit Public
Schools. It consists essentially of two student teacher interns assigned
to each of two classrooms. One teacher-director is in charge of the two
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SECTION III

Emerging Administrative and Regulatory
Developments in Collaborative Enterprises

One is not trading off autonomy or freedom for some amorphous
social good, but from joint enterprise there can be gain for each party.

JAMES F. NICKERSON
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PART I

Emerging Administrative and
Regulatory Developments

JAMES F. NICKERSON
Preskient

Mankato State College

The serious reader cannot fail to be impressed by the weight of
effort and thought now being directed to growing partnerships in teacher
education. The substance of the 1966 Summer Workshop-Symposium
on School-College Relationships, and the interpretive comments of
those who have contributed to this volume, indicate the changes in
both the management and substance of teacher preparation which are
being forced by the weight of manpower needs and a growing willing-
ness to admit the inadequacy of many of our traditional schemes for
phasing the teacher-to-be into his profession. Reed points out that the
mergence of teacher education as a high primity concern has grown
from a belated recognition that the work of the teacher is changing sub-
stantially; that the complexity of his task is increasing markedly in terms
of content, structure of substance, new media, and the increasing poten-
tial for realization of individualized instruction.

Optimists and Pessimists

In the pages of this report one finds a storehouse of suggestion
and innovation offered from the vantage of the differing partners con-
cerned with teacher education. Each party with varying conviction
calls for collaboration, cooperation, joint planning, development of con-
sensus, and welding of interprofessional relationships into a workable
scheme for decision and action. From this coalition of effort, the
optimist sees a coherent whole aiming for all of teacher education
through cooperative efforts of all arms of the profession. The pessimist
sees loss of autonomy for the institutions and agencies involved, greater
rigidity of program, the danger of divided responsibility, achievement
of consensus only on the lowest of levels, and probable bureaucratic
engulfment. Ifs comments tend to reveal substantial distrust and fear.
As yet, the pessimists appear to predominate. For example, Miller

153



ct

reports that while the "proposals for action" developed in the Penn-
sylvania Student Teaching Project met overwhelmingly favorable re-
action throughout the state, very few of the proposals in the area of
cooperation among higher institutions, public schools, and the state
were strongly accepted. In other reports of programs, cooperation is
pledged only if the college keeps the major responsibility and authority
for a program, or contrarily if the public school, the state department,
or the "profession" exercises major control.

Hetenyi offers excellent insights into the psycho-political factors
and realities of joint enterprise. He deals with the political problem of
managing the power components and sees the emerging cooperative
ventures of schools, colleges, state departments, and other elements of
the profession as a political problem par excellence.

However, one can sense in these reports, plans, exhortations, and
analyses some lack in precision of procedure, of responsibilities, and
of role definitions. One knows intuitively that development lies in the
directions suggested in this volume; yet, as. a realist, he wishes for more
clearly defined touchstones to guide him as he moves into the no-man's-
land of interinstitutional effort in teacher preparation. The following
pages contain an attempt to assess a number of the factors and con-
ditions to be dealt with as the profession takes these next steps toward
maturity.

Dealing with Autonomies
Reduced to simplest terms, these reports call for what are now

relatively isolated and autonomous agencies or institutions (college,
school, government agency, professional association) to find ways to
develop together working policies and procedures which will guide each
party in collaborative effort in teacher education. For such an effort,
policies and plans need to become operational. Job assignments need
to be clear and capable of implementation. Checks and balances are
necessary at several levels in the working structure. Evaluation of
effectiveness of individual, of agency, or of the total interinstitutional
effort must be possible. We seem to have done reasonably well in these
matters within our separate institutions and organizations by virtue of
our relatively long history and established pattern, but we have little
tradition to guide us in this new multidimensional effort.

Involved in such effort is the need for recognition of the autonomy
of each institution and the meaning of "joint" planning. True collabora-
tion is more than the simple purchase of services. There is need for
encouraging dual, triple, or even quadruple approaches, and for con-
tinuing constructive dialogue. In the terms suggested by Hetenyi, there
is need to recognize the special objectives sought by individual parties
to the enterprise, as well as the more idealistic objectives which support
optimum field experience leading to readiness for entry into the pro-
fession. Unfortunately, in most of the programs thus far developed, only
the broadly stated purposes are well developed. Many of the day-to-day
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operational matters of joint efforts tend to be listed in ambiguity, over-
lapping concerns, inefficiency, and unnecessary effort.

Again drawing from Hetenyi's analysis, the gain from joint effort
is not made at the expense of another partner. One is not trading off
autonomy or freedom for some amorphous social good, but from joint
enterprise there can and must be gain for each party. It is analogous
to emerging economic theory which points out that we are moving away
from an assumption of a fixed size of economic pie to be divided in
some mandatory manner among men to reduce the great differences
between the haves and the have-nots. Instead, recent theory indicates
that an affluent society such as ours can be successfully regulated by
management of tax rates, credit, and government spending and deficit.
It holds that the costs of improving schools, rebuilding slums, and
reducing poverty can be covered by calculated increases in the national
output of wealth. According to this line of thought, the planned adjust-
ment of each of the major segments of the economy can increase the
health of the entire economy without sacrifice to any of its parts.

Differences in the Autonomous Structures of Involved Institutions

There are significant differences in the traditions and practices of
colleges, schools, state agencies, or professional associations which affect
their role and performance in any joint effort. American colleges have
developed within a tradition of substantial autonomy for the individual
professor as a scholarly entrepreneur. A college faculty functions more
as a collection of peers than as a hierarchy of men and officers. College
administrative practices and decisions, therefore, lean heavily on faculty
participation and consensus. Substantial power for decision is vested in
the faculty, in departments and schools, and in faculty committees.
There is a community of authority among regents, administration, and
members of the faculty.

Such a tradition, however, is not without its disadvantages. This
spreading of authority within the college structure renders decision
making difficult and tedious. The mounting load of internal decision
making needed to operate the modern college or university is already
overwhelming conventional systems of college governance. The added
burden of decision making relating to joint effort among institutions
and the strong tradition of argument and dissent in college faculties
are factors of consequence as we develop our joint efforts.

Substantially less decision making power and influence has been
vested in elementary and secondary school faculties. The management
structure of these schools is much more hierarchical in nature. Depart-
mental or divisional structure is extremely limited. Administrative
controls, including budget responsibility, are heavily centered in the
office of the principal and superintendent and in certain staff offices.



Obviously, such contrasts in tradition and structure pose peculiar prob-
lems in joint planning and joint effort. Representation in policy coun-
cils and administrative assignments will need to be drawn with due
regard for these factors.

State departments and federal agencies offer another contrast in
structure and tradition. Governmental agencies exhibit a well developed
hierarchy of authority from employees through section and division
heads, assistant commissioners, commissioners, and so on. Employees
are often under civil service, a factor which often weakens an employee's
identification with the programs or section he serves. It can be pointed
out that these agencies and their employees are rarely involved "where
the action is." There is a constant danger that departmental decisions
are shaped more by administrative - regulatory convenience than
direct concern for vitality of performance in the field.

Originally, state agencies were established as regulatory agencies
oriented to enforcing minimum standards. However, their role is chang-
ing The recent major entry of the federal government into the school
effort has sharply changed the professional stature of state departments.
The tradition of minimizing government control of the substance of
education suggests that government agencies, both state and federal,
will continue to exercise their influence through effective use of advisory
committees and consultants, expanded services to the practicing pro-
fessionals, and legal affirmation of decisions rendered by professional
consultative and advisory agencies. State departments and federal
agencies are clearly integral in the joint effort, but their roles will differ
sharply from other collaborators.

Professional associations are more difficult to characterize than
the other parties to the joint effort. Important though these agencies
are because of their voluntary and "extracurricular" nature, they often
have difficulty in achieving consensus, in delegating responsibility and
authority, and in verifying change in position. Historically, most pro-
fessional associations have been heavily oriented to faculty welfare.
However, in recent years, organizations such as NCTEPS, AST, and
AACTE have achieved major status as voices of the profession. It
should also be noted that, by their nature and purpose, professional
associations are not a party to implementation of policy. Their role
lies in the development and refinement of policy and procedure and
in the external evaluation of performance and progress.

It is to be expected that the contrasts in membership, structure,
and orientation described above will be reflected in the role assumed
by each of the groups or by their representatives. Each agency (school,
college, government agency, or professional association) should bring
to the partnership its own uniqueness, its own particular talent At the
same time, each should willingly delegate other functions as appropriate
to the remaining members of the alliance.

156



Problems of Governance

Governance of a complex effort logically falls into two functions
policy development and policy implementation. Administrative theory
and practice firmly support as much separation of these twin roles as
possible. Though total separation is never fully possible, the two roles
need to remain distinct. Failure to observe the distinction is the root
of much distrust and tension. The plans and suggestions contained in
this volume are most useful in pointing the way to collaboration in
establishing policy and procedure to cover joint effort, but it seems
fair to point out that the details of administrative implementation and
clear assignment of day-to-day management are much less clear. It is
predictable that schools, colleges, government agencies, and profes-
sional associations will be deeply involved in determining policy and
general procedures. It is equally clear that representatives of the
schools and colleges will carry the major responsibility for the admin-
istration and supervision of performance within the framework of policy
as determined.

The nature of delegation of responsibility and authority is not
well understood by most citizens or professionals. Most tensions and
conflict arise because of misunderstanding of respective roles. A lay
board representing the public concern sets the broad policies and
mission which govern the school, the colleges, or the state department
of education. Of necessity, however, the lay board must make substan-
tial delegation of initiative and responsibility to the professional to
recommend details of policy, curriculum, and procedure, or even a
change in mission. These recommendations become fact only through
confirming action of the board. But once recommendations have been
formalized by board action, the board delegates further responsibility
and authority to its professional agents (faculty and administration)
to carry out the program and to recommend changes or extension as
conditions warrant.

Delegation of power in this manner does not mean that a board
has abdicated its legal authority or responsibility. It has delegated its
authority for policy development and for implementation of policy or
regulation subject to "reserved control." It can recall its delegated
authority at any time in case of abuse or poor performance. In a
similar manner, institutions which are party to a joint effort delegate
authority to their representatives to hammer out policy and plan, and
subsequently to administer and teach in such programs.

Transformation of Policies into Actions

Policies must be transformed into working schemes. To imple-
ment policy assumes a plan of work, accepted job assignments and ap-
propriate deployment of staff, and allocation of necessary funds. This
latter task normally falls to an administrative force in consultation with
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faculty members concerned. Once this has been formalized, the task
of administrator and teacher (or professor) is sharply differentiated.
The supervising teacher or college supervisor has clearly defined func-
tions to instruct, to counsel, and to evaluate the substance of the
teaching experience. The administrator, whether from school or college,
has responsibility to set in motion the working plan *roue) assignment
of staff and facilities sufficient to the task. In addition, it is a further
responsibility of the administrator to supervise implementation of the
operation and to evaluate staff performance in terms of quality of effort
and conformity with established policy.

---- Agreements on Roles

Among other important considerations in shaping programs and
assignments is the development of agreement on the role of each insti-
tution, staff member, and official. Role grows logically from the nature
of the institution, its potential contribution, and its limitations. For
example, earlier in this analysis it was pointed out that the professional
association has a firm role in shaping policy and plan, but a limited
role in implementation. The college may retain major responsibility
for determining the form and substance of student teaching yet the
school classroom which serves as the professional teaching laboratory
remains the major responsibility of the local supervising teacher. A
state department may continue a hands-off policy relative to substance
of policy, yet it assumes major responsibility for formalizing policies
and overall supervision of all programs within a state. Similarly, state
departments have a supervisory role to determine whether performance
is consistent with statute or regulations which govern the expenditure
of state or federal monies.

Local Decision Making

Another concern is the importance of keeping decision making
as close as possible to the scene of action. Allowing layers of bureauc-
racy to develop does little to enhance final performance. Performance
in student teaching rests in the teaching classroom and squarely on the
shoulders of the college supervisor and supervising teacher. No super-
visory board, bureau, or even administrator can do the wodc of these
on-the-scene teachers. They only enhance or hinder according to their
insight into the purpose of their individual assignments. Similarly,
spreading responsibility equally among all parties for matters of per-
formance or administration can be hii:hly impractical. To assert that
parties must be co-equal in any joint operation refers only to defining
direction and plan. Parties become markedly unequal or dissimilar in
responsibility and authority in the implementation phase. Joint policy
setting bodies must clearly delegate executive responsibilities to appro-
priate school and college personnel.
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Balancing of Forces

Another concern is one expressed by some of the conference
presenters, notably Perkins. The concern is for the establishment of
form and structure sufficient to provide continuity of the joint project
to enable it to weather changes in personnel, inasmuch as many pro-
grams collapse and fail when the drive and enthusiasm of a key indi-
vidual is lost to the project. A related reason for firm structure is that
it serves as a balance of forces. It can be a device to contain a too
powerful single partner (e.g., a college supervisor, a principal, etc.),
to draw from Hetenyi's analysis.

Elsewhere, it is inferred that lines of authority and responsiuility
need to be clearly developed, for when policy and procedure are vague,
administrative officers must improvise and act beyond established policy,
thereby increasing tensions and opportunities for abuse of power.

In the final analysis, structure, organization, policies, and proce-
dures must be weighed in terms of final performance. The focus of
operational concern and of performance is in the classroom where
student teaching takes place. Attention needs to be on the working
conditions, the support, and the autonomy of the college supervisor
and the supervising teacher. There must be concern for the integration
of the insight of the college supervisor, whose concern is with the
improvement of learning and teaching, with that of the classroom
teacher, who functions "where the action is." Consultative and admin-
istrative policy and efforts must serve to promote communication and
interaction among the parties. It should be stressed that enthusiasm in
the common enterprise is proportionate to the sense of ownership a
member has in it by virtue of his sharing in the decisions which shaped
it or which govern it in its operation.

Once these conditions are met, a logical design for action must
follow. It is here that parties to the common effort assume unequal
and differentiated roles. It is here that tensions can be most severe.
It is this aspect of joint effort that deserves our extra effort as we take
the next steps toward professional maturity.
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PART II

State and Federal Support for Student Teaching
L. 0. ANDREWS

Associate Professor of Educadon
The Ohio State University

Conant's book The Education of American Teachers was the first
widely read publication to make a major point of the need for radically
increased financial support for the operation of student teaching as a
responsibility of the state. This publicition in 1963, and a variety of
other influences, have sharply increased the amount of discussion, study,
and effort toward action at both the state and federal levels. Concrete
results of this attention are discouragingly small, even though the pros-
pects in the years ahead appear somewhat brighter.

Theoretical Considerations

Most student teaching is now conducted in public schools, and
there is increasing recognition of the problem of operating a portion
of the professional curriculum of the colleges in an entirely separate
set of institutionsthe public schools. From the standpoint of respon-
sibility for both the quality of the program and financial support, the
old saying applies very well: "What's everybody's business becomes
nobody's business." New patterns are being explored, but the common
dual approach seems certain to continue in most institutions for many
years, and there is little hope for rapid improvement with the present
and prospective financing. Graduates in teacher education are certified
by the state to teach in schools controlled by the state, so that the
aigument of state responsibility seems very appropriate.

Teachers cross state lines in large numbers and are now thought
of as a major national resource, so that federal support is much easier
to justify than it might have been a generation or two ago. But the
practical consideration of quality is still very pertinent: How can the
teaching profession get adequate support for the direct experiences of
teacher education to provide the competence needed by today's teachers
to meet the strenuous challenges they face?
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State Support

In 1950, Georgia began the firstand still the onlyprogram of
direct state support to supervising teachers, paid on a sliding scale based
on levels of training and experience, but the payments have never been
adequate to produce the desired program. California, since 1952, has
subsidized school systems for their teacher education service, but with-
out strings tied to the use of the funds. In 1963, West Virginia passed
the first comprehensive enabling act formally giving the state both
authority and responsibility for the quality and the support of the
student teaching program, but the legislature has not appropriated the
funds to implement the act.

With a Ford Foundation grant, Oregon developed a state-wide
program for preparation of staff for their several teacher educationfunctions and for an exploration of a variety of approaches to school-
college relations. However, the request for a state appropriation to
continue major aspects of this program was defeated. Also, proposalsin 1965 for major state plans for financing student teaching weredefeated in Texas and North Carolina. Needs and proposals have beenstudied and even projected in many other states, but so far as I knowthere are no other states which have enacted appropriations for thedirect support of the operation of student teaching or have had bills
considered in their legislatures for this purpose. The fact that someof these defeats were by very narrow margins, and that many morestates are presently studying the problem, would suggest that morestate legislations and appropriations will be enacted in the years imme-diately ahead, but realists would caution against undue optimism.

Federal Legislation

Proposals: Annually from 1962 through 1965, bills were submitted to
Congress proposing some federal appropriations for the improvement ofstudent teaching. The amounts were usually rather small, and the pro-posed programs were not too sharply drawn. Thus far, no federal
appropriation has been made to support the operation of the studentteaching programwhich is the really critical need, because the evi-dence is clear that, in this period of rising college enrollments, other
sources of support are not likely to provide adequate resources todevelop and maintain high quality programs.

Elementary and Secondary Education Act of 1965. Title V: OnlyTitle V of this comprehensive legislation mentions the laboratory
aspects of teacher education directly, and this portion of the Actwas designed to strengthen state departments of education, with the
federal funds for all purposes of the Title going through these agencies.Among the activities written into this Title are provisions for studies,
planning, pilot programs, pilot training projects, and dissemination of
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findings. The Act srcifically mentions the area of teacher education
and tAe school-college relations necessary to provide mperiences for
Pros Pectin teachers.

Titles I, II, and III of the Elementary pod Secondary Education Act:
The major emphasis of the Act, of course, is to provide support
for expanded educational opportunities for children of low income
families; student teaching is not mentioned. Within the programs sup-
ported by these Titles there is a vast array o desirable field laboratory
experiences for teachers and prospective teachers, plus opportunities
for training and research. Imaginative and alert teacher educators
should find many opportunities in the titles of this Act to expand and
improve programs of direct experiences for prospective and in-service
teachers.

Higher Education Act of 1965 and the Expanded Provisions of the
NDEA: These acts do not spell out in detail the professional content
which shall be included in the workshops and fellowships, but teacher
education concerns can be included and have been made a part of the
proposals and curricula of some. Much more could be done through
such institutes to raise the competence of these experienced teachers in
directing student teachers. The provisions of the Higher Education
Act clearly appear to permit a university to propose a fellowship pro-
gram for preparing college staff to work in student teaching, provided
the programs are degree programs of less than Ph.D. level.

Research: Very small amounts of money have been requested and
approved for research in student teaching, and the expansion of the
cooperative research funds under Title IV of the Elementary and
Secondary Education Act has not been in such a pattern that any con-
siderable change seems likely to result. Team research involving multi-
disciplinary staff and long-range, longitudinal projects will be required
before research results of comprehensive significance in this field are
produced. To get this accomplished will require many seed projects and
numerous very large grants.

Much of the federal research support is now going into two types
of centers: first, large research centers at selected universities restrided
to one or two major education concerns; and second, the regional
research and development laboratories. The University of Texas has
the research center designated in the area of teacher education and
student teaching, while one or two of the others may very well direct
some of their efforts within the broad scope of student teaching and
related experiences. On the other hand, the regional laboratories arc
designed as large cooperative arrangements for attack upon local prob-
lems which are identified by the various school systems, universities,
and other agencies involved. Assuredly, the emphases will vary greatly
in these regional centers around the country, but teacher educators
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should clearly recognize that "research and development projects in
teacher education arc not likely to be included in the programs of these
centers unless the educators work vigoroudy at sharpening the focus
on the problems and promoting attention to this vital area.

Future Prospects

Title V of the Elementary and Secondary Education Act: The appro-
priation became available so late in the 1966 fiscal year that many
states had not yet developed much of a program in the teacher edu-
cation area. Fiscal 1967 seems likely to produce a much greater
number and variety of state projects under Title V related to student
teaching. Already, by way of illustration, New Jersey has embarked
upon a program of having clines provide beginning teachers now
on emergency certification and without credit in student teaching,
with a supervised teaching course to strengthen their competence.
Pennsylvania has conducted a series of state conferences and is in the
process of devising a state program, while North Carolina has held a
state conference to move the state plan closer to implementation.

A number of people in positions of great responsibility and with
opportunity to judge the prospects for legislative changes predict that
any federal aid for the operation of student teaching will be appro-
priated in some revision of Title Vbut only if and when the need
and the value of such support has been clearly demonstrated. Non-
educational factors may also play a very large part in decisions of this
type, including the possibility of further escalation of the manpower
needs in Viet Nam and the present pressures for inflation.

Use of the Multimedia in Improving Student
Teaching and Related Experiences:

In some quarters there is much talk of reducing the cost of student
teaching and other experiences by varied uses of the new media.
Recorded classroom episodes on videotape, sound film, or kinescopes
may very well be used to substitute for some of the required observa-
tion, and, in fact, may expand and improve it greatly. But as yet no
evidence has been produced to indicate that simulated experiences will
substitute satisfactorily, although this approach probably has possibili-
ties yet to be developed. Studio-teaching and micro-teaching seem
certain to contribute a great deal to teacher education; however, there
seems no evidence to support the notion that student teaching, intern-
ships, or residencies should be reduced. In fact, as the colleges respond
to the demands to produce teachers to meet the challenges of the inner
city schools, there is much reason to believe that expanded experiences
will be needed and can be made effective.
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Summary
Teacher educators are faced with at least three major challenges

in this area of support for student teaching. First, they must get into
the political arena and find some way to obtain adequate financial
support for this all-important phase of teacher education. Second, a
tremendous amount of spade work is needed, and quickly. New
approaches must be tried, old and new ones tested, pilot programs
designed and explored, research expanded and supported, all at the
same timebut also all at the same time, the leaders in this field must
project their best thinking into a rationale for our programs and must
obtain the attention and support of the major segments of the teaching
profession and the bodies which appropriate funds. Third, as a con-
comitant of the other two, the concepts and knowledge from the related
disciplines need to be refined and adapted so that the quality of this
intensely personal, as well as professional, experience can be provided
at a much bleier level of effectiveness than has been customary in
the past.
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PART III

The Federal Government and Teacher Education
WAYNE 0. REED

Associate Commissioner for Federal-State Relations
United States Office of Education

Wherever you look these days, you find some evidence that the
education of teachers has high priority on just about everybody's list.
It has high priority with teachers themselvesa fact the presence of
so many at the Workshop attests to. It has high priority with parents,
and with all other laymen who care about the schoolsand what
responsible layman doesn't? It has high priority with the men and
women who teach in colleges and universities. And it also has high
priority with governors and leeslators.

We are inclined, I think, both within and without the profession,
to take for granted this swelling tide of interest in the education of
teachers. Of course, we are inclined to say, we need more teachers;
we need to keep the ranks filled with qualified people. And we are as
aware as Are have always been that the quality of the teachera phrase
we isbe vaguely to cover many things, including the teacher's educa-
tionis the key to the quality of our whole educational endeavor. But
if you were to ask me for one reason to explain the great emphasis
the questioning analytical, often agonizing appraisalthat we are
giving to teacher education today, I would have to say that I think
there is still another reason. It is a reason so overpowering that, when
we combine it with our old and continuing reasons for attending to
the education of teachers, it leaves us no room for excuses or delays.
The reason is this the work of the teacher is changing. And teachers
should change with it. They have new problems to solve, new points
of view to get, new thoughts to think, new ways to learn, and new tools
to handle.

Changing Work of the Teacher

Do not misunderstand me. The work of the teacher is changing
only in that it is becoming more and more the serious and difficult fine
art that wise men have always said it is. The work of the teacher is
changing because knowledge in all fields is changing; and teachers, like
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engineers and physicians and astronomers, will have to race to keep
up with the times. It is changing because suddenly and loudly and
firmly society is demanding that teachers and schools live up to the
ideals they have always professed but not always practiced: the ideal
of meeting every child where he is; the ideal of finding in him the
unique worth that makes him a precious creature, deserving to be
cherished; the ideal of giving him not only proficiency of mind and
hand, but also an understanding heart to help him on his way with his
fellows; the ideal of building into his mind an unquenchable desire
to go on learning for himself and on his own; the ideal, in short, of
universal education. Many of the things we have always said it would
be nice for the schools to do for children, wonderful to do, have sud-
denly become things urgently necessary to do, and teachers, all teachers,
should learn how to do them.

Interest of the Federal Government in Teacher Education

With the need for teacher-education programs so great, and the
interest in education so hie' and so widespread, it is no wonder that
the federal government has, in the last few years, begun to look about
for ways in which to help meet that need. The federal government
is not a pioneer in this matter; in fact, the federal government is not
generally inclined to be the first to experiment with ideas in education.
Any fires it tends are quite likely to have been set by sparks from other
fires: fires set along the frontier of new ideas in local schools across
the land, in colleges and universities, in cultural centers and research
laboratories, and in state departments of education. In matters affecting
education the federal government waits, in effect, for a certain amount
of consensus; then, when it is ready to extend a helping hand, it can
do so in an atmosphere of receptivity. Then it finds, throughout the
nation, a readiness to accept what the federal hand offers. What that
hand offers is generally an inducement to actioninducement in the
form of money.

Before the federal government offered any assistance for teacher
education programsother than the money which for years it made
available under the Smith-Hughes Act and subsequent acts for the
upgrading of instruction in vocational skillsit waited to hear what
the public, the educators in particular, considered most necessary. In
1958, mostly on the profession's advice, the Congress appropriated
money for institutes for school counselors and for teachers of modern
foreign languages; just as some time earlier, also on the profession's
advice, it had provided for institutes for teachers of science and math-
ematics. The profession's advice weighed heavily in another decision,
also in 1958, to provide for long-term low interest loans to college
studentspreferably, at first, to students who intended to teach.
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National Defense Education Act:

I am referring, of course, to the National Defense Education Act.
I remember well the weight that the professional educator's voic
carried in the hearings on that bill. It was his voice that also strongly
supported two other features of that act which, in the years since, either
directly or indirectly, have increased the quality and number of teacher
education programs around the country. One was the strengthening
of supervisory staff in four fields in state departments of education:
in science, mathematics, modern foreign languages, and the counseling
and guidance of pupils. The other was the providing of graduate fellow-
ships for would-be college teachers.

The National Defense Education Act was only the beginning, Since
then, Congress has offered other assistance; and it seems to me that
the pace of the federal government's interest in teacher education has
quickened with each passing year. The Congress has repeatedly
amended the National Defense Education Act, each time in the direc-
tion of more aid for teacher education. Now, for example, there are
institutes for many more purposes than the original act specified. Now
there are also institutes to improve the teaching of history, geography,
reading, English, and economics; as well as special institutes for school
librarians, educational media specialists, and teachers of disadvantaged
children. There are now, under the National Foundation on the Arts
and the Humanities Act of 1965, institutes in the arts and humanities.
There is also money for supervisory staffs in state departments of
education in all these subject areas.

The Elementary and Secondary Education Ad:

In addition, we now have the Elementary and Secondary Educa-
tion Act of 1965, which has implications for teacher education in at
least four of its titles. We have the Higher Education Act of 1965,
which not only brought forward the idea of a Teacher Corps, but also
created two programs of fellowships for teachers: one for teachers with
experience and the other for the inexperienced. We also have, under
Public Law 85-926, a program of grants to encourage the development
of a corps of teachers specially trained to work with handicapped
children.

Role of the Profession in Relation to the Federal Acts
Now and then one hears a voice calling out in protest that these

several federal programs for teacher education are isolated, unrelated
programs, each one designed to meet a particular need; and that the
threads, the fabric, the unifying web that should tie these programs
together and make them reinforce each other were not provided by
the government that brought them into being.

To some extent this is true; and to the extent that it is true there
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seems to be a good reason for it. It is a reason which the teaching
profession should be the first to acclaim. Let me remind you that in
a free society education is the people's responsibility. The people
decide what they want to educate their children for; and they provide
the money and the moral support. But after they have done that., the
people delegate responsibility: to lay school boards they delegate
responsibility to determine school policies; and to professional educa-
tors they delegate responsibility for determining the subject matter to
be taught, the teaching methods to be used, and the standards to be
metall in the light of the objectives stated by the school board. To
professional educators also, the people certainly leave all the business
of professional interrelationships. In our system of things, educators
have been grantedas they should be granted if they are indeed
members of a true professiona good deal of professional autonomy.
In the elementary and secondary schools they do not yet have so much
of this autonomy as physicians and attorneys have, but they have a
good deal nonetheless, and they are getting increasingly more as they
demonstrate their ability and enthusiasm for taking on additional
responsibility.

What I am leading to is that the federal government has shown
commendable restraint, in its programs for teacher education, in this
whole matter of interprofessional relationships. Take, for example,
Title III of the Elementary and Secondary Education Act of 1965
the Title providing for those innovative centers and services now being
established in hundreds of communities under the sponsorship of the
public schools. In this Title the Congress specified that local schools
wishing to establish such centers and services should apply directly to
the U.S. Office of Education. When the Congress so specified, it did
not, I am certain, have any intention of weakening the links between
those schools and their state departments of education. On the contrary,
I am convinced, they consider those links, forged in the main by the
profession, as being absolutely essential (Title V of the same Act is
evidence of that); and they look to the profession to keep those links
strong. After all, the federal government writes its programs for teachel
education with its eyes focussed entirely on the needs of children and
students. It expects the profession to take care of its own lines of
communication. And the profession is doing precisely that.

Cooperative Arrangements Arising From the Federal Legislation
If I can judge by the reports that come to me from many sources,

both inside and outside the Office of Education, professional educators
have shown themselves to be highly expert in bridging gaps. By the
cooperative arrangements they have made among themselves, and
among the agencies and institutions they serve and the organizations
they belong to, they have outdone themselves.

Let me give you some examples of the coordinating relationships
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I have observed in connection with the federal programs for teacher
education and with them some idea of the changes they are bringing
about and are likely to bring about in the future.

At the University of Minnesota this summer there were three
institutes that I select for mention especially because they were for
college teachersthe teachers of teachers. One of these institutes was
for college teachers of English; one for college teachers of geography;
and one for college teachers of French, Spanish, and German. At each
of these institutes, the emphasis was on how to transmit the subject
matter from the mind of the teacher to the mind of the learner; and
each teacher was required to try to look out upon his subject not with
his own eyes but with the eyes of a student. These college teachers
are, many of them, academicians; and for many of them the institutes
opened windows on a world of teaching that they had not looked on
for a long while, and perhaps had not looked on at all as teachers.
This fall those teachers will go back to their home campuses and take
up again their classes for prospxtive teachers. Think of how many
elementary and secondary school classrooms will soon feel the exhila-
rating effects of their fresh points of view. I assume, of course, that
those college teachers all have in their natures that ingredient indis-
pensable to every great teacherthe ingredient which George Herbert
Palmer, a great professor at Harvard at the turn of the century, once
called "a passion to make scholars." I assume that they have what
Dr. Palmer called "the true teacher's natural aptitude for vicariousness."

A New Dialogue Between Institutions and Within Institutions

These three institutes are, to me, symbolic of the new dialogue,
the conversation, the close associationperhaps I can even call it the
friendshipthat has begun between college people and school people
in virtually every institute I know anything about. In addition to what
these institutes are doing to improve instruction in the elementary and
secondary schoolsand this was the main idea behind the institutes
they are also having their good and permanent effects in the other
direction. Their effects are being felt in college curricula, for instance,
and I have firsthand information on that from heads of academic
departments. Yes, the heads of academic departments: colleges and
universities are sending men to do men's work in these institutions;
they are notand for this we all have reason to be gratefulthey are
not sending the boys.

The following statement, for example, came from a professor of
English, the head of the department, at Western Michigan University:
"The Institute," he writes, referring to an institute he directed for high
school English teachers, "has already had an impact on the department
of English. We have ;initiated a course in arlied linguistics at the
graduate level for teachers of high school English; we will revise the
teacher education program in the department; we will improve the
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Master of Arts in teaching of English program as a result of our
experience."

He goes on to say: "It has been a valuable summer for all of us.
The institute has contributed very much to our understanding of the
needs of the teachers in the schools, as well as our understanding of
our responsibilities to our undergraduate and graduate students and to
the schools in the community."

Another department head, from the University of North Carolina,
writes about the "new respect" which his department now has for the
public school teachers. This idea we hear over and over again, from
all directions. The academicians are discovering that the elementary
and secondary school teachers with whom they associate in the insti-
tutes are "really on the ball." An eminent geographer, who is a pro-
fessor in one of our leading universities, had to be persuaded by one
of his graduate students to participate in a geography institute, but he
came away from it, as he said, "all fired up." And in a letter to one
of the Office of Education administrators of the institute program he
wrote of his "delight over the participants" and said he now has a
strong interest in directing an institute of his own.

The University-Wide Approach

All signs, in my opinion, point to the fact that institutes for teach-
ers are gaining much ground for the cause of teacher education, and
for the professional status of the elementary and secondary school
teacher. We seem to be moviir, closer to what Mr. Conant calls a
university-wide or "all-university" approach to the training of teachers.
Certainly many schools and departments of a number of prestigious
universities are committing substantial proportions of their resources
and energies to teacher education programs; and we may soon see the
day when an assistant professor of economics can pick up as many
points toward promotion by giving a year to a teacher institute as he
can by research or publishing a dozen learned pieces. Moreover, the
universities are drawing allies to their sides in their teacher education
programs: cooperating school systems and communities, state and
federal educational agencies, and professional educational associations.

The university-wide approach will get further testing this fall,
when 1,004 experienced teachers from elementary and secondary
schools enter fifty full-time programs of graduate study in forty-seven
colleges and universities. The universities planned the programs and
selected the teachers. Some programs are for the academic year
1966-67, almost half require further study during the summer of 1967,
and seven continue through the 1967-68 academic year. These pro-
grams have been established by what the Office of Education calls
"The Experienced Teacher Fellowship Program." They have two pur-
poses: to upgrade the qualifications of elementary and secondary school
people and to strengthen teacher education programs. To make each
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program really have an impact on the institution providing it, the Office
of Education required that the institution create a program for a block
of fellows, something between ten and forty; and to each institution
it awarded $2,500 for each fellow. The institution is required to put
that money into the program. The fellows themselves get substantial
awards, plus allowances for their dependents.

Criterion of Cooperation Required

A clue to the excitement these programs will generate lies in the
three criteria each institution is meeting: the program will be innova-
tive, it will pool the resources of the college of education with the
resources of other colleges and departments in the university, and the
university will draw substantially on the resources of the elementary
and secondary schools. Nearly every program will concentrate on a
particular subject for a particular grade levelphysics for the sec-
ondary schools, mathematics for grades four to six, history for grades
ten to twelve and so on. But the emphasis on subject matter, although
preeminent, will be linked to another emphasisthe emphasis on how
to teach it in the classroom.

One of these fifty programs will train the entire faculty for one
elementary school. It will open all the resources of the universityin
mathematics, the humanities, and the sciencesto twenty-five teachers
carefully selected from the elementary schools in the city where the
university is located. The group will include a counselor, a librarian,
even a principal. Each teacher will gain knowledge in his subject
matter, but he and his fellows will spend much time together planning
teaching programs. And when the program is over, the group will take
over an entire elementary school, giving it a faculty composed of
nothing but top-notch, experienced, career teachers, each with a brand-
new master's degree and each fresh from a year that steeped him in
basic knowledge rather than in the conventional "methods" courses.
Then we will all have the pleasure of seeing what a team like that can
accomplish.

The Teacher Corps

But what of the teachers at the other end of the scalethe fledg-
ling teachers, the new and untried teachers, who have no resources
in experience to draw on? For these, too, the federal government has
expressed a concern, though it has done so with the needs of disadvan-
taged children in mind. I am thinking now of the Teacher Corps,
which, though its future is still uncertain, is built on the sound idea
that a new teacher should work under close supervision for a year and
should have opportunities, meanwhile, in a college or university, to
relate his classroom experience to his own formal training.
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Cooperative Research
In addition to all these specificprograms for teacher education,

there is also the federal government's substantial program of coopera-
five research on the problems of education. When you think of the
federal support for teacher education, do not forget its support of
research efforts. These efforts are not only throwing light on our long
time questions about teacher-pupil relationships, individual differences,
styles of learning, and a thousand other things, disproving much of
what we once believed, making certain much of what we once doubted.
What we are learning through research about the processes of education
is helping us to define that body of knowledge which is part of the
professional teacher's storejust as much a part of his store as his
knowledge of his chosen academic field.

Computerized Service to Education
Research is doing more, however. At the same time that it deepens

and defines the body of knowledge belonging to an educator, it is pro-
viding the tools and devices that in the end will make it possible for
the master teacher to realize his most cherished dream: to teach his
pupils one by one. It seems to me providential that both should come
at almost one and the same timethe professional knowledge and theaids that make that knowledge usable. At last the teacher will have
the data he needsand time to use themfor getting better acquaintedwith each pupil, for understanding his problems, for making more than
a guess at what his efts are and what his limitations are, for knowing
something of his hopes and dreams.

Through the services of research we are moving fast toward a
time when teachers can really teach children, instead of just presentingfacts like a page in a book. Louis Bright, our associate commissioner
for research, said something to this effect earlier this summer when
he spoke before the Joint Economic Committee. He stated:

A computer can present conventional subject matter very
effectively, but there are things it cannot do. It cannot, for exam-
ple, develop the capability of the student to communicate well
with other people. It cannot train the pupil to originate ideas, to
present them, and defend them against the criticism of his peers,
or to talk confidently before a group. I believe that the funda-
mental consequence of educational technology is that a teacher
should never stand in front of the class presenting material.
Rather he should be the leader of a discussion group in which his
objective is to get the students to talk and express their ideas.
Such an educational system will result in a great deal more inter-
action among the students and between any individual student
and the teacher than is now provided by the conventional class-
room in which, to be realistic, only the top five percent and the
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bottom five percent really have any personal attention. Thus one
is led to the apparent contradiction that a computerized school
will probably result in each student's having a much more person-
alized experience and much more interaction with others than
any student now has.

As Mr. Bright often says, educational research today is pushing us
ever closer toward the goal of truly individualized instruction.

New Federal Programs Through the Advice and
Coop-ration of the Profession

As I look over the several programs specifically intended to boost
teacher education, as well as the several other programs likely to change
in some way our ideas about what a teacher's education ought to be,
I begin to see a coherent whole taking place. Whether this is happening
by public intent or by an almost unconscious response to the social
and technological changes now sweeping across the world is beside the
point. The fact is that the federal government, working as it is with
the advice and cooperation of the profession, educational institutions,
and agencies of all kinds to find the solution to basic problems in
teacher education, is helping us to lay a track to run on; and the
outlines of the road ahead are beginning to come clear.

However it bends and turns, that road will unerringly lead to a
complex of solutions. It will lead to more careful selection of entrants
to the profession, longer periods of preservice training in more broadly
based curricula, more thoughtfully supervised induction of the beginner,
and rich and varied opportunities throughout a teacher's career for
professional growth and intellectual development. The road will rest
on a sturdy base of research and experimentation to continually
increase the teacher's knowledge, improve his skill, and give him better
tools. For all of this, because the national interest demands the main-
taining at all times of a corps of highly qualified teachers, we can expect
to find the federal government lending a hand. We can expect it to
continue to give substantial financial support and to provide a never
ending stimulation for doing a never ending job better.

,
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Foundations for Partnership
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PART I

:uses for Cooperative Venturing
RICHARD E. LAWRENCE

Associate Executive Secretary
AACTE

In general, this volume attests to the strong convictions of experi-
enced educators from both schools and colleges regarding the essential
need for true partnerships in teacher education if it is to be modified
and improved to meet the demands of the times. There is a compelling
appeal in the arguments presented.

But the very strength of these arguments and convictions, which
are based on a logic born of experience, creates a danger for the
unwary. It could lead to an enthusiasm for "the partnership idea"
among teacher educators in either schools or colleges which might
result in either quickly constructed, simpte structures inadequate for
the complexities of the tasks to be accomplishedor in lovely, elabo-
rate structures which are irrelevant to the ends sought. In either case,
the frustrations which would inevitably follow would probably result
in an intensified disjunction between schools and colleges.

To note this possibility is not to suggest that sincere and thoughtful
cooperation between school and college personnel is unimportant, or
even unessential, to the improvement of teacher education. Rather it
is intended to call attention to the overriding importance of the pur-
poses to be-served and to the indispensability of substantial foundations
for any structures designed to facilitate cooperation among the many
individuals concerned with the adequate preparation of educational
personnel.

It is the purpose of the articles included in this section of the book
to look at some of the factors which must be considered in developing
satisfactory bas t.. kir effective partners'Aips in teacher educadon.

Relationships which will promote the development of a system of
teacher education which is "self-renewing" must be built on a founda-
tion which consists in large measure of clear understandings of thz
important difficulties involved in the development of such relationships.

It is axiomatic in teacher education, as in all things, that simple
or irrelevant soluiions to complex problems promise lothing. And
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certainly the problems of improving teacher education for the present
and of keeping it susceptible to adaptation for the future are highly
complex. A review of the materials in just this section of the present
book is enough to confirm this conclusion. Especially pertinent to
the difficulties which stem from the social and technological revolution
of our times is the chapter by Combs. The difficulties for schools and
teachers which they present provide the rationale for his call to closer,
more realistic relationships between school and college faculties. Combs
focusses on the dehumanizing aspects of the current social milieu and
emphasizes the need for teacher education which is "even more student-
centered than the programs we are currently advocating for pupils in
the public schools."

Many of the difficulties which must be recognized and understood
if school-college relationships in teacher education are to be built on
firm foundations stem from the fact that educational improvement
and change must be viewed and dealt with on at least two levels
simultaneously.

Keeping in mind that dichotomies of any kind are apt to be false,
it may be noted tint many of the problems of schooling may be cate-
gorized as immediate and urgent, as fairly specific, and as demanding
attention through strategies, or even tactics, appropriate to short-range
adaptation or change. School practitioners who are in the midst of
the "real world of teaching" most of the time are more likely to identify
these problems as crucial than would their college confreres. Briggs
and Owen, as school administrators, clearly identify the kinds of things
that matter "where the action isnow."

On the other hand, many of the problems of education may be
categorized as less immediate and hence, apparently less urgent; as
more general, and as requiring resolution through long-range change
strategies. These are the probiems which tend, or perhaps ought, to
preoccupy college personnel who are somewhat, if not completely,
detached from the "real" world of the school. LaGrone, Openshaw,
and Combs speak more from this orientation, but it should be noted
that LaGrone and Openshaw seek to bridge the gap between the
theoreticians and the practitioners. The skills and understandings which
permit a critical analysis of what goes on in schools and classrooms
become important tools for teachers and teacher educators in this
approach. LaGrone would provide the prospective teacher with these
analytical tools so that he might assess and improve his own work.
Openshaw would use these tools to elaborate teaching and provide a
more definitive basis for teacher education. In his words, "teacher
behavior, or teaching performance skill, is set forth as the vantage
point for considering the relevance of content in teacher education. . . ."
For LaGrone and Openshaw the school and its classrooms become
laboratories for the critical analysis of teaching.

Combs presents a sharply contradictory point of view regarding
the importance of information about teaching in the improvement of
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teacher education. He chooses the subjective approach and calls for
"seeing the production of teachers as a problem in becoming. . . ." In
his view, we need "to shift our emphasis from a direct attack upon
behavior which deals only with symptoms, to helping our students
explore and discover personal meaning, the primary causes of behavior."

No attempt at reconciling and evaluating the relative merits of
these different views will be attempted here. The purpose of this intro-
duction is to underline the obstacles to effective relationships among
the agencies and personnel concerned with the preparation of teachers
which are inherent in the differences in the frames of reference used
or in the purposes chosen for attention.

Failure to recognize and deal with these differences openly will
result in structures and arrangements for "partnership" iu teacher
education which are built on foundations of quicksand.



PART II

Reconceptualizing Teaching
HERBERT F. LAGRONE
Dean, School of Education
Texas Christian University

If you observe people, even the very young, nearly all have a
concept of teaching For instance, when our daughter was about four
years old, I observed her teaching Fffst the dog The dog didn't
respond too well, and then one of the neighbor children who responded
even less well. But she had a concept of teaching Many people,
including our daughter as she tested her skill on the dog and then on
the dtild, have not critically studied their concept of teaching As you
know, the reformation of concepts is far more difficult than the forma-
tion of an original concept, so we are dealing with a very difficult topic
in trying to find ways in which we can help people examine their con-
cept of teaching or to reform their concept of teaching Yet this is
what I am trying to do. I propose to explore with you a way of "look-
ing at" or conceiving teaching-learning situations. I am trying to find
an elementary analytical form that we night employ to assist prospec-
tive teachers, and possibly experienced teachers, in "thinking about"
teaching

To examine an area, I find the use of simple diagrams helpful.
There are some dangers in both simplification and diagramming when
you apply this as an analytical approach. But one of the truly signifi-
cant features of the diagrammatic approach, or, as some people call it,
"modeling" is that the model can be incomplete and still serve as a
tool for thought If the original model used for "thinking about" some-
thing has missing components, elements, or factors, the diagram will
be changed through thought So, I encourage you to explore this busi-
ness of diagrams and modeling.

Before I describe the simple instructional system that I would use
to help people in conceptualizing teaching, I want to present a little
bit about diagrammatic forms. I have been playing with these this last
year and I think maybe I have discovered some things that you might
find helpful. Then I will set some limits and assumptions for the simple
instructional system model.
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Diagrammatic Forms
As I have worked with the words that we use to express concepts

relative to teaching, I have observed two dominant characteristics.First, many of these words do not have an autonomous character. We
use them as though they do, but they do not. Second, close examina-tion reveals that, within their definition, certain words have a directionaland often a dimensional overtone or sub-concept.

Let me give some examples of these two ideas. The word "guiding"
is frequently used as though it were an autonomous word. It is not.It has a "from-to" directional quality. It also has to have a "what,"and a "who" and a "where." You cannot talk just about "guiding" or"directing." If you do, they are incomplete. Using them and other
similar words in that manner accounts for some of the fuzzy definitionsand concepts now common in the area of teaching and learning.

"Becoming" is a concept we frequently encounter in education.
Combs talks about it in his presentation. But "becoming" is not an
autonomous word: it has both a directional and a dimensional aspectto it. It is a very complex concept.

After working with words, I began to explore some of the dia-
grammatic forms that we frequently employ in the development of the
structural concepts represented by words. This has been very inter-
esting. I have not identified all of them but I want to discuss briefly
a few of the more common directional and dimensional forms.

One of the most common forms is what I call a linear form. This
model accommodates the "this point on" description. It may also have
direction and be used to deal with the "from-to" or cause and effect
type notions. We can think of this form as a line; if it has a predeter-
mined directional component, we put an arrow on the end of it. Some-
times the linear form branches to illustrate various alternatives and
takes on a tree effect. The continuum is another type of linear form
used to represent the "in-between" ideas of selected extremes.

We often employ circular elements in our words. Thus we need
a circular or cyclic representation. When ideas are at the same general
level, the circular design may take at least two forms. One is called
the "vicious circle" when there is an accumulative negative effect. In
this case we can assign value to either the outer parts of the circle or
to the center. In some respects this is similar to a linear representation.
The second form of circular representation might be called the "ripple
effect." This may happen when we sow a seed or set forth a notion and
it flows out in all directions as do ripples when a stone is tossed in a
pond.

Another way we may represent things can be called the polarity
form. Polarities are isolated points within some one spatial dimension.
Basically these are "either-or" ideas. The points or polarities cannot
be reconciled or "gotten together." If they could, they would take on
a linear relationship, probably of the continuum type. I do not use
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the polarity form very much, because I deal mostly in shades of gray.As I indicated, it is hard to get black and white together withoutmoving to a linear form.
It is important to note that we may take these representations

and orient them vertically rather than horizontally. This is how we
express levels; sometimes in degrees, sometimes in other types of
gradations. Certainly any of our concepts that employ increasing
difficulty or complexity take on this vertical aspect, usually moving
upward, unless we use the newer way of expressing it: what we are
seeking is depth. Then we turn it upside down. It is just personalchoice as to how you orient these representations to deal with a par-ticular idea.

To relate interdependent ideas we may use solid forms. Whenthe ideas we are working with are too complex for a two-dimensional
representation, we must add a third dimension. One of the morefamous (and I think very significant) is the cubical model that Gifford
employed to illustrate the Structure of Intellect.' One far less well
known is one I developed for the introductory report of the TEAM
Project.2 Instead of the cubical form it was a cylindrical representation.I thought it was pretty good until B. O. Smith called it "Herb's oil
drum." After that I decided it was not communicating too well; atleast, it did not help him think about what I thought it was helpingme think about.

Diagrams Help In Inter-relating Ideas:

It doesn't really matter how we get at these ideas about teaching
but that we do get at them. I think that by using the diagrammatic
method we can begin to relate concepts that we have not yet related
because we have tended to keep them in definition form. Thus they
have remained separated and we have had no particular way to pull
them together. It is not important whether we use horizontal or vertical
representations or cubes, cylinders, circles or spheres, so long as we
pursue a way to get the components and elements together. It is essen-tial that we do so because our real problem in teacher education hasbeen our failure to integrate the many concepts that are operative in
a teaching-learning situation.

We also must watch the words we use to be sure they have some
semblance of real meaning. They must not be merely glib terms,
casually used, that really say nothing to a person who is not quite"with" us or that mislead or confuse him. I believe we must become
more sensitive to the meaning and use of words in the field of education.

1 Guilford, I. P. Personality. New York: McGraw-Hill, 1959.
2 American Association of Colleges for Teacher Education, Teacher Educationand Media Project. A Proposal for the Revision of the Pre-Service Prafes-

sional Component of a Program of Teacher Education. Washington, D.C.:
the Association, 1964.
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Limits and Assumptions

Since we are attempting to prepare teachers for work in organized
and institutionalized teaching-learning situations, I usc this setting as
the boundary for a system. From this, we get the suggestion that there
is an environment. Within these limits, I assume institutionalized
instructional efforts are for some identifiable purpose and operational
in a unique situation that is extremely complex. The purposes of
instruction require some kind of learning and since learning has an
"of what" and "by whom" characteristic or characteristics, there must
be a domain of knowledge or a body of content. In addition, organized
instruction requires some form of communication, and this must involve
either persons or devices. Within these limits I consider the major
components of the simple instructional system to be environment,
purpose, learning, content, and communication. The teacher, learner,
and media are elements of each of the components.

Purpose

Environment

Content 4 Learning

AV;vCommunication
Teacher-Learner-Media

This simple diagram (above) illustrates "environment," and
then, without rigid definition, shows that within that environment
there is content, learning, and communication. The activating agent
is purpose. Without it we don't know much about the nature of con-
tent, learning, or communication. The purpose sets forth what is to
happen as a result of the interaction of all that is involved. Notice
that also within this environment are teacher or teacher substitute,
learner, and media.

Now as you think about this you may want to develop a model
in which you place the learner at the center. I tried this and didn't
have much luck. I wish you well. You may also wish to develop a
model where the central point is the teacher. I tried this and was no
more successful, so, once again, I wish you well. I tried setting media
at the center, too. I will have a little bit to say about media later.

I realize this diagram is in very simplified form, but again let me
stress that it is a way to "think about" any teaching-learning situation.
These elements and components are inherent in all teaching-learning
situations. You may wish that they would go away, or you may ignore
thembut they are there. Consequently, they become the significant
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pieces with which we must deal when we explore conceptualization of
teaching

4

A Simple Instructional System

Using these components, I have defined the instructional system
as "the integration of content, learning, and communication within an
environment to seek a purpose." It is a very simple definition and it
may be too simplified. I am aware of the dangers of oversimplification,
but let me remind you that this is a beginning of a way to think about
something, rather than an absolute. And, through thinking about it,
we will be able to improve it.

To illustrate this simple system, let me give two examples of
teaching-learning situations that I think it will accommodate. I think
these are as extreme as any concepts you can have about teaching.
First there is Mark Hopkins on one end of the log and the pupil on
the other. In this case let us assume that Mark is using the silent
language described by Hal1.3 As a second example, consider a situation
where the student is at an IBM terminal in Fort Worth, Texas, doing
a computer-assisted instructional program on a computer at Pough-
keepsie, New York. This actually happened last Easter. In each case
there is environment, purpose, learning, content, and communication.
I am reasonably sure that the level of content and learning was higher
in the first case, but there was certainly greater sophistication in both
hardware and software in the second case. In each of the examples
the teacher (whether physically present or not), learner, and media
have served as determinants of content, learning, communication, pur-
pose, and environment. I will present a little bit more about the
elements after discussing these components.

Environment

The teaching-learning environment has been described in several
different ways. In one of the older and more common approaches we
have employed the words democratic, laissez faire, and autocratic.
I would put these concepts in the polarity representational form.
I suppose there are times when those of us in administration like to
think we are just a little autocratic or that we are mostly democratic.
I find, however, that these terms are extremely difficult to fit into a
linear representation. They are polar. As I said earlier, I do not find
this polarity representation a very effective means of exploring most
concepts.

Operationally, I believe the teaching-learning situation may better
be conceived within a continuum design, with one extreme in this
diagrammatic form designated as static, and the other as dynamic.

3 Ilan, Edward T. The Silent Language. New York: Doubleday and Co., Inc.,
1959.
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Static Dynamic

The situation can be dominantly static or dominantly dynamic. I think
these words may be used in this way. This is, I believe, a useful model
for the beginner to use in conceptualizing the teaching-learning environ-
ment because the nature of the environment must be altered as content,
learning, and communication patterns are changed. This static-dynamic
relationship accommodates variation.

I realize the danger of getting this relationship out of phase with
the designs for the other components and elements. For example, I
think one of the very serious problems in the conceptualization of
teaching is that we talk about and hope to develop creativity, yet we
try to operate a static environment. Anybody with Pay knowledge of
creativity knows that it cannot really happen in a static environment.
This case helps emphasize a significant point. In our conceptualizing
about teaching we tend to let the components -sf the teaching-learning
situation get out of balance. This, I think, is where our concept of
teaching gets tangled: we try to work from one model in considering
one component and another model in dealing with another component.
This causes all kinds of trouble in developing an accurate, coherent
concept of teaching.

If yGu wish to move from this very elemental representation and
further explore the conceptualization of the environment, I would
recommend the more complicated and sophisticated model developed
by Getzels and The lan in "The Classroom Group as a Unique Social
System."4 They have brought in most, if not all, of the factors which
affect the operational conceptual scheme. They use an expanded linear
representation in which they present the various factors essential to
understanding and comprehending the environment in which teaching
and learning takes place.

Purpose
Now, to the purpose component. Bloom, Krathwohl, and their

associates use a hierarchical model for objectives in the Taxonomy of
Educational Objectives.5 This is a good model and, in this case, is
handled in verbal form. Many people fail to see the significance of
the hierarchical aspect of the taxonomy; that there are lower order
objectives and higher order objectives. This little book by Sanders,

4 Getzels, J. W. and The Ian, Herbert A. "The Classroom Group as a Unique
Social System," 59th Yearbook, National Society for The Study of Education,
Chapter IV.

5 Bloom, Benjamin S., editor. Taxonomy of Educational Objectiver The Clas-
sification of Educational Goals. Handbook I; Cognitive Domain. New York:
Longmans, Green and Co., 1956.
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Classroom Questions, What Kind?6 is the application of questions in
the teaching-learning situation using the Bloom taxonomy. It is well
done and gives some basic insights into the process of question devel-
opment and question handling in the conceptualization of that part of
teaching.

The hierarchial model is basic to concept formation but a simpler
operational design may have greater utility. Recently I have tried to
"think about" purpose in modified continuum form where one extreme
is inclusive of several sub-factors and the other is exclusive.

Inclusive

I started with all the sub-factors I could think of which are closely
related to what we used to call general objectives. The notion of inclu-
siveness is what I am trying to show. One value of this representational
form may be in thinking about the "of what" quality of an inclusive
idea and the dimensional limits created by this criterion. I accuse the
people in our curriculum center at Texas Christian of using the inclu-
sive model. They seem to order everything in sight and throw away
nothing. We have now come to the point where something will either
have to be thrown away or we will have to dedicate another room.
They have proposed the dedication of another room because they do
not want to change the conceptual scheme, the inclusive model.

Another value of this representational form is that the exclusive
notion seems essential to the identification and statement of behavioral
objectives. The vertical dimension at the inclusive end of the continuum
shows the "of what" As we begin to narrow in, we conceptualize the
"of what" and how it relates to the exclusive purpose for any educa-
tional enterprise.

The simplified design considered alone does not accommodate the
many levels needed so the model should be expanded. But it does
represent an elementary way for examining the purpose component

Content
Many teachers seem to consider content on a continuum design

with one extreme being disoganized and the other organized or one

Sanders, Norris M. Classroom Questions; What Kinds? New York: Harper and
Row, Publishers, 1966.
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self-realization; if you try to deal with self-realization without concern
for substance, you get a no-substance person. I think this is what we

i

have tried to do in many instances.
One of the strengths of this representation by Hickey and Newton

is that it pinpoints the processes of induction, deduction, analysis, and
synthesis. The lowest plane represents the body of knowledge that is
concrete. The middle plane shows the specific abstract kinds of content,
and the general abstract form of content is represented by the top
plane. Using the three-dimensional nature of these planes, the ele-
mental notions can be shown by moving to the back part of the plane,
and the complex notions by coming to the front page. When we use
this model for looking at substance, we get the very important mental
processes related. Note the arrows on the left of the diagram. Analysis
moves from the complex back to the elemental, and synthesis consists
of putting together higher order ideas from the more elemental. Induc-
tion and deduction are represented by vertical movement from one
plane to another.

Actually when dealing with content in a teaching-learning situ-
ation, there is a back and forth, up and down and around movement
because a person can only attend to one point at a time. This has been
misrepresented in our usual conceptualization. Nobody can attend a

1variety of things at exactly the same moment. We can move from a
1

visuai stimulus to an oral stimulus to a visual stimulus to an oral stimu-
lus at such a rapid rate that we are not aware of the shifts we make.
This idea is basic to the use of the Hickey and Newton model.

Another strength of this representation is its total compatibility
with other significant models. To me this is an excellent way to con-
ceptualize content because it relates effectively to a design for learning
and gives some clues about the nature of communication as we begin
to conceptualize the teaching process.

I have found the Hickey and Newton model helpful but you may
prefer to use the one developed by Guilford9 and his associates. Their
cubical representation of the structure of intellect clearly relates the
content component to the mental processes of the learner.

Learning

Learning may be considered linearly, too. The S-R design is
basically of this form. It is a linear representation of learning, usually
uni-directional in its movement, although you can keep playing with
stimulus-response, re-response, re-response, re-response, until it becomes
interactive or even circular. I have seen the stimulus-response model
work into a very tight vicious circle of interaction where the response
gives a negative stimulus for the re-response, and so on. I used this
example when I was teaching undergraduate courses. A girl will find

9 Guilford, op. cit.
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it a good way to set off a vicious circle of interaction. When she has
been called down for the date and she walks into the reception room
and sees her boyfriend, all she needs to do is frown and say "You just
look awful! Why did you come?" Odds are pretty good that he will
say, "You don't look so hot yourself, and I came because I was ex-
pected to, not because I wanted to!" Then her response would be,
"Well, if you didn't want to, why did you come? Why don't you ;ust
leave?" And he'll say, "By golly, I think I will." And that breaks up
a beautiful friendship.

This can work the other way, too. When she comes down and
waltzes in, just a sigh is all she really needs to use. This is a beautiful
response to the stimulus of seeing him, and chances are he will sigh
back, and then she whispers with that huskiwz: in her voice, "So glad
you're here." And he will say, "I'm glad Fm here too." From then on,
use caution!

The linear form is useful for considering the learning component
of the teaching-learning situation. But the added dimension of a cyclic
or cybernetic design offers a better descriptive basis for the organismic
conception of learning and is, I believe, more adequate for the con-
ceptualization of teaching. Since Woodruff's" notions about learning
have a direct tie to behavior and teaching processes, I find his cybernetic
representation of concepts helpful. I think it is a good one to sit down
and think with. You can study it. You can play with it to see what
would happen if you added something to it or took something out or
altered it in another way. This is how we form and expand concepts.
Woodruff calls these processes concepts.

Events
and

Objects

fled'
SENSORY
INTAKE (Seeing)

CONCEPT
FORMATION

(Thinking)

(doing)

TRIAL

1E1ECTMI
(choosing) MAKING

10 Woodruff, Asahel D. in LaGrone, Herbert. A Proposal for the R -vision of the
Pre-Service Professional Component of a Program of Teacher Education.
Teacher Education and Media Project. Washington, D.C.: The American
Association of Colleges for Teacher Education, 1964.
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operate from a frame of reference; we have a conceptual scheme.
From that scheme we see, we hear, we think, and we work. We need
to be aware of our own frame of reference. We must also recognize
that the person we are trying to communicate with, the pupil, has a
filter, too. He has a conceptual scheme and it is different from ours.

This model also illustrates and explains a major problem in com-
munication: what we mean is not always what the other person gets.
After the message gets through our own filter system it may not be
exactly what we had in mind when we started. And certainly after it
gets through the other person's filter system, it may not be anything
hie what we thought we sent out. This means that in the conceptualin-
tion of communication we have to be far more sensitive to both tbe
encoding potential and the decoding potential. Our recent awareness of,
and experience with, the educationally deprived have given increased
importance to our concepts of communication and language. Outside
influences and the filtering effect of an individual's frame of reference
are receiving greater recognition.

Elements and Factors
I have not set up any diagrams for the elements that I identified

as teacher, learner, and media. I intend to do further work in this area
because I think many of the words that we use to talk about teacher,
learner, and media are not very meaningful. They need a thorough
analysis and re-Mating and we need to see them in tams of their re-
lationship to the components. We have given them far more attention
than we have the components, and often we have neglected the relation-
ship between them. The literature bears this out.

We have employed such concepts as adequacy-inadequacy in both
the personal and content areas as we "think about" the teacher and
we have thought about the learner in terms of passive-active. All too
frequently I believe the basic scheme for thinking about mead has been
as a communications substitute for teacher talk. As I mentioned earfier,
ma& is an element of each of the components.

The media ekment has concerned me for some time but I think
I aill now getting close to part of the problem. As 1 see it, the word
"technology" is more appropriate than "malla." Technology is from a
rather well-defined structural base.

Use of Technology in Teaching
Typical teaching is not very structured. As a matter of fact, most

of the time it is what we in Texas call "shootin' from the hip." I know
that in student teaching and methods courses we tell students that they
ought to plan. And they do have some gross plans. They want chlldren
to learn. That is a worthy goal. But their teaching remains relatively
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unstructured. The cnicial point is that technology is a structured sys-
tem, and if you try to bring it into a loose system, the loose system
must become structured. This is why we get resistance to technology
by teachers and the ineffective use of it in teaching. But teachers con-
tinue to use it. I often wish they would not: "film every Friday" is a
classic example. In this one they are using technology in an entertain-
ment model, a "kick-off the shoes" design. The films have to fit into
the instructional system model that is a part of the conceptual scheme
of those teachers. When they use the entertainment model, conflict
results because the loose system becomes structured with incompatible
goals.

The properties approach to media developed in the TEAM project
has been most helpful to me. A knowledge of these properties has
helped to sharpen four ideas that must become a part of the con-
ceptualization of teaching if technology is to operate effectively within
the instructional system. First, media or technology extends human
capacities. A classic example is the microscope. We can see more
things with a microscope than we can see with the naked eye. In teacher
education the videotape recorder serves much the same purpose. This
recorder helps minimize the weakness of human memory and it also
minimizes the differences between perceptual fields. The basic question
;s -chether, in a given teaching-learning situation, unassisted human
capacity will be adequate. If not, then technology must be brought into
the instructional system.

The second idea is th a media or technology can provide new
'content. It makes content avaitable throughout the world, and is rapidly
reaching the point where this can be done almost instantaneously. We
are no longer dependent upon restrictions of proximity.

Third, it can point up the interrelationships within existing content.
Boundaries can be crossed easily as well as quickly.

The fourth point is that technology gives us the opportunity to
increase learning potential. Recently I have had occasion to look into
computer-assisted instruction. This technology is going to be with us
in significant quantity. I would class the old computer-assisted instruc-
tion as high-order programmed instruction. The basic concepts were
essentially the same as for the tutored text. This was limited and hardly
worth the expense of using the computer. It did, however, increase
motivation and holding power. I could see some advantages in it as an
instrument, but it was still very expensive if that was all you were going
to get. In the new system two additions have been made to the com-
puter system. One is a cathode ray tube. Anything that can be put
in one or two-dimensional form can be used. There is a screen pro-
jector that can select any one of a thousand transparencies at the rate
of fifty per second, so anything that can be pictured, diagrammed, or
printed can be pulled up at a very rapid rate. There is also a two-hour
audio in-put where description and explanation can be brought into the
play. The second addition makes it unnecessary for students to be able
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to read, write, or type in order to deal with the system. It does require
that they have some way to point. They give their responses by pointing
at the cathode ray tube. These advances in computer-assisted instruc-
tion gives us a power that we have never had before, plus the analytical
function of the computer. And, therefore, we can increase learning
potential.

Technology, as it becomes more sophisticated, will require a greater
sharpening of the concept of teaching that teachers must have. They
will have to see themselves in new relationships and roles and they
1 'ust have new sets of abilities and working patterns.

Translations From the System

This exploration of the simple instructional system, which I
defined as "the integration of content, learning, and communication
within an environment to seek a purpose," has led to the preparation
of a preliminary restatement of the objectives for pre-service teacher
education programs. Remember that this is a first effort; it is as yet
incomplete.

The prospective teacher with an adequate conceptual structure
and analytical competence will be able to:

1. Identify the components, elements, and factors inherent in a
variety of teaching-learning situations. (Development of the
power of recognition.)

2. Define and/or describe the nature of the components, elements,
and factors. (Development of the power of discrimination and
differentiation.)

3. Explore the organization of the components, elements, and
factors. (Development of the power of analysis.)

4. Integrate the components, elements, and factors. (Develop-
mmt of the power of synthesis.)

5. Create dynamic experiences for themselves and their learners
from these and other components, elements, and factors. (De-
velopment of the power of invention.)

Conclusion

I have explored some of the ideas that must be comidered in any
attempt to conceptualize teaching more adequately. There is, I believe,
no question of the existence of the components, elements, and factors
I have identified. There may be others, too. Until we begin to explcre
them, analyze them, relate them, and reorganize them, I think our con-
ceptualization of teaching will be at a very low level and we will not
have what is crucial to the potential for continuing teacher development.
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We talk about the continuing education of teachers, but it is always in
:11 terminal tone. We have to give teachers the equipment to see and
asse.,:3 and grow from their own experience, not simply record that
experience. In order for teachers to .improve their classroom practices,
they must re-conceptualize teaching. It is through the exploration of
the puts that are functional in the teacher-learning situation that I
believe this will happen.
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that has been validated. To serve its function adequately, the prac-
titioners of any profession must be educated to select appropriate
methods of handling persons, subjects, or substances, depending upon
the profession. The value of a professional program, then, depends
upon the validity of the selections made, else preparation for practice
is superfluous.

Knowledge Claims Essential

When one peruses the changes made over the past decades, he is
struck with undeniable evidence that virtually all of those who are plan-
ning "improvement" of teacher education employ assumptions growing
out of practical experience as a basis for the reorganization of certain
portions of preparation. There are neither pre- nor post-innovational
empirical data concerning the validity of such change. Most of the efforts
are superficial in a research context; new knowledge is ignored, or miss-
ing altogether. This makes little sense in light of the widespread dis-
satisfaction with teaching. For too long too many of us have enjoyed
the comfort of opinion without the discomfort of providing evidence.

Such a condition gives rise to some probing questions. What is the
substance which should make up the content of teacher preparation?
On what logical and/or empirical bases does it rest? What relationship
does it bear to teaching performance tasks? How can this knowledge
be integrated into a program of education for teachers so that curricular
experiences can be devised which will positively affect the performance
skills of a teacher?

This paper supports the crucial significance of these questions and
accepts the assumptions which lie behind them, namely that (a) the
substance and experiences pertinent to the education of teachers have
been poorly identified, defined, and organized in current professional
education; (b) the field of professional education can be characterized
as not possessing an organized body of substance and experiences which
contribute to the performance skills desired of teachers in the practice
of their profession; and (c) it is not only possible, but immediately
imperative, that these situations be rectified. The long-range develop-
ment of the substance of this field must continue to be nurtured through
intensive research efforts from which might result strong knowledge
claims. The truisms that certain facets of teaching are unpredictable
and creative and involve the tools if the artist, or that some of the sub-
stance of extant teacher education curricula is producing positive results,
or that research is not the sole avenue to improving teacher education,
do not negate the need for an immediate projection of the role which
research efforts could and must play in the preparation of teachers.

Existing Knowledge Ignored

Carroll has written, "Consideration of what things should be taught
to prospective teachers, and what action they should take as teachers
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sometimes seem to proceed as if educational research never existed."12
Existing research in the field of teaching has had only a minimal impact
upon curricula for the preparation of teachers. Current content and
method have been generated almost exclusively on logical grounds with-
out explicit empirical reference to a clear definition of criterion be-
havior. The utter complexity of teacher education has discouraged a
disciplined search for useful criterion measures and their appropriate
prediction. Criterion measures with demonstrable reliability are diffi-
cult to find, and when such are found, there is an uneasiness about
their validity. Criterion measures of immediate and longer-range learner
behavior must be established both for the teacher educator and for thestudent in programs of teacher education. Since educational research
has failed to achieve a conceptual interlockthat is, it has not been put
together into a functional disciplineit continues to have little impact
upon the product of programs of preparation. One might well hy-
pothesize that new knowledge is not essential or wanted if educators
are absorbed with questions such as the control of teacher certification
rather than with questions about what teachers do and should learnto do. Perhaps this concern we have with elements of the tangible
periphery is why teacher educators have not investigated and assimilated
data of foundational value; they have sought to improve teacher edu-
cation rather than to understand it.

How does the profession move to solve the dilemma of building
effective programs for preparing teachers when strong evidence for
practice is yet in its infancy? Certainly, the exchange of general views
concerning the state of the art and the defending and extending .--f
organizational or manipulative approaches to the education of teP-" '-
have proven time and again to be ineffective. With due regard tc Jaefacets of existing programs which appear to assist prospective teachers,the time has come to face the problem of providing and utilizing the
continuing flow of knowledge pertinent to teacher education so that not
only may the preparation of teachers be understood and systematically
improved, but also that the substance of preparation can be reconstituted
and redefined through the use of empirically validated knowledge.

A Renaissance of Research on Teaching
In spite of its past shortcomings, a renaissanc;-. of research in terms

of its scope, significance, methodology, and utilization is now taking
shape. Much of the research with implication for restructuring practiceis not integrated with the literature of teacher education. Studies con-
cerning methodology, the systematic observation of classroom behavior,
instruments and media of instruction, the open and closed mind, con-
cept development, research on teaching, and the dynamics of group

12 Carroll, Joiin B. "Neglected Areas in Educational Research." Phi DeltaKappan, May 1961. 42:343.
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significance holds promise for generating content to be utilized in pro-
grams of preparation of teachers. Such studies constitute sources of
valuable data that ought to be a part of programs of preparation since
they assist in the illumination of the processes involved in teaching.
Their implications for teacher education can no longer be ignored.
Such studies also contribute some essential understandings in develop-
ing theoretical conceptions about teaching and classroom interaction.
They help to delineate some of the tasks that must be mastered by a
classroom teacher. Perhaps the greatest need faced by the profession
is to develop a complete understanding of classroom behavior and to
develop various conceptual frameworks suggested by resear A efforts
for evolving theories of teaching. It has been said that "theory without
practice is sterile; practice without theoty is a vicious cycle." Assuming
this statement to be true, it would appear that some of our current
approaches to the preparation of teachers might be characterized by
both sterility and vicious cycling.

Teacher BehaviorA Focal Concept
For many yeazs, attempts at the improvement of teacher prepara-

tion in general have focussed upon what the teacher is as a person,
what knowledge: a teacher must have, and/or what teachers value.
While these attempts have yielded some very useful conceptions for
certain improvements through practice, they have not provided the
essential basic concept around which a disciplined study and develop-
ment of teaching could center. Further, they have not generated the
knowledge essential to move practice- of teaching forward. The concept
which holds greatest promise for prorMing a base fa At mbstanee of
teacher education, that is demonstratively relevant to actual teachir ..
is the analysis, description, antf understanding of the teaching task itself.
It is recognized that some past efforts to analyze the job of the teacher
have not always provided sufficient content for teacher education, but
these partially unsatisfactory results may have derived more from the
Yantage point employed to analyze the job of the teacher than from
any inherent weakness in the notion that the teaching task does pro-
vide relevant clues for evolving substance of programs of preparation.
Analysis of the teaching task can_ degenerate into a job-time study,
concentrating on the technical aspects of what a teacher does, or even
more serious, on what a teacher shou!fl do. Relevance is found in an
examination of teacher behaviors which are directed toward eliciting
changes in learner. behaviors. To justify this position, one might begin
by asking. Why do we have professional schools for the preparation of
teachers? To answer this questios in general terms is not too difficult
Education is .an applied, Veld process field. The objectives may vary
from one time to another, or from one culture to another, and will con-
sequently effect-changes in, but will not change, the basic purpose of
teacher education. This. purpose. will continue to be. the development__ .. -.

...4 A - ...
.
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detail any of the studies completed in classrocm behavior. What will be
presented here is a sample of these efforts to illustrate that researchhas, indeed, provided significant understandings about the nature and
practice of teaching

Studies of Integrative and Dominative Behavior
Most of the studies of classroom or psychological climate trace

their origin to the work of Anderson 24. 25 and his colleagues during
the 1940's, in which classroom climate was defined in terms of the
dominative or integrative acts of the teacher. Two major hypotheses
resulted from these efforts: the hypothesis of the growth circle which
states that socially integrative behavior in one person tends to induce
socially integrative behavior in others, and the hypothesis of the vicious
circle which states that dominative behavior in one person tends to incite
domination and resistance ia others. Research over several years led
to the conclusion that integrative behavior in one chili induced inte-
grative behavior in another. Domination incited domination. Integra-tion and domination were psychologically different. The data also con-
firmed that integrative action by the teacher induced integrative behaviorin the learner. Children with the more dominating teacher showed
nificantly higher frequencies of nonconforming behavior, which directly
supported die hypothesis that domination inckes resistance. The be-
haviors of the learner supported the hypothesis that severe domination
produced not only resistance, but submission and atrophy of learning.

Studies in Democratic, Authoritarian, and Laissez-faire Patterns
A parallel line of research was begun at about the same time by

Lippitt and White," who conducted laboratory experiments in demo-
cratic, authoritarian, and laissez-faire patterns of leadership employed
by teachers in school-sponsored club activities. The conclusions of this
research tended to confirm those obtained by the Anderson studies.
The incidence of aggressive learner behavior in the autocratic groups
was either very high or very low when compared to the democratically
taught groups. In those autocratic groups in which student aggression
was low, it showed a marked increase when the teacher left the room.When the leader was in the room, the work output of students was
about the same for the democratic and autocratic groups; but whenthe leader left, there was a significant drop in work output in the
autocratic groups, but little change in output in the democratic ones.

24 Anderson, J., and Brewer, E. Studies of Teachers' Classroom Personalities,II: Effects of Teacher? Dominative and Integrative Contacts on Children'sClassroom Behavior. Applied R:chology Monographs, 1946, No. 6.25 Anderson, op. cit., No. 8.
25 Lippitt, R., and White, R. K. 'The 'Social Climate' of Children's Groups.*Child Behavior and Development. (Edited by R. G. Barker, J. & Kounin,and H. F. Wright.) New York: McGn.e-Hill Book Co., 1943. pp. 438408.
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Studies of Emotional Classroom Climate
Following the establishment of the concept of the importance of

social or psychological climate in teaching Withall" developed a study
similar in nature to Anderson's dominative-integrative conceptions. The
result of his work concluded that when the teacher-centered pattern
was sustained, it produced anxiety which was disruptive and student
ability to recall the material was reduced. He found the reverse to be
true in student reactions to learner-centered teaching

Using the technique developed by Withal], and his system for
categorizing teaching behaviors, Perkins" found that differences in
social-emotional climate produced significant differences in group learn-
ing as revealed in the verbal statements made by groups of in-service
teachers participating in an established program of child study.

. Also building upon- Withall's work, Medley and Mitzel" related
emotional climate to several dimensions of teacher effectiveness. They
roper* positive correlations between emotional climate and reading
growth, group problem solving pupil-teacher rapport, and teacher self-
rating.

- l/Pe studies of classroom climate, emphasizing die importance
attkiocial or psychological, climate, have been used in develoPing the

::Fatiiinide of several- more recent, complex studies.-
- .

, Ciassfoom Interaction Studies
-The most intensive long-nage program of this dimensiod has been

dnitect under the leadership of Flanders.n His original invesdg.stion
-apt the Withall formulations and reported that teacher-centered be-

. fjusiktestered more negaiiie-feelings in-students and resulted-hi higher
pester concern. with inteipersenal problems than did

behavior.- cOnversely, student-centered tiehaviiici WerC
iiiiriOlitired by a greater concern with learning- problems.

' -.,,,,,--Illinders'21.22.28.114- subsequent research-was *directed toward de-
i44. the effects of teacher_ behavior on classroom climate _ and

, - -.. !!-.)!Athall, John. °Assessment of- the Social-Emotional Climates Experienced by
-,rillfroup of Seventh Graders sa They Moved FrOm Clail tO Cline Educa-

.. -----."-tftinat and Psycho'ogical Ateasiurment 12: "440-51; Auturfin 1952.
..kpak,- H. V. "Climate Iniluences'Group-Leirniug." Journal of Ediscatioial

45t-115-19; °Caber 1951.
'

--.4.4k: .1). M., and Mitzel,.-.11, E. "Some Educational Correlatea.ii Teacher
" Journal of. gducational Psychology 50: 239-46: --1959:

N. IL Meriodal7Sitial Anxiety is-a Factor in'Experimental Learn-
*nations." kintud of-Educational Research 45: 10040; Cktober 1951..

N. A.. Teacher In/lance, Pupil Attitudes, and Achievement. Minne-
:40110:-.Uobenity of Minnesota, 1960.

N. A. "Taitcher,ind--Classroom. InfluenceS-on Individual iearning."
delivered at the-Smith:Curriculum Research Institut, of Ike- Amp-

---i,..

- . :
for School Corrieskitspevelopmente---1961.
It -A. "Teacher.bfluenoe in the aassrOom, Research on:Claitroom
" faper dehveredlt Teachers College, Columbia Usrversdy, April

Helping Teadwri chanty Thek Behavior. Ann Arbon School
;.--,-pigdocadorg Uatvessity ofilliehi.lao.! . .
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Controlling behaviors 20-40 percent
Imposition 1- 3 percent
Facilitating behaviors 5-15 percent
Content development behaviors 20-40 percent
Personal nsponse behaviors 8-20 percent
Positive affectivity behaviors 10-20 percent
Negative affectivity behaviors 3-10 percent 1

of total
teacher
behavior

Efforts discussed thus far have been mainly and directly concerned
with the quantification and analysis of behavior as observed, not with
cognitive aspects of teaching.

Studies of Cognitive Aspects of Teaching-Learning
. Major efforts aimed at general formulations of principles of teach-

ing behavior related to the achievement of cognitive objectives have
I leveloped most recently. Those objectives which have been studied
are of various kindsability to recall or recognize facts, definitions,
lawsand analysis of intellectual arts ano skills such as the ability to
analyze, evaluate, synthesize, and interpret.

Smith and his associates" were the first to give careful considera-
tion to the logical aspects of teaching behavior. In their original study,
these investigators developed a framework and a set of concepts to
describe and analyze classroom discourse associated with certain content
objectives. They developed a means of conceptualizing the verbal
maneuvers involved in a teacher behavior.

Study in the Logical Aspects of Teacher Behavior:

A more recent study by the same investigators37 extends and
broadens the earlier effort. The new study differs from the earlier one
in some significant aspects. While the basic units of analysis in the
earlier study were the episode and the monologue, in the more recently
conceived unit one, the strategy forms the basis for analysis. Two other
units, tha venture and the move, are also used to identify and clarify
the concept of teaching strategies. Each teaching strategy represents
a patterning of moves within a conceptual venture. Strategies consist
essentially of combinations of various kinds of moves employed in
teaching, while a venture is a segment of discourse consisting of a set
of utterances that deal with a single topic having a single content objec-
tive. Ventures are classified by their cognitive import: their central
meaning or theme. A move is a verbal activity which logically or
analytically relates to some event or thing, or to some class of events

30 Smith, B. 0., and Meux, Milton 0. A Study of the Logic of Teaching: A
Report on the First Phase of a Five-Year Research Project. Washington,
D.C.: U.S. Office of Education, 1959. (Dittoed.)

87 Smith, B. 0., Meux, Milton 0., Combs, J., and Nuthall, G. A Tentative
Report on the Strategies of Teaching. U.S. Office of Education Cooperative
Research Project No. 1640. Urbana: University of Illinois, 1964.
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or things. Smith has tentatively identified four major types of strategies
representing groupings of conceptual moves. When taken together
these four different types of strategies are seen as tactics employed by
a teacher in achieving a content objective.

As a result of this work, a set of concepts was developed and a
framework established which can be used in the description and analysis
of classroom discourse associated with the achievement of content
objectives. The notion of strategies provides an important means of
conceptualizing verbal maneuvers employed by a teacher in this aspect
of his behavior.

Study of Kinds of Meaning Conveyed in Classroom Discourse:

Be Hack and his associates38 were primarily concerned with the
various kinds of meaning conveyed through language that teachers and
learners use in classroom discourse. Their work is based on Wichten-
stein's notion that the meaning of a word is its use in the language.
They describe verbal activities as language games in analyzing teaching,
in the sense that teaching is a form of rule-governed behavior. The
bulk of their study was concerned with identifying the ground rules of
teaching and then describing the respective roles that the teacher and
learner play when engaged in the game of teaching. It was substan-
tiated that the various pedagogical roles of the classroom are clearly
delineated for both teacher and learner.

One of the significant outcomes of this research was the concept
of the pedagogical move employed as the unit of analysis through which
substantive, logical, and emotional meanings could be analyzed. These
units were conceived as verbal maneuvers comparable to moves in a
chess game or plays in a game such as football. Given the universe
of verbal behavior in a classroom, everything that was spoken by both
teacher and learners could be categorized. This categorization then
made it possible to describe what teachers and learners were doing
pedagogically and contributed to an understanding of the distinctive
functions of the teacher and the learner. Out of this analysis grew
the notion of teaching cycles as a means of extending and broadening
the analysis and description of the patterns of classroom discourse.
A teaching cycle is seen as an interrelated series of verbal behaviors
and enables description of the flow and rhythm of language employed
in teaching. Thus, the teaching cycle enables one to conceptualize the
larger units of classroom discourse. What emerges from an analysis
of teaching cycles is a description of various linguistic patterns employed
in classrooms. These descriptions offer a multidimensional method for
analyzing and describing teaching which might lead ultimately to the
development of a teaching theory.

38 Be Hack, A. A., and Davits, J. R., in collaboration with Kliebard, H. M., and
Hyman, R. T. The Language of the Classroom: Meanings Communicated
in High School Teaching. Paper read at the American Education Research
Association, Chicago, February 1965.

203



,



performs the teaching functions by playing a wide variety of roles.
These roles, and their import for learning were analyzed in detail.

The conclusions of this study have significance for those interested
in understanding teaching. When content was studied, responsive
teaching was more effective than directive teaching. Pupils discussing
content under teaching behavior which was characterized by responsive-
ness to learner cues evidenced more complex, or higher levels, of
mental activity than did pupils under teaching which ignored these
cues. Pupils under responsive teaching expressed more positive atti-
tudes toward the experience and achieved as much on objective-type
tests when compared with pupils who were instructed under directive
teaching The investigator states that while these conclusions may not
be characteristic of all pupils and all teachers, it is likely that the
findings are generally applicable.

This endeavor confirmed parts of the theory that had been evolved.
The theory failed to predict achievement, either in mastery of facts or
in higher understanding of pupils, but it did predict results in levels
of pupil understanding in discussion. In contrast to the results of other
investigators,,the directive-responsive dimension had no real effect upon
mastery of facts or deeper meaning as measured by achievement tests.
Pupilpexhibited understanding of. a subject during discUssion was not
related to measOred achievement in that subject matter.

A Synthesis of New Evolving Views of Teacher Behpvion

It will lie recognized immediately that the efforts described Mime'
were purposely designed to yicl& data about teaching based upon
hypotheses developed from a particular philosophical_ or psychological
orientation, or they were directed to the analysis _of certain kinds,of
teaching behaviors. Each of these has provided paradigme and theofter,
explicit or implicit, through which teaching behavior: is viewed. SWm
advances in research on classroom behavior have provided a base on
which the classification and description of all teacher behaviors might
be piojected. The fact that these studies have been successful in delin-
eating selected facets of the classroom situadon indicates that a com-
bination of those researches, their findings and their viewpoints, might
produce a knowledge synthesis embodying the attvafiCes made by the
separate studies. Suck a synthesis holds potential for ptoviding more
complete understanding of teacher behavior-. than -4iaa -be dprive4 frOtu
any single effort.

,

Assuming this position to he a valid -one, a regent study completed
by Openshaw and associates" attempted to- develop a taxonomy' of-
teacher classroom -behaviors. The purpose of the ptoject as originally
conceived, sias to vie concepts developed by others, Ko-build VesArkr..:-

-41 Opensbaw, -M. Karl, Cypbert, Frederick R., -and associates. DeVelopment of a
Taxonomy for the Classification of Teacher Classroont.itelumior. Columbus:

, 1:12e-Obio State University0966r .t- , - . -- -- _:-.
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specific findings, and to synthesize their instrumentation and meth-
odology. One significant departure from other attempts was that in
the study great effort was made to keep conceptions about the nature
of teaching and the systems of categories for viewing teaching as value-
free as possible. No specific hypotheses, or effectiveness constructs,
were used. The purpose was to develop a system of categories which
would permit the classification and description of all observable teacher
classroom behaviorsgood or bad, logical or illogical, directive or
integrative, verbal or non-verbal.

Through the use of selected broad descriptive categories of teacher
behavior developed by others, teams of observers entered classrooms
and began the process of observing the behaviors employed by teachers.
After a period of several weeks, it became apparent to those involved
in the study that both specific behaviors and patterns of behaviors
employed by teachers could be classified under several major rubrics.
An initial system of classification was evolved through this inductive
approach. Operational definitions of the categories of teacher behavior
were developed over a period of several months, employing this process
over and over again. Systems of classification were extended through
classroom observation to cover possible gaps and points of overlap
within a comprehensive view of teacher behavior. The categories
evolved by one team of observers were analyzei, and incorporated into
the conceptions evolved by a second team. Eve 'Wally, the categories
of one system were integrated with another by subsuming the specific
behaviors under the more general.

Developing a Taxonomy of Teacher Classroom Behaviors:

The results of these initial efforts were developed in a loose fashion
into a working paper which served as a basis for discussion and study
by the project staff. These tentative ideas and findings were then sent
to several specialists in the field of teacher behavior for their reactions
and suggestions for modification and further refmement. These reactions
were given careful consideration and the process of category develop-
ment, definition of categories, and further refinement through classroom
observation was again undertaken.

Eventually a series of working models was projected to identify
and show relationship among the essential elements of teacher behavior
as observed. When the models of teaching could riot be further
expanded and the categories within the taxonomy seemed sufficient by
the developers, the work was subjected to empirical testing. This initial
field test of the models, taxonomy, instruments for recording and classi-
fication, and observation procedures and techniques was carried out
by a team at the University of Arizona. None of the participants in
this field study had been involved in the development (.1 the work to
this point.

The field team undertook a training program in preparation for
the pilot observations and tryout. A range of subject matter teaching
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and grade level of classrooms was included in the sample. Classrooms
from grade one through graduate teaching at the University were
included. A representative crosssection of the community of Tucson
was selected with student populations represented from lower and
lower-middle classes to upper and upper-middle classes.

Analyses of the results of the pilot study indicated further revisions
were necessary to make the systems for categorization and the instru-
ments employed in data collection more comprehensive and precise.

The major validation study used as a basic data source kinescoped
sequences of sport, mous teacher behaviors. In all cases, the kinescope
was made of a regular classroom teacher confronting children with
whom he was familiar in student-learner relationship.

The observed behaviors were classified at least three times, once
with a forced coding at a fifteen-second interval, once with a forced
coding at a ten-second interval, and once at random without any set
time interval.

Following the data collection period, comparisons were made of
the different timed observations, adjustments of discrepancies in coding
were made, data derived from coding were analyzed, and profiles of
teacher behaviors were prepared.

The plan for the development of the systems of classification
called for the cessation of adequacy testing when crucial additions or
deletions in the paradigms of teaching and the taxonomy were no longer
suggested by teacher behaviors that could not be classified. This guide-
line %las established to eliminate the necessity of setting an arbitrary
number of needed observations of classroom situations and also to
provide a reasonable limitation to the number of observations required
to fulfill the purposes of this endeavor.

It is felt that the activities of this endeavor eventuated in a system
for the classification and description of all observable dimensions of
teacher classroom behavior, despite the fact that there are still some
problems in the use of this taxonomy which result from its complexity.
These problems reflect the phenomena that comprise teaching. At its
present stage "of development, this work provides a means for the
empirical description of levels of behavior and furnishes a conceptual
screen through which behaviors may be viewed that is peiaps more
comprehensi z than has been possible previously.

Some Promising Results

Research in teaching is beginning to have an impact on some
programs. While it has not yet reached the point of significance nation-
ally, it is exerting influence upon practice at certain institutions. For
example, stronger emphasis is being placed on the critical consumption
of research reports for preservice teachers; several major institutions
have continuing research projects in teacher behavior and in teacher
education, and the findings emanating from these efforts are being put

...
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to use; the psychic and physical energy invested in research has added
dynamism to their faculties and programs.

Attention is being given to the analysis of classroom behaviors as a
basis for preparation. A recent report by Waimon and Hermanowicz42
includes the systematic study of teaching itself as it occurs in classrooms
by providing prospective teachers with a system for analyzing classroom
behavior and training in the use of that system. Practice in the use of
various systems has been incorporated into programs of preparation at
such institutions as Teachers College, Columbia University; Lesley Col-
lege; Ohio State University; Temple University; and Stanford University.

It is hoped that the proposal for the revision of the programs of
teacher education, as conceived by LaGrone43 under the sponsorship
of The American Association of Colleges for Teacher Education, has
been given careful analysis and that it is being adapted in many insti-
tutions. The bases for this proposal are firmly rooted in major researchefforts of the last ten years, and the outline of suggested experiences
and courses presented is geared to developing competence related to
the classroom functions of the teacher. This report describes some of
the essential preservice professional subject matter for teachers and,
as such, warrants the thoughtful study of all. Teaching activities have
been utilized as the integrative element for the structure of the proposed
content.

These are illustrative of scores of efforts being made to reformu-
late professional education. They give recognition to the concept that
improvement of practice can result through research efforts. Still,
leaders in the field of teacher education continue to express concern
over the paucity of verified knowledge in present curricula due, in pert,
to their past concern with the limits and constraints instead of with
an understanding of the dynamics involved in teaching. The limits are
comprised of those elements that represent the "givens" in the teaching-
learning situation, such as the way persons and groups react to their
preparation for teaching, the aUitudes held by teachers, and the sources
and organization of program& The dynamic component focusses upon
teacher behavior, classroom performance tasks, and the interaction
between teacher and student in the learning situation. There is equal
concern about the obtuse relationship between what is learned in prep-
aration and subsequent skill in actual teaching. Scarcely anyone would
deny that such a state of affairs is intolerable. Solutions to such prob-
lems may be close at hand; financial support for research geared to the
development of new knowledge is now available; efforts of certain

42 Waimon, M. D., and Hermanowicz, H. J. "A Conceptual System for Prospec-tive Teachers to Study Teaching Behavior." Paper reed at the AmericanEducational Research Association, Chicago, February 1961
43LaGrone, Herbert F. A Proposal for the Revition of the Pre-Servke Com-ponent of a Propum of Teacher Education. Washington, DC: The Ameri-

can Association of Colleges for Teacher Education, 1964.
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much of what is presently taught might find both a new validity and
a new relationship to the content of the field of teacher education.

This proposal leaves untouched a variety of problems which would
be faced by the teacher educator in the conduct of his work, but this
recognition in no sense detracts from the necessity of using current
knowledge concerning teacher behaviors and teaching performance
skills as the focal point in identifying and organizing the content of
teacher education. Nor does it reduce the necessity for continued
research efforts to add to what we now know about teacher behavior.
We must continue in the pursuit of knowledge which is both specific
and generalizable, which can be translated into skills through appro.
priate training which is directly related to classroom performance,
and which has relationships capable of generating defensible explana-
tory theory. Ultimately, this approach would result in the continuous
revitalization of the substance of teacher preparation at both preservice
and continuing education levels.
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PART IV

Teacher EducationA Problem in Becoming
ARTHUR W. COMBS
Professor of Education

University of Florida

For more than thirty years it Itas been my privilege to be engaged
in the practice of clinical psychology, counseling, psychotherapy, and
teaching. For most of that time I have also been deeply involved in the
training of professional workers in these occupations. Out of this
experience I have found it necessary to change some of my former
thinking about the training of persons in such helping professions.
Some of these ideas I have already set down in a paperback, The Pro-
fessional Education of Teachers." I would like to extend that line of
thought a bit further, emphasizing four aspects of the problem of teacher
education of special significance as I see them.

The "Self as Instrument"
One cannot work for long with persons in the helping professions

without being struck by the unique and individual character of their
operations. The outstanding fact about workers in teaching, counseling,
social work, psychology, psychiatry, the clergy, administration, and
supervision is the fact of their penonness. They are thinking active,
creative, problem-solving persons who have learned to use themselves
more or less effectively to carry out their own purposes as well as those
of society. This I have referred to elsewhere as the "self as instrument"
concept of the professional worker. The term is not my invention.
It has been used in the social work profession to describe the task of
the effective worker in that field for a very long time. What makes an
effective professional worker is not a question of his behaving in any
particular way. Rather, it seems to be a matter of how effectively he
has learned to use his unique self in carrying out the functions his
particular branch of the helping professions is responsible for. One
has but to look back at his own experience to recognize that the good

44 Combs, A. W. The Professional Education of Teachers. Boston: Allyn, Bacon,
& Co., 1965.
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They feed you a pabulum diet. It's all chewed over and
there's nothing left in it.

Nobody treats us as though we had any ideas of our own.
All they want is conformity.

The most shocking thing of all was the following statement on which
they all agreed: "llie things worth getting committed to don't get you
ahead." These young people have thoroughly learned not to let them-
selves be involved in the educational processes in which they are
enmeshed.

Unfortunately, in our current efforts to upgrade the educational
system, many of the things we are advocating seem almost expressly
designed to further this destructive alienation. In many places we have
become so enthrallee with the wonders of modern educational hard-
ware like computers, teaching machines, television, and programmed
learning that we have quite overlooked the human side of this equation.
Some of these efforts remind me of the story told by a friend of mine
about a tribe on a South Sea island which believes the worst thing that
can happen to a man is that his spirit should escape from his body.
Accordingly, when a member of the tribe becomes seriously fil it is a
matter of great concern to everyone. If he does not recover in a
reasonable period of time, drastic steps are taken to keep his spirit
from getting away. They do this by making a mixture of grass, mud,
leaves, and the like and plugging up all the patient's body openings.
Under this treatment, of course, the patient always dies but everyone
feels better, because they did something about it!

Dehumanization is bad enough in education generally. In teacher
education it is a disaster. We need to systematically examine our
practices' to root out those which threaten pud corrode students' con-
cepts of themselves as persons of worth, dignity, and capability.

Mooting tho Noods of Studonts of Education:
The personal character of professional education also calls for

maximum flexibility in the curriculum to meet the peculiar needs of
students. For years our colleges have been preaching the need for
teachers to adjust their practices to the individual needs of students.
Yet, all too often our teachers college programs continue to operate
on a diiectly contrary philosophy. Since selves are infinitely unique,
programs designed to further professional becoming must allow for far
more variations in speed and direction than we have been accustomed
to. What could be more wasteful of time and energy than putting all
students through the self-same program? Why should all courses be
three hours, and why should everyone take the same ones? We behave
as though all our students came to us with no previous learning or
experience, an assumption which is patently false. If we do not possess
the ingenuity to adjust our programs to the individual needs of our
students, I think it would be better to stop advocating it for their
practice.
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Personally, I do not see any alternative to relying a great deal
more upon self direction in our students. The information explosion
has, for all time, settled any hope of being able to find a common
curriculum for everyone. Our only hope is to help each individual to
extract from the mass those portions most fitting for the satisfaction
of his own needs and purposes on the one hand, and most appropriate
for helping him carry out his role as an effective contributing citizen
or teacher on the other. It seems to me that this is the only way in
which we can hope to avoid the inefficiency of providing the student
with either more or less than he needs. Even if it were not more
efficient, however, self dir:ction would still be desirable because self-
directing teachers are the very product we are in business to produce.
It is a habit that cannot be learned too early.

The Problem of Behavior Change
It is not enough for a teacher to know better. He must behave

better. It is the business of a professional college to produce desirable
changes in the behavior of its students. Now, logic would seem to
suggest that if you want to change a person's behavior, you need to
have him examine it, decide what he ought to do, then set about doing
it. This is the approach we have taken to behavior change for genera-
tions. It is a product of the analytic method of dealing with problems
which we have come to regard as the scientific method, and of course,
whatever carries the mantle of science these days is practically sacro-
sanct. Such a direct attack upon behavior is also deeply rooted in the
good old protestant ethic. People must make themselves behave even
when they don't want to. Unfortunately, as it was once pointed out,
this is one of those instances in which logic is only a systematic way
of arriving at the wrong answer! The fact is, a direct attack on behavior
is far less likely to produce results than we might think. Direct attacks
on behavior are unlikely to get results because behavior is not cause,
it is symptom. The behavior shown by an individual at any moment
is only a product of what is going on within him. The causes of his
behavior lie in his perceptions of himself and his world; especially in
his beliefs, purposes, meanings, and values. When these change,
behavior automatically changes. Without change in these internal
perceptions attempts to change behavior directly are likely to be
ineffective.

Ineffectiveness of Direct Attacks on Behavior Change:
There is a very widespread belief that self-analysis is an effective

way to arrive at behavior change. Check lists and self-evaluation
devices are in common use in many places. The fact of the matter is,
however, that such a direct attack upon behavior seldom produces the
changes we hope for. Attempts to help counselors and teachers improve
their prajce through the use of movies of themselves in actioa, for
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example, have proven quits disappointing. The reason for this seems
to be that the self is learned from one's experience. Attempting to
change it directly is like trying to lift oneself bY his boot straps. I do
not make myself more lovable, for example, by sitting around and
thinking about my lovableness. To achieve this end it is necessary for
me to think, not about me, but about others. As I learn to feel better
about others, my behavior toward them is better, and they probably
love me more. So, after a time, I may discover one day that I have
become more lovable, but I did not get so by looking at me.

Changes in behavior by a direct attack upon the behavior are
only effective so long as the behavior is not very important in the
person's economy and can be held in clear figure in whatever situation
he is involved in. The moment something occurs to take his attention
off what he is doing, he is lost, and he falls back upon the truly impor-
tant aspects of his being: the feelings, beliefs, and understandings
acquired from his previous experience. So the young teacher who has
learned a new method which does not fit his usual ways of working
can probably carry it off so long as uothing upsets his aplomb. How-
ever, the moment an unforeseen problem arises or he must take his
attention off what he is doing, he drops what he is pretending or trying
to be and returns to what he is. I believe the preoccupation of our
teachers college with this direct approach to affecting the behavior of
teachers is a major reason why we have not been more successful in
changing American education. Despite our most strenuous efforts to
get young teachers to teach in the new and better ways, they continue
to teach in the way they were taught instead of in the way we taught
them to teach!

Educating for Instantaneous Professional Response:

It is characteristic of the helping professions that helpers, whether
teachers, psychologists, counselors, social workers, or whatever, are
required to behave instantaneously in response to their students, clients,
and patients. The counselor must respond at once to his client's state-
ment. The teacher must reply to the student's question. There will
rarely be time for the helper to ask himself, What shall I say? The
response must be instantaneous. It must also be good for the client.
This is the nature of professional work in the helping fields.

How shall we be sure that inoantaneous responses will be truly
helpful? An analogy to a giant coif puter may help to understand the
problem. The modern giant computer receives vast quantities of infor-
mation fed to it from outside. It quickly combines this information
with that already stored in its memory bank and provides appropriate
answers with lightning speed. The answers provided by the computer
are not a matter of accident, however. On the contrary, they represent
the best answer possible from the data provided. What determines
the kinds of answers produced is the program or formulas set in the
machine in the first place. So it is with persons in the helping profes-

216



--- -

sions: the responses they make to the persons they work with are the
product of the formulas within the helper. Adequate formulas pro-
vide more adequate behavior. Inadequate formulas create chaos and
destruction.

From current perceptual theory, confirmed by our recent research,
it appears that these human formulas are beliefs or personal meanings.
Each of us behaves in terms of his beliefs. If I believe a man is honest
I will trust him; if I do not, I behave quite differently. In similar
fashion, what the teacher believes about people will make a world of
difference in his behavior. The teacher who believes children are able
can trust them. The teacher who does not believe they are able cannot
behave so. Indeed, if he did he would be acting irresponsibly.

That people behave in terms of their beliefs is hardly news to most
of us. We are keenly aware that that is true with respect to our own
behavior. And as we look at our friends we quickly discover that their
beliefs are so important that it becomes possible for us to predict their
behavior with considerable accuracy. At the University of Florida,
research into the perceptual organization of good and poor practitioners
in the helping relationships has now extended to gooe and poor teachers,
good and poor counselors, and good and poor Episcopal priests. So
far we find good and poor practitioners different in their beliefs about
the people they work with, about themselves, and about their own and
society's purposes, and in the basic frame of reference with which they
approach their problems. As a consequence of this research I am
convinced that we have been looking in the wrong places for some
of our answers to the problems of teacher education.

Focus on the Development of a Teacher's Beliefs,
Values, and Personal Meaning:

Most of our teacher education programs in the past have attempted
to deal with the problems of behavior change through the provision of
information about teaching, attempts to teach students methods, or
straightforward attempts to change students by examining, criticizing,
and attempting to change behavior patterns. Occasionally this gets
results, probably because the critical examination of behavior may
involve an individual in an examination of his purposes and beliefs
and so produce a change in his behavior. This is probably why our
confidence that examination of behavior will change it is so widespread.
Because it sometimes seems to work we are encouraged to do it more
often in the vain hope that if we could only do it more intensely or
more precisely, eventually we should be able to do it perfectly. Seeing
the production of teachers as a problem in becoming, however, calls
for a different emphasis upon the development of beliefs, values, pur-
poses, and personal meanings instead of behavior. In our research on
effective counselors, teachers, and Episcopal priests we found that we
could not distinguish between good practitioners and poor ones on the
basis of knowledge or methods We did, however, find quite clear dis-
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tinctiore between good and poor practitioners when we looked at their
belieh about themselves, about other people, about their own and
socidy's purposes, and about what was important in working with
other people.

The problem of teacher education is not a question of making
the student's self be. It is a problem of assisting the student to become.
Above all, the effective professional worker must be authentic. The
attempt to be what he is not creates confusion for everyone he has to
deal with. The child in a classroom, for example, soon discovers what
his teacher is really like. Even when his teacher is not the most pleasant
person in the world the child is able to deal with him so long as he is
genuine. If, however, the teacher insists that he is not what he seems,
the child is confronted with an impossible dilemma. If he treats his
teacher the way he knows the teacher is, the teacher will reject that.
If he treats his teacher the way the teacher claims to be, the student
cannot be authentic himself, but must do a job of skillful acting. Such
acting is usually difficult to maintain for any period of time and sooner
or later the relationship breaks down because it cannot be maintained
on so artificial a level.

In the supervision of teachers, clinical psychologists, and counsel-
ors over the years, I find that I get best results by avoiding discussions
of behavior and concentrating on students' beliefs, values, purposes,
and understandings. I have learned not to say, Why did you do that?
You should or should not have done that. This is what you should
have done. Instead, I have learned to ask, How do you feel about
John or Sally? How do you suppose it seems to them? What are you
trying to do? What do you believe is the purpose of teaching or coun-
seling? I believe that if we are to be more successful in the production
of effective teachers it will be necessary to shift our emphasis from a
direct attack upon behavior, which deals only with symptoms, to helping
our students explore and discover personal meaning, the primary causes
of behavior.

The Personal Discovery of Meaning

Learning, we understand from modern perceptual psychology,
always consists of two aspects: one objective, the other subjective. The
objective aspect has to do with events in the external world, the con-
frontation of new information or experience. This aspect of the problem
can often be manipulated and controlled by some person other than
the behaves. The subjective phase of the equation is the person's own
personal discovery of the meaning of the information or experience to
which he has been exposed. This part of the learning problem, of
course, occurs inside the learner and is not open to direct manipulation
by others. The basic principle of learning involved here may be stated
as follows: Any information will affect a person's behavior only in the
degree to which he has discovered the personal meaning of this infor-
mation for him.
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We have generally done very well in education with the first phase
of this problem. We have been quite ingenious in finding ways of
gathering and presenting information to our students. More recently,
we have added immensely to our skills in this direction through all the
new gadgets made available to us by modern science for the manipula-
tion and dissemination of information by television, teaching machines,
computers, and programmed instruction. We have been far less suc-
cessful, however, in aiding students in discovering the personal meaning
of information we provide them so that they behave differently as a
consequence of what they are taught. It is this aspect of the learning
equation which determines whether or not information will find its way
into the behavior of the individual. It is also the very heart of the
problem of training a professional worker.

For years we have been approaching the problem objectively while
the crucial question in the training of the professional worker is a sub-
jective matter having to do with his personal discovery of how to use
himself effectively. Indeed, we have often seemed to make such a fetish
of objectivity that we have blinded ourselves from seeing the real
problem. We have been teaching students about teaching instead of
helping them to become teachers. We have been expert at giving infor-
mation, but have barely scratched the surface of how to help students
develop their personal meanings about these things, so that they would
behave differently as a consequence of their teacher education.

Misunderstanding Between the Liberal Arts and Professional Schools:
It is the failure of many people to understand these two phases

of the problem of learning which produces much of the misunderstand-
ing between professional schools and schools of arts and sciences. It is
often difficult for persons working in the basic disciplines of the arts
and sciences, busy discovering and disseminating information, to under-
stand the problem of the professional school: major emphasis must be
concentrated, not upon the subject matter, but on the person of the
learner and his discovery of the meaning of teaching. Indeed, the
emphasis throughout our educational structure is so exclusively on the
information acquisition aspects of learning that students coming to
colleges of education are often bewildered by the shift in emphasis.
Not finding the curriculum to which they are exposed loaded with new
information, they often come to the conclusion that professional educa-
tion isn't teaching them anything! Unfortunately, this confusion often
extends to the faculties of colleges of education themselves.

From its earliest origins, education has emphasized the objective
aspects of learning: the cdlection and communication of information.
It was natural in times past for professional education, developed as an
offspring of the subject-matter disciplines, to adopt the methods so
successfully used in those disciplines. Perhaps because it is so much
easier to gather and present information than it is to help students
discover meaning, we have been so long preoccupied with this aspect
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of the learning equation. The organization and presentation of infor-
mation can often be accomplished by the teacher without the coopera-
tion of the learner. It is quick, simple, and direct. The discovery of
meaning, on the other hand, goes on inside the student and so is not
so handily manipulated.

Most of what goes on in our colleges is still operating in this
tradition of emphasizing the objective aspect of the learning equation.
Since it is only comparatively recently that we have begun to under-
stand the subjective discovery of meaning phase of the learning prob-
lem, such a preoccupation was once excusable. Now that we know
the importance of the meaning aspect, it is no longer acceptable. It is
necessary that we find much better ways of implementing the meaning
phase of the learning equation as quickly as possible. We need to find
ways of injecting our new understandings into the blood stream of
professional training programs with the least possible delay.

The distinction we have been making here between till:. objective
and subjective aspects of learning means, among other things, that it is
quite unlikely that we shall ever be able to overcome the breach which
exists between colleges of education and those of liberal arts. It means
we must give up our terrible need to be loved by our colleagues in
other colleges. The things you need to know for the objective informa-
tional phases of learning will always be different from those required
for the subjective meaning phases. So long as our colleagues in other
colleges continue to evaluate us in terms of their own criteria they must
always find us wanting. Indeed, if they do not, we will know for sure

1we are surely not doing our job!
1

Need for Subjective Emphasis in Professional Programs:

Most of the subject matter in our colleges of education is still
organized in the objective tradition. To serve the purposes of profes-
sional becoming overhauling is needed to more effectively serve the
subjective meaning orientation. For example, there is a vast difference
between understanding about children and understanding a child. Most
of our teaching about human growth and development serves the former
function. Our courses in these subjects are primarily descriptive, aimed
at teaching what children are like. The more crucial problem of helping
a teacher understand children is largely left to accident. We assume
that objective knowledge about child development or learning will
automatically result in subjective personal meaning. This is an assump-
tion we can no longer take for granted. A teachers college must con-
sciously and carefully plan for the subjective outcome. The student
teachers' experiences in child study must be specifically directed toward
developing sensitivity to people rather than mere understanding about
them.

Philosophy: Similar revolutions are called for in the other tradi-
tional subjects of the teachers college. In philosophy, for example, the
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goal must shift from the study of philosophies to the discovery of a
workable personal philosophy, a pattern of beliefs capable of providing
the student with guidelines for action as a professional worker. If it
were true that study about philosophy would produce a person with a
deep and personal one, our professors of philosophy would, without
exception, be noted among our most outstanding teachers. As anyone
knows, this state of affairs is far from the actual case. The philosophy
students' need is a personal gestalt of consistent values and purposes.
This can rarely be achieved in a lecture course. It calls for active
participation and discussion by students unafraid to rzmmit themselves
to such a process.

Social Foundations: The social foundations program offered in our
teachers colleges has been traditionally oriented toward looking at
society and the school's role within it Education for becoming calls
for a more personal approach which will extend beyond information
about the school and society, to beliefs and commitments with respect
to these institutions. It must help the student discover his own personal
role in the matter.

Methods: With respect to methods, efforts must extend beyond
studying about methods. The study of methods must help each student
find those most appropriate for him. To date, all research on methods
leads us to the inescapable conclusion that there is no "good" or "right"
method of teaching for a particular teacher or subject. Methods are
intensely personal matters which, like the clothes we wear, must fit
the teacher's character, purposes, and understandings. This calls for a
cafeteria approach to methods in which the student is helped to select
from the available stock those techniques most appropriate for who
he is and what he is trying to do.

Researck In the field of educational research we have too long
been teaching teachers about research. In fact, we have been so deeply
enslaved by the objective aspects of research in recent years that we
have separated research from teaching almost completely. Educational
research has become a highly technical territory into which few teachers
dare to tread. Worse still, they are frequently regarded with nothing
but contempt by the new practitioners of magnificent objectivity. We
have practically surrendered research to a group of highly proficient
technicians expert at speaking to computers bat often woefully incapable
of communicating with teachers. If changes are to occur in education
they must be accomplished by teachers. Programs which discourage
teachers from trying research are self-destructive. We need a great
rebirth of action research, a concept which enlists the active participa-
tion of persons responsible for running the show where the action is
in the classroom. The self as "instrument concept" calls for teachers
who see themselves as active instruments of research. To achieve this
end calls for considerable revision in our current approaches to research
in our colleges.
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In short, we have too long made the error of teaching our students
about teaching. It is time we gave serious thought to the problem of
becoming and the development of personal meaning.

Discovering Personal Meaning in Subject Matter:

Let it not be supposed that the importance of personal meaning
applies only to the professional phases of teacher education. The dis-
covery of personal meaning is the second half of the learning equation
and cannot be ignored without serious damage to the teaching process
whatever is being taught. It operates in intellecrnal learning as well as
in emotional, social, aesthetic, or other types. Although my discussion
here has dealt primarily with the personal, professional aspects of
training, the importance of personal meaning is equally applicable to
subject matter as well. Until the student has entered into some kind
of interaction with his subject matter and has discovered some personal
meaning in it, his teaching field is a fiat and meaningless thing, lifeless
and antiseptic. It is form without essence. It cannot even be com-
municated except in a lied self-defeating fashiun.

Structure: Recognizing that the provision of subject matter alone
is insufficient to guarantee learning, Bruner and others have advocated
the organization of content to emphasize principles, generalizations, and
theories rather than isolated facts. Unfortunately, such an organization
is still not enough, for meaning lies, not in the subject matter, but in
the learner. Emphasizing structure organizes information and makes
more available the essence of the discipline studied, but it still repre-
sents only the information phase of learning. The discovery of meaning
must still occur in the student.

Nevertheless, the importance of structure is an important first step,
for principles, generalizations, and theories certainly lend themselves
more readily to the discovery of meaning than the accumulation of
separatf: facts. Far too much of what we do in teaching betrays this
preoccupation with details. We collect and cherish details, lecture
about them, argue about them, test students on them, and generally
behave as though they were really the important thing in a subject.
Small wonder the students follow our lead and carefully stuff themselves
with details in preparation for the examinations. This unholy emphasis
upon details is one of the prices we pay for objective examinations.
It is compounded further by the practice of grading on the curve which
requires a distribution of students only attainable by testing them on
details.

Principles: It is not enough for the student to simply confront the
principle. Even when he can repeat it back to us on a test, it will not
affect his behavior until he has discovered its personal meaning. The
principle of the brotherhood of man has been with us for generations.
We have read about it, preached about it, and sung about it, but for
many it is only in recent years that its meaning has been sufficiently
understood to find its way into expression in behavior.
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A teacher education program truly committed to aiding its students
in the discovery of meaning will need to examine its processes care-
fully with an eye to discovering the degree to which it contributes to
that end. In most colleges the present organization and processes are
a hangover from the liberal arts tradition out of which professional
education originally grew. For the most part these programs are
designed from an external frame of reference with a heavy emphasis
upon subject matter and the learning of facts. A program truly oriented
toward the problem of becoming will need to take a much stronger
internal frame of reference and will be much more concerned with
personal meanings than facts. This is by no means an easy transition;
most of our procedures are currently oriented almost exclusively toward
information dissemination.

Meaning: Many faculty people and practically all students who
come to the college of education have been thoroughly brainwashed
with the importance of information so that they believe no one is learn-
ing anything unless someone is telling him something new. Actually,
some of the most important meanings any of us ever have, have nothing
to do with new information. Rather they are learnings which occur as
a consequence of a deeper and deeper exploration of the personal
meaning of ideas we already possess. This discovery of meaning is
the very essence of professional training, and it is time we examined
our programs with care, using our modern understandings about the
nature of meaning and how it comes about as criteria for judging the
adequacy of our current practices. If we do this, I expect it will be
necessary for us to greatly deemphasize some of our traditional tech-
niques of lecture, recitation, examination, evaluation, et cetera. To fill
these gaps we will need to find more adequate ways of assisting our
students in the personal discovery of meaning Fortunately, there has
been a good deal of interest in procedures of this sort in recent years,
and there is much we can learn to use and adapt, especially, I think,
from the fields of sensitivity training group discussion technique, group
counseling and the hie. Many teacher educators have already been
experimenting with these kinds of devices. I believe it is time we put
a great deal more effort into exploring their possibilities.

Learning and Need
One of the most certain things we know about learning is that it

occurs most efficiently when the learner has a need to know. Teachers
in training are carefully taught that children learn best when they see
a need for what is being taught; they are encouraged to spend much
of their energies in helping children discover needs to know. Having
taught its teachers this principle, most of our colleges thereafter behave
as though the principle never existed. College courses, almost without
exception, assume the existence of need in the student. Rare is the
instructor who regards the creation of need as a part of his responsi-
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bility. More often than not the desire to learn is expected of students
and they are soundly berated if they do not come to class with the need
to know already in place. Few college instructors regard the creation
of need as a significant part of their task. But the laws of learning are
not suspended when they are ignored, or because they are inconvenient.
The effect of need on learning exerts its influence for college students
quite as inexorably as it does for second graders. The good teacher is
not a mere purveyor of facts to people who want them. The genius
of good teaching is the capacity to help students discover needs they
never knew they had!

Coordinating Needs of Preservice Students:

If there is one place where the best we know about learning ought
to be continuously in operation, surely it is in our teachers colleges.
Unhappily, a very great deal of our teaching in these institutions oper-
ates with little or no relationship to the needs of students. The young
people who come to us without experience in teaching are frequently
taught the answers to problems they do not have yet! Most of them
are enrolled in programs designed to teach them how to teach and are
then put to work in an internship or practice teaching situation to try
it out. This procedure neatly reverses the principle of need. Students
find out what they need to know at the end of the program when their
class work is over. What a waste!

Any teachers college professor who has ever had the experience
of teaching the same course on campus to preservice students and off
campus to in-service students can testify to the vast difference in these
two groups. The preservice students have little or no idea of what is
important. Consequently they study for the examinations and grades
(artificial reasons in place of real ones). The needs they feel are
important they waste tremendous amounts of time studying indiscrimi-
nately. In-service teachers are a different story. They know what is
important from their own experience and take a much more hard-
headed look at what they are being taught. Often, they do not do as
well as the campus students on examinations which deal with the aca-
demic aspects. On the other hand, they are far more highly motivated,
critical, and selective in their study.

A Problem Solving Approach to Teacher Education:

Learning occurs most efficiently when the student perceives a need
to learn. This is a principle we cannot afford to overlook; at the same
time it provides a criterion for examination of what goes on at our
teachers colleges. We need to look sharply at our programs, asking
ourselves these questions: Is this really needed? How can we help the
students see that it is? Are we helping students learn what they need
academic rather than professional. With no way of knowing what is
to? How can we help them discover new needs relating to professional
practice? We have too long relied upon artificial or imaginary needs:
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learn it for the grade, the exam, the term paper, or learn it because I
say so. It is time we used more ingenuity in helping students find real
needs for learning not just at the end of the program, but at every step
of the way. It seems to me that such a goal requires a problem
solving approach to professional tniining which puts students actively
in touch with real problems concurrent with the academic aspects of
training This is what the college of medicine does with its laboratories,
clinics, and the making of rounds. It is also an integral part of social
work training and the training of counselors and psychotherapists. It
is a shame to waste the internship by putting all the student's experience
al the end of his program. The process of becoming calls for con-
tinous discover/ of personal meaning from the very beginning of the
neophyte teacher's experience.

I believe the young teacher ought to begin active contact with
teaching from the first day he steps into the college. He ought to be
discovering problems from firsthand experience. I would, therefore,
take the time now spent on the internship* and spread it throughout
the training program. I would begin the student's experience as a
"teacher aid" by simply assigning him to a teacher to be helpful in
whatever ways he could. As he moved along in the program I would
increase his responsibility by making him a "teacher assistant." Later
he would become a "teacher associate" and assume a considerable re-
sponsibility for what went on in the classroom to which he was assigned.
Concurrent with all this experience I would provide him the academic
information he needed and the variety of settings in which he might
explore the meaning of his experience and the information he was get-
ting At the end of this experience I would graduate him from the
teachers college and turn him over to the public schools, where he would
spend his first year of teaching as a "probationer" under the super-
vision of a master teacher in the school system who would be released
part-time for this service.

I feel quite certain some teacher educators will regard this treat-
ment of the internship with dismay as it seems to be removing the
most important aspect of the whole program from the control of the
colleges. What I am advocating, however, does not lose this time for
the college; it simply redistributes it through the whole program. This
should be a welcome change for many colleges which now find their
professional programs restricted by law or custom to a fixed number of
hours in which the internship consumes anywhere from a third to two-
thirds of the student's time.

Such a program as I have suggested does raise serious problems
for colleges located in a small town or rural setting where opportunities
for students to participate in the public schools is limited. It may be
that we need to reconsider the location of our teachers colleges. A rural

Note: The internship at the University of Florida is more like full-time student
teaching than contracted full-time teaching internships.
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setting was quite satisfactory for a concept of preparation on a learn
and try basis. It is difficult to see how such a location can be justified
for a problem solving approach.

Restructuring of Courses to Fit Emerging Professional Problems
and Questions of Students:

For generations our colleges have been hamstrung by our tra-
ditional structure of courses, credits, and inviolate disciplinary lines.
The concepts of organization once appropriate for the liberal arts col-
lege lre a terrible impediment for a college seeking the flexibility re-
quirtd for an adequate professional program. They are especially
hazardous for a problem solving apr^ach, because professional prob-
lems do not fall neatly into three-hour packages. Quite the contrary.
The problems students discover in the classroom are quite likely to
involve every aspect of professional work, subject matter, methods,
philosophy, purpose, social structure, administration, and human
growth and development, not separately but simultaneously. To meet
such needs, our traditional structure will simply not do. It will be
necessary for us to develop programs in which students can explore
whatever is needed to solve their problems and to provide instructors
skilled in helping them do this across the whole spectrum of professional
work. This calls for instructors in teacher education like the social work
supervisor or the clinical professor in medicine, a person skilled in aiding
students to discover meaning. Such instructors may be expert at a
particular discipline. More likely, they will be persons of broad interest
in professional education, especially skilled in the process of helping
students to become. It is interesting that many of our colleges have
already developed persons of this sort who supervise interns or teach
general courses in curriculum. Unfortunately, they are usually forced
into the background, having to yield to the prestige figures of the col-
lege, the experts in particular disciplines. It is time we gave these
persons a firmer place in the teachers college structure and helped them
develop explicitly the skills they have long been using implicitly. There
will always be a place in the teachers college for the scholar and spe-
cialist. It is time, however, to recognize that the nature of his skills,
while adequate for the scholarly information phase of teacher education,
may not be appropriate for guiding the student in the problem solving
experiences needed for becoming an effective professional worker.

Approaching teacher education as a problem in becoming poses a
large number of questions and calls for considerable changes in some
of our practices. When they are set down all at once they look like a
very large order. But as I have traveled around the country in the last
two or three years I have been struck by the fact that many programs
are already moving piecemeai in these directions. A program here has
dealt with this aspect, a program there with that one, usually in an
attempt to solve some practical problem. On the other hand, out of
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the social sciences has come a new humanistic approach to the under-
standing of human behavior which throws new light on the problems of
learning and becoming, some of which I have attempted to sketch in
this discussion. What is needed now is to bring these two things to-
gether, the practical innovations and our new theoretical understand-
ings, to provide the framework for a systematic analysis of the teacher
education problem. This will not be easy, but I feel certain its rewards
will be worth the effort.
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Section V

Innovative Procedures and Practices in
Supervision

If the developing cooperative ventures do not produce more
competent and more effective teachers, then the efforts of teacher edu-
cators in designing these programs will be for naught.

HANS C. OLSEN
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PART I

Innovation in Supervision Today
HANS C. OLSEN

Associate Professor of Education
Wayne State University

This is a time of ferment in teacher education. Segnents of the
profession whose attention has been focussed elsewhere are becoming
involved. Larger numbers of students are enrolling in teacher education
programs. New technology is not only available but coming into more
general use. The competence of classroom practitioners in local schools
is being investigated by lay groups in all parts of the country. Research
is making available more accurate and more useful information about
teaching. Teacher organizations are pushing for a larger role in the
general scheme of things. These are but a few of the factors upsetting
the equilibrium in teacher education. The final bastion of the status
quo, student teaching (and other portions of the laboratory phase),
has increasingly come into the rocky realm of scrutiny and analysis,
even change.

Eleven innovations are described in the latter portion of this
section. Each merits close scrutiny, for it differs from the conventional
approach to teacher education. Before presenting them, however, some
general comments seem appropriate.

The Importance of Innovation

Innovation has almost become a cliche: often heard, far less fre-
quently achieved. Talk and tinkering abound. It is easy to construct,
present, and debate proposals. Implementation is of a different order;
the number of "way out" innovative programs remains small. "New
programs" and "unique approaches" receive high priority in prof3s-
sional publications. In a disappointingly large number of cases, how-
ever, examination reveals that the "new" and the "unique" are con-
tained in revised terminology or proposed changes in practice rather
than in different programs.

Despite the relative paucity of innovative approaches in teacher
education, ample evidence of the trend toward collaboration exists;
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representative samples and summaries of it may be found in earlier
sections of this volume. Study of these descriptions makes clear that
acceptance of the principle of cooperation requires that new practices,
procedures, policies, structures, and roles be devised. Thus, innovation
must, indeed, become the watchword in teacher education. Teacher
educators (personnel from colleges, schools, state departments of edu-
cation, professional organizations, and the federal government) stand
on the threshhold. Unparalleled opportunity lies before them.

If, however, the developing cooperative ventures do not produce
more competent and more effective teachers, then the efforts of teacher
educators in designing these programs will be for naught. Change for
the sake of change, because it is the thing to do or in order to keep up
with the Joneses, is sheer waste: an activity bordering on idiocy in this
time of ferment and opportunity. Erecting clear-cut, efficient admin-
istrative structures is certainly a step in the right direction; but simply
developing arrangements of administrative convenience is not enough.
The products of partnership programs must be superior to those turned
out by present conventional ones. These teachers must be more rational
and less emotional; more thinking and less mechanical; they must act
more as professionals and less as technicians. Clearly, the innovations
in teacher education must directly affect classroom practitioners and
those in the laboratory phase of teacher education programs. Making
changes in other portions of the program and hoping they in turn will
lead to change at this basic level is not sufficient.

Collaboration develops most readily in relation to student teaching
and other components of the laboratory phase of teacher education.
Teacher educators working in this portion of the program make their
most important contributions in the supervisory role. It is quite evident
that the guidelines for those in this position, no matter which institu-
tion or agency they represent, are not clear.

The Nature of Supervising

Supervising consists of a highly complex set of behaviors, requiring
special skills, understandings, and knowledge. Yet, when divested of
the trappings, the cant, and the mystique that ordinarily surround it,
supervising is nothing more nor less than teaching. Rather than attempt-
ing to establish two distinctly different forms of behavior, supervising
and teaching, it is useful to think of supervising as a special type or
subcategory of teaching. Viewing supervising in this way provides the
basis for the conceptualization, or as LaGrone pointed out, the recon-
ceptualizajon, of supervising, for everyone has a conception of super-
vising no matter how ill-defined or unsophisticated it may be. Accept-
ing the notion that supervising is a form of teaching is a first step. It is
a foundation upon which a rich and useful concept may be constructed.

Broadly speaking, supervising is undertaken for the purpose of
helping the student teacher and the classroom teacher grow profes-
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sionally as much and as rapidly as possible in the time available. The
purpose of teaching of any kind is to bring about learning. The basic
problem is to decide the direction of desirable growth, or what the
teacher is to learn. This means that supervisors must know and agree
on the behavior that the less sophisticated teachers must learn. Lack
of such specific goals causes many difficulties. Slightly different or
unclear goals are sources of disagreement and uncertainty. When this
situation prevails, cooperation is imperiled.

The activities of supervisors must be designed to help teachers
attain the goals that have been established. Supervising is essentially
a problem solving activity: it is a diagnostic, decision making process.
Many supervisors have found this to be an extremely useful model.
Its power lies in the fact that it provides an unsurpassed frame that
individual supervisors may easily use to scrutinize, analyze, revise, and
refine their own supervisory practices. It forces a rational approach to
supervising. Folklore and personal preference intuitively woven together
will not stand up when examined in this framework.

Supervisors must work within the situations in which they find
themselves, and no two situations are alike. This statement may appear
to be vacuous, but it is not. Effective supervisors recognize and adjust
their activities to fit changes in situations. Each newcomer to that set-
ting alters it, each new thing learned creates a different situation, and
each time attention is shifted from one goal to another the circum-
stances are changed. Among the other factors that must be taken into
account are expectations, perceptions, abilities, skills, understandings,
facilities, support, and time. Although there are other important fac-
tors that help establish the dimensions and structure of any situation,
a consideration of those presented points up the fact that effective super-
visingthat which produces competent, effective teacherscannot be
a routine series of actions mechanically repeated over and over.

Supervisors must focus their attention and activities on the central
matters of teaching. Recent research identifies and provides much more
accurate and detailed knowledge about these central behaviors such as
questioning, controlling, responding to questions, and so on. Too often
supervisors have given most attention to peripheral matters such as
dress, speech, gestures, and the like, to the detriment of the more central
concerns. The products of the program, the classroom practitioners,
tend to operate at relatively low levels of professional sophistication if
supervisors do not carry them beyond this level.

Using the problem solving model for supervising, and remember-
ing that supervising is a form of teaching, leads to two important and
interesting conclusions. First, an apprenticeship system is most in-
appropriate for teacher education. Merely modeling behavior upon
that of a "master teacher" is not the means for producing more than
marginally adequate teachers. A student teaching program or internship
based on this concept can only prepare teachers for the specific situation
in which their apprenticeship was conducted. They meet difficulty when

231



,

,

,

,

,

I

..

different situations are encountered, because the apprenticeship cannot
prepare them for all problems they must meet. A broader view of the
laboratory phase is necessary.

The second conclusion drawn from this concept of supervising is
that forgetting the instructional function or making it subsidiary to
evaluation imperils the total program. Devoting time and energy to
evaluating and grading rather than instructing is easily done. The
purpose of the laboratory phase of teacher education programs is to
help teachers become more competent and effective than they were;
that is, to change their behavior in certain specified ways. Evaluating
and grading assumes that they already know. Instructing assumes that
at this time they either do not know or cannot do. It further assumes
that they can learn how, given appropriate help and guidance. Evaluat-
ing and grading cannot be ignored or eliminated, the outstanding must
be recognized, and the incompetent must be weeded out. However,
evaluating and marking must not be allowed to squeeze out instructing
EtS the primary concern of supervisors.

i The Dimensions of the Laboratory Phase of Teacher Education
For a great many people the laboratory phase and student teaching

are synonymous. Their experience leads to the conclusion that, for all
practical purposes, student teaching is the laboratory phase of teacher
education. This restricted view has long been regarded as inadequate
by leading teacher educators. They do not deny the importance of
student teaching; rather, they see it as one component of the laboratory
phase. Other components include prestudent teaching observation and
participation experiences, an internship or other post-student teaching
experiences, and continuing education for in-service teachers. It should
be noted that these components form a continuum extending from early
in the teacher education program through most of the teaching career of
the practitioner. This arrangement indicates acceptance of the concept
that a teacher can always refine his skill and be more competent; he
never reaches and maintains the epitome. It gives particular importance
to the collaborative ventures for the continuing education of teachers.

1

I

1

Teacher educators--personnel from colleges, schools, state depart-
ments of education, professional organizations, and the federal govern-
mentwork in each of these components. This is especially true of
those in the supervisory role; hence, the importance of cooperation and
the development of partnership approaches. While the dividing line
between preservice and in-service teacher education is very real today,
it is an artificial boundary that may be overcome by using the continuum
model.

The laboratory phase draws upon the entire range of content of
teacher education. Content from the foundation areas of psychology,
sociology, and philosophy, from the academic disciplines, and from
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pedagogy must inevitably be included. More practice of skills already
learned and refined is not enough. Study, analysis, and innovation
culminating in instructional improvement are mandatory.

Dangers to Guard Against
The rapid spread of cooperativeventures provides an unmatched

opportunity for innovation in teacher education, particularly during the
laboratory phase. The settings for, the structure of, and the strategies
and practices employed in supervising preservice teachers and classroom
practitioners may be altered and new approaches tested. Those who
take the opportunity to innovate must grapple with several basic issues
and problems that, unless resolved, can undermine and destroy col-
laboration and rigidify current approaches. These are among the more
important:

1. It is easy to focus att.mtion on one facet or component of a program
and exclude the remainder from consideration. This often means
that something is added or revised without making appropriate ad-
justments in the rest of the program. The danger is that the labora-
tory phase, and even the total teacher education program, will be-
come a series of discrete, unconnected entities. Innovation may be
stifled and collaboration honored more in breach than in practice;
this is the current situation in all too many instances.

2. Danger resides in another common problem: that innovation may
largely be a matter of semantic change. If supervisory practice and
the experiences of teacher education students are not different
because of the innovation, those who have devised the change may
have engaged in an interesting exercise, but they have not improved
teacher education. Teacher educators and the products of the pro-
gram must behave differently from what they would had not the
innovation been introduced.

3. How can the full resources of the cooperating institutions and agen-
cies be brought to bear in teacher education in such a way that con-
tinued innovation is possible? This major problem arises flom the
fact that change in one part of the program requires modification
in other portions of it (see 4t1). Policies, structures, and pro-
cedures are developed to insure a smoothly running program.
Usually, however, innovation impedes the even flow of business.
Unless innovation is sustained, a program becomes moribund and
eventually collapses or must be resurrected in a major upheaval.
The cooperative arrangements that develop must not only allow
but encourage innovation without destroying themselves.

4. Another danger rests in a state of mind: that the answer to the
problems of teacher education exists. No such panacea is presently
available and probably never will be. Constant analysis, revision,
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and refinement are necessary. Believing that cooperation and col-
laboration bring the magic of the way carries the fruits of disillusion.
Teacher educators must be prepared for and seek new ways. Work-
ing together they must assume leadership in fostering continued
updating of the programs, policies, procedures, and practices that
are a part of their partnership ventures. The injection of nes points
of view, new content, new roles, and new approaches must be
encouraged. Fmding a nice safe niche can doom the teacher educa-
tion program to mediocrity by rzstricting and outdating the experi-
ences of those for whom it exists.

Descriptions of Innovative Procedures and Practices in Supervision:

The next portion of this section contains brief summary descrip-
tions of recent innovations or developments that provide a basis for
innovation in the laboratory phase of teacher education. These sum-
maries were prepared for presentation at the Workshop-Symposium.
While they reflect the individual perceptions and inclinations of the
authors, each may be used both as an intoduction to the topic and as
a source of ideas for teacher educators.

The eleven topics included in this section were arbitrarily chosen
as most current and most representative of present trends. The papers
may be grouped under three headings: settings, structures, and prac-
tices. However, that, too, is arbitrary since many overlap these artificial
boundaries. The authors are authorities, despite the disclaimers pre-
sented by some of them. All are experienced in the broad field of
teacher education, have been involved in cooperative ventures, and
are thoroughly acquainted with their topics both through experience in
the school setting and as a result of scholarly investigation. Their con-
tributions are a rich source of innovative ideas for the laboratory phase
of teacher education.
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PART II

Micro-Teaching: A New Framework
For In-Service Education

DWIGHT W. ALLEN
Associate Professor, School of Education

Stanford University

The micro-teaching structure is a scaled down teaching encounter
in class size and class time which has been developed in the Stanford
University Secondary Teacher Education Program. Class size is limited
to one to five students and class time from five- to twenty-minute
lessons. Micro-teaching can be used with or without videotape.

While micro-teaching was first developed for preliminary experi-
ence and practice in teaching and as a research vehicle to explore train-
ing effects under controlled conditions, the concept can be of service
to experienced teachers as a means of gaining new information about
their teaching in a relatively short time, and as a means of changing
teacher perceptions of their own teaching behavior. Realistic approxi-
mations to classroom conditions allow predictions of subsequent class-
room teaching to be made with a high degree of accuracy, for the stu-
dent are reacting and evaluating as real students, not role playing.
This constitutes a real teaching encounter, not one which is simulated;
it is only reduced in terms of students and time.

Micro-teaching may therefore serve a dual purpose; it may be
utilized in a diagnostic sense to ascertain specific problems in present-
ing curriculum, and it may be used in an evaluative sense to rate total
performance through the use of immediate student feedback. Previous
experiments have shown that student ratings of teacher performance
are more stable than other types of evaluation.

Experienced teachers may gain new insights through adaptation of
the micro-teaching model. Under the present framework, if a teacher
wishes to try a new approach in a particular lesson, he must wait until
the following year to test alternatives to that lesson. In micro-teaching,
the teacher can experiment with several alternatives with a limited num-
ber of students each time, with the opportunity for immediate evalua-
tion and additional trials. Following this limited application, the plan
can then be presented to the classroom. In this way, teachers may
experiment with new methods and new content without the risk of
defeating student learning and with much more satisfactory timing.
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The micro-teaching clinic is an effective stimulus for the improve-
ment of teacher performance after a performance plateau is reached
in early tenure. The most effective teachers attain a high level of per-
formance early in their careers. Unfortunately, they rarely have the
stimulus to further increase their competence. Providing them with an
opportunity to try new ideas easily and without risk to student learning
can be an important asset to professional development.

The uses of micro-teaching appropriate for in-service situations
follow.

The Teach-Reteach Paftern

By using a teach-reteach model, a teacher can use the experience
of teaching a lesson to an initial group of students to make changes
which can be immediately incorporated and taught to a different group
of students for comparative evaluation. The scaled down nature of
the micro-lesson makes such repetitions feasible and economical. By
using the teach-reteach pattern, specific teaching skills can better be
evaluated; content can be tested with one teacher practicing a new
lesson while the rest of the department uses this lesson as a basis for
critique and suggested alternatives. On the reteach, the experienced
teacher can test new ideas and methods determined by student reaction
and departmental suggestions, thereby improving both the quality of
content and mode of presentation.

Micro-Teaching as a Trial Framework for Team Presentations
Groups of teachers can experiment together with new techniques

in content or mode of presentation. Several teachers from a given
department can teach while the rest of the department uses their
presentation for purposes of evaluation. Perhaps several departments
might expand this experiment as a means for developing interdisciplinary
curricula.

Micro-Teaching as a Site for Trial of Instructional Level
It is often difficult to predict the instructional level of materials.

Even the most experienced teacher can make serious misjudgments
about student experience or maturity required to learn a given set of
materials. In some instances this will require the alteration of the lesson
materials. In other circumstances the lesson can be taught at another
level as indicated. In Jefferson County, Colorado, a lesson was de-
veloped for fifth- and sixth-grade students in science. In a trial of this
lesson in a micro-teaching situation, it was discovered that second-
grade students caught on to this lesson faster than did older students.
Micro-teaching provides good opportunity for such quick comparisons.
Obviously, there remained many questions concerning why and under
what circumstances the results would have differed. These questions
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could also be tested quickly in the micro-teaching structure where
immediate feedback is available, and the conditions could be altered
easily as desired.

Micro-Teaching for Pre-employment Prediction
Micro-teaching can serve as a framework for selecting or rating

experienced teachers seeking employment. An evaluation committee
could rate the teacher under "live" conditions instead of relying solely
on recommendations or grade-point average. This concept can be ex-
tended to include evaluation of current employees for possible pro-
motion. Under the present system, teachers are observed once or twice
a year and given a rating form or written recommendation which sig-
nifies competence. With the use of micro-teaching, teachers can be
observed frequently for brief durations of time, under controlled con-
ditions. With micro-teaching as a source of evaluative evidence, new
criteria for employment performance can be developed. For example,
it might be more noteworthy to judge how much a potential teacher will
be able to improve as a result of in-service supervision than to assess
current performance. Also as we learn to differentiate teaching roles,
micro-teaching situations can be devised to provide practice and evalua-
tion of specific competences.

Micro-Teaching to Train Supervisors
By focussing on specific techniquesdesired for experienced teach-

ers, supervisors can identify the necessary variables in training teachers
to improve their teaching behavior. The beginning teacher, for example,
is usually observed one full class period followed by a teacher confer-
ence. The new teacher receives a list of suggested changes, but the
supervisor has no way to test the results of the conference since there
is typically no effort to evaluate the application of supervisory sug-
gestions until months later, with different conditions in student reaction,
materials, or grade level. No one ever knows the results of supervision.

With micro-teaching, a beginning teacher is observed for a brief
lesson followed by a conference followed by another observation. Dur-
ing the conference, the trainee must absorb both the students' and the
supervisor's suggestions for improvement. During the reteach, the
supervisor can immediately evaluate the teacher's progress and under-
standing. All instruction and evaluation occurs within a relatively short
period. Experiments have indicated that a teacher should not be given
more than one or two specific points to concern himself with during
any one supervisory sequence.

There are many facets of supervision that can be studied using the
micro model: testing and looking at alternatives for supervision, varying
the time and length of visits, letting teachers select the time for super-
vision, experimenting with the concept that the quality of supervision
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improves with a reduction in the number of conference suggestions,
experimenting with or without videotape, studying and enumerating the
skills of teaching (identifying specific training protocols), using new
materials, distinguishing between behavioral objectives and pious
hopes, improving the ability to diagnose and state behavioral objectives,
and developing instructional techniques.

Micro-Teaching for Continuing the Supervision and
Evaluation of Beginning Teachers

This model lends itself to intensive supervision, immediate critique,
and opportunities to repeat the practice session if necessary. Micro-
teaching simplifies the complexities of teaching by isolating specific
variables in the total teaching act which can be identified and therefore
manipulated. It also provides greater control over practice in a wide
range of teaching situations, in a variety of pupil types and class com-
positions, and in the possible variation in amount of practice according
to individual needs. Micro-teaching increases the economy of super-
vision by increasing the amount of practice possible within a limited
period of time, requiring fewer facilities and pupils. It also anticipates
new alternatives in evaluation by providing good records of teaching
performance at periodic intervals under standard conditions and permit-
ting several judges to evaluate and reevaluate a single performance.

Micro-teaching can facilitate curriculum planning. If the cur-
riculum committee is working during the summer, then the micro-classes
should be utilized during the summer. Students could be hired and paid
out of regular district funds as part of the cost of curriculum develop-
ment. This would provide preclass trials of materials with the oppor-
tunity for trying and testing many alternatives.

If the curriculum committee is working on planning development
during the regular school year, then micro-teaching should be used a
few days before a teacher would normally be teaching the lesson. This
would be particularly useful for evaluation in team teaching situations.
Teachers could use their own students for evaluation purposes, but on
each occasion teachers should select different students from their classes
for trial runs. This provides the necessary random sampling and does
not unduly affect the learning of any one student. Great variety is
possible with only a few students.

The micro-teaching model can be used as a part of teacher work-
shops. The model can be adapted at any time during the workshops.
Students could be selected on a voluntary basis or hired. The im-
portant thing to remember is that adaptation of micro-teaching does not
take many students or complex logistics.

Micro-teaching successfully facilitates maximum flexibility in learn-
ing how to use new curriculum, in learning how to evaluate curriculum
and performance, and as a selection and prediction device. Micro-
teaching lends itself well to experimentation with practice and evaluation
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of several techniques: the teach-reteach pattern offers the opportunity
for immediate student reaction and feedback; team presentations can be
tested on a limited scale before postulation to the class; the model can
be adapted at different grade levels; a micro-teaching situation can pro-
vide information for determining the level where a lesson might be
most appropriately taught; preemployment and employment predic-
tions and ratings can be evaluated from several points of view; training
techniques can be developed for supervisors; continued supervision
and evaluation of beginning teachers can be increased.

Micro-teaching offers the opportunity for new insights and per-
ceptions of teaching behavior in presentation and evaluation techniques.
The model can be adapted to local needs in testing both immediate and
long-range goals in curriculum planning. Micro-teaching holds a ka-
leidoscope of opportunities for rethinking the basis of in-service edu-
cation.

-
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PART III

Simulation Techniques in
Teacher Education

PHILIP W. PERDEW
Professor of Education

University of Denver

Simulation techniques are of interest to teacher educators not onlyas a tool for research but also as a means of enriching, supplementing,
and replacing inadequate aspects of laboratory experience. They offer
an opportunity for the higher education institution to do better what itcan do bestabstracting, generalizing, and foundation-building. They
achieve their maximum potential in prestudent teaching-learning experi-
ences and may become a new kind of demonstration laboratory priorto student teaching.*

Laboratory experience in the schools has been encountering in-
creasing problems. School teachers are oriented toward teaching chil-
dren rather than young adults. Their responsibility has been first to
children, second to the school cystem, and a poor third to the college
student. The college instructor's responsibility has been first to the
student, second to the college, and lastly to the children. The college
student's role and r esponsibility has been divided between that of a
teacher in the school and that of a student in a college environment
with its social climate. Further, prestudent teaching laboratory experi-
ences of an excellent quality have become inzreasingly difficult to pro-
vide as top quality teachers have been absorbed into the increasing
ranks of supervisors and curriculum workers, as well as being more fully
utilized in expanded student teaching programs. A further limitation on
laboratory experience has been the increasing concern among school
people for public relations. Parents, feeling the urgency for excellence
in learning and teaching, have expressed opposition to the extensive use
of partially prepared and inexperienced college students in the class-

* In Section I Perdew defined simulation as "activities which are similar to teach-ing and observing, but which are not, in fact, carried on in the regular class-
room." This may involve "the use of 'new' media such as audio- or video-tapes of teaching situations, intermittent photography, and micro-teachingwith video playback." It may a'so include "more traditional approaches suchas the college student teaching his fellow students as if they were highschool pupils."
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room on anything more than an observing basis. School administrators
have reacted by curtailing the number of hours per day and/or the
number of weeks per year during which a cooperating teacher may have
a student observer, participant, assistant, or teacher.

Issues whicl, arise in the introduction or expansion of simulation
techniques, particularly when they involve the use of public school
facilities, or personnel, are listed below.

Control: Who shall decide the what and when of simulation? If a
videotape recorder is to be brought into the classroom, who shall choose
the situation to be recorded? What limitations, if any, shall be placed
upon later utilization of such tapes: limitations of time, place, and
audience?

Finance: Who shall bear the necessary cost of equipment and
services incidental to the use of simulation techniques? Shall school
teachers or pupils who are involved be paid, particularly if there is to
be extensive use?

Quality: Since an improvement in the quality of prestudent teach-
ing-learning experiences is the objective, how shall excellence be
achieved, and what are the criteria of excellence in these situations?

Selection: What kinds of experiences can best be simulated? What
kinds of experiences are better simulated than real?

Utilization: How can we use media with which we are remarkably
unfamiliar, such as videotape and computers? How can we build a
partnership with media people so that educational values can be fully
achieved and media potentialities fully drawn upon?

Evaluation: What criteria shall be applied to determine the extent
to which the simulation techniques are achieving our purposes?
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PART IV

Analysis Techniques and Teaching
EDMUND J. ADMIDON

Professor of Educational Psychology and Psychology
Temple University

In the past fifteen years, the interest shown in the analysis of teach-
ing category systems as research and teaching tools has increased tre-
mendously. There are now quit( a number of category systems for
analyzing verbal interaction in the classroom. One of the best known
and increasingly used systems is interaction analysis. This technique,
developed by Ned Flanders, refers to a system for recording and analyz-
ing classroom verbal behavior.'

Use of Interaction Analysis in Teacher Education and Supervision'
It appears that interaction analysis is a valid measure of teacher

behavior in the sense that interaction patterns are related to the atti-
tudes, perceptions, and achievement of children. Interaction analysis
can, therefore, be seen as a useful technique for gathering data in the
classroom.

The major potential of interaction analysis and other systematic
observational procedures is in the field of teacher education and super-
vision. Research on teaching can be made personally meaningful for
the teacher when he has a tool he can use to study his own teaching.

Most of those who have used interaction analysis in supervision
make the following assumptions: (a) a teacher must have the desire to
improve and be willing to change his behavior; (b) a climate of support
for the teacher must exist within the school; (c) a system which objec-
tively describes teacher behavior and can be used for feedback must be
available; and (d) the teacher needs to experiment with and practice
various teaching behaviors so that appropriate behaviors can be learned.

1 Amidon, Edmund J. Interaction Analysis: Recent Developments. Paper delivered
at American Educational Research Association, 1966. Philadelphia: Temple
University. (Mimeo.)

2 Amidon, Edmund J. Interaction Analysis: Background, Rationale, and Applica-
tion to the Improvement of inshuction. Paper presented at Administration
Institute on the Process of Instruction, Queens College. Philadelphia: Temple
University. Undated. (Mimeo.)
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Development of Interaction Analysis as an Observational Tool'
Interaction analysis was developed and refined by Flanders in the

early 1950's. The early research on interaction analysis was designed
to relate children's attitudes to patterns of teacher behavior. Flanders
found that pupils of teachers who were observed to be indirect had
more positive attitudes than pupils of teachers who were perceived by
observers to be direct. These findings indicated that pupils of indirect
teachers were more interested in subject matter and liked the methods
used by their teachers better than students of direct teachers.4. 8' 8

The results of this early research support the validity of interaction
analysis as a procedure for predicting the general attitudes of children
in a particular classi ',,.;m.

The next research effort undertaken by Flanders and his associates
was designed to determine the relationship between teacher behavior
and student achievement. Several large studies were conducted both
in a controlled laboratory setting and in normal classroom situations.
All of these studies were carried out at the junior high school level and
involved the teaching of social studies and mathematics.

In the first of these studies Amidon and Flandere found that
dependent-prone eighth grade students who were taught geometry by
indirect teaching methods learned more than dependent-prone children
taught by direct methods.

In a large scale study, Flanders" isolated, for purposes of analy-
sis, junior high school teachers whose pupils learned the most and the
least after a two-week experimental program in social studies or math-
ematics. Teachers of the higher achieving classes were found to differ
from teachers of the lower achieving classes in the following ways:
(a) they used five to six times as much acceptance of student ideas
and encouragement of student ideas; (b) they used five to six times
less direction and criticism of student behavior; (c) they talked ten
percent less; and (d) they encouraged two to three times as much
student initiated talk.

3 Amidon, Edmund J. Using Interaction Analysis at Temple University. Paper
presented at Conference on the Implications of Recent Research on Teach-
ing for Teacher Education, Rochester, New York, 1966. Philadelphia:
Temple University. (Mimeo.)

4 Amidon, Edmund. "The Observational Technique of Interaction AnAysis Ap-
plied to the Classroom: Procedures and Limitations." Paper read at the
annual meeting of The American Educational Research Association, Chi-
cago, Illinois, February 1963.

5 Amidon, Edmund, and Flanders, Ned A. The Role of the Teacher in the Class-
room. Minneapolis: Paul S. Amidon and Associates, 1963.

8 Flanders, Ned A. Teacher Influence, Pupil Attitudes and Achievement. Pie-
publication, Cooperative Research Monograph, Cooperative Research Project
No. 397, U.S. Office of Education, 1962.

7 Amidon, Edmund, and Flanders, Ned A. "The Effects of Direct and Indirect
Teacher Influence on Dependent-prone Students Learthng Geometry."
Journal of Educational Psychology 52:286-91; 1961.

8 Amidon and Flanders, op cit.
8 Flanders, op. cit.
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Similar results to those found by Flanders between teachers of
high achieving pupils and those of low achieving pupils were found
by Amidon and Giammatteo when they compared thirty superior
teachers with one hundred fifty randomly selected teachers in elemen-
tary schools. The thirty superior teachers were nominated by their
superiors and administrators."

Since all of this research appeared to have implications for teacher
education, Flanders instituted an in-service program in which interaction
analysis was taught as an observational tool. The in-service program
was able to effect observable changes in teacher patterns of verbal
behavior. In general, at the end of the expethnental in-service program,
these teachers evidenced more encouraging and accepting behavior
and were less critical and more indirect than they had been at the
beginning of the experiment."

Kirk conducted a study with student teachers in elementary educa-
tion in which he taught interaction analysis to an experimental group
and compared this group with student teachers who had no interaction
analysis. He found that the experimental group talked less, had more
pupil initiated talk, and more often .4ccepted pupil ideas than student
teachers in the control group.12 Zahn found that student teachers who
learned interaction analysis developed more positive attitudes toward
student teaching than did a control group of student teachers who were
not taught interaction analysis.'s

Little, if any, systematic research has been done on the training
of supervising teachers to supervise student teachers. However, the
recent work of Medley and Mitzel" and Zahn'''. does suggest that there
is a relationship between the behavior and attitudes of supervising
teachers and growth in student teaching. While they found that the
effect of the college supervisor on the student teacher was slight, the
influence of the supei vising teacher and the classroom situation
appeared to be great. These are fertile areas for further research.

10 Amidon, Edmund, and Giammatteo, Michael. "The Verbal Behavior of Su-
perior Teachers." The Elementary School Journal 65:283-5; February 1965.

11 Flanders, Ned A. and others. Helping Teachers Change Their Behavior. A
monograph made possib'e by two grants from the U.S. Office of Education
Project Numbers 1721012 and 7-32-0560-171.1., The University of Michigan,
Ann Arbor, April 1963.

12 Kirk, J. "The Effects of Teaching the Minnesota System of Interaction Analy-
sis on the Behavior of Student Teachers." Doctor's Thesis. Philadelphia:
Temple University, 1964.

13 Zahn, R. "The Effect of Cooperating Teacher Attitudes on the Attitudes of
Student Teachers." Glassboro, New Jersey: Glassboro State College, 1964.
(Unpublished.)

14 Medley, D. M., and Mitzel, H. "Measured Changes in Student-Teaching Be-
havior." Improvement of Student Teaching. Edited by H. Schueler, M. Gold,
and H. Mitzel. Hunter College of the City University of New York; Project
730035, Educational Media Branch of the Office of Education, U.S. Depart-
ment of Health, Education and Welfare.

15 Zahn, op cit.
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Interaction Analysis in Student Teaching"
Research underway at Temple University uses interacfion analysis

for recording categorizing and tabulating verbal teaching behavior
into a meaningful pattern for both student teachers and supervising
teachers. The research conducted thus far suggests such positive effects
on teaching behavior 2S (a) the student teacher talks less, and pupils
talk more; (b) student teachers develop more skill in the use of teach-
ing questions; and (c) more pu;s1 crr-ativity is observed. More impor-
tant, the research indicates rath:r clearly that student teachers, as well
as supervising teachers, develop new insieits into die teaching act and
new abffity to look more objectively at their own teaching behavior.

To achieve these results, student teachers and supervising teachers
both must be taught the rationale and terminology of the system to be
used so that they "speak the same language." Skill sessions are needed
so that student teachers are helped to make use of the analysis skill
to move in the direction desired for improvement. It is not enough
for the student teacher to know that he is behaving in too "direct" a
manner; he must also be helped to adopt new approaches to his teach-
ing which are more "accepting" and "encouraging" to his pupils.

Is Tabarlet, B. E. Report of Study Group X: Analysis Techniques and Teaching.
Unpublished notes from AST-AACTE Summer Workshop-Symposium, In-
diana University of Pennsylvarls, 19(6.
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PART V

Analytical Conference for Supervisors

DOROTHY MCGEOCH
Professor of Educadon

Teachers College, Columbia Univeisity
and

Rum HEIDELBACH
Teachers College, Columbia University

One of the major tasks of thosc who prepare teachers is helping
the beginner to improve his teaching behavior. The procedure most
often used is to observe the teaching of the student teacher and then
to discuss hiE performance with him in a conference situation. Very
little is known about the nature of this individualized teaching of stu-
dent teachers, or about the relationship which may exist between the
conference discussion and subsequent teaching behavior.

The student may, in fact, have considerable difficulty in accepting
the supervisor's interpretation of his teaching behavior. This is espe-
cially true when the college supervisor makes only relatively infrequent
visits to the classroom and cannot be fully aware of many of the factors
which operate in the particular situation. Even greater difficulty may
be experienced, however, when the student attempts to act on the
supervisor's suggestions without a clear conception of their implications
for specific behavior or without a firm conviction that the recommended
procedures are possible or appropriate in the particular situation.

The individualized teaching which takes place in the supervisory
conference tends to rely upon eying general rather than specific help,
and upon the subjective rather than the objective analysis of perform-
ance by student teachers. Emphasis tends to be upon emotional climate
in the classroom, on rapport between pupils and student teachers, and
on personality factors. Desirable as these emphases are, they have
often been disproportionate in relation to other dimensions of the
teaching-learning situation. That practice can be justifiably so charac-
terized is not due to unwillingness nor to lack of concern in those who
work with student teachers. It is clearly due to lack of knowledge of
how to work with student teachers on some important dimension of
their teaching.

One such dimension is the verbal teaching behavior of the student
teacher, and recent research has begun to provide tools for the analysis
of such behavior. The use of a system of analysis during supervisory
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conferences can substantially change their character and effectiveness.
Preliminary results from a study now in progress indicate that typical
supervisory conferences are devoted largely to descriptive discussions
of students' teaching, with somewhat less than one-third of the super-
visor's talk classified as focussing or prescriptive behavior. When a
system of analysis was used, however, the descriptive category dropped
to less than one-half of the total, and somewhat more than a third of
the supervisor's talk involved helping the student to focus on specific
aspects of his own behavior.

A similar analysis of the substantive areas discussed by the super-
visor in a conference with the student teacher revealed that about one-
third of the talk was devoted to the teaching behavior of the student
teacher in the typical conference, while in the conference concentrated
on an analysis of teacHng, more than two-thirds of the discussion was
centered on such behavior. If the purpose of conferences is to help
the student to improve his teaching behavior, it seems evident that the
use of a system for analyzing such behavior can have a significant
influence.

A major difficulty in using a system of analysis in supervisory
conferences has been the complexity of the systems which have been
developed for research purposes and the difficulties of training super-
visors and student teachers in their use. Systems which can be learned
and used within a reasonable time are being developed. Elements from
several systems may also be adapted to any one situation.

Electronic devices are being perfected which make it compara-
tively easy to record verbal and non-verbal teaching behavior as it
occurs in the regular classroom. Kinescopes, tape recordings, and 8mm
film can provide the basis for a supervisory conference focussed on
the student's teaching behavior. An enalysis of questions asked, of
level of cognitive activity induced, of proportion of pupil and teacher
talk, or of distribution of pupil participation becomes possible. Through
careful analysis of present practice the student is led to make commit-
ments to changed behavior. He is then helped to explore the implica-
tions of his commitment and given help in designing the most effective
means of achieving the desired ends. Subsequent class sessions provide
evidence of the extent to which the plantai behavior was carried out
Future conferences continue the analysis and provide for increasingly
appropriate commitments.

If the student teaching experience is to reach its full potential as
a means of providing the neophyte teacher with an opportunity to learn
from experience, improved means must be found to enable him to
achieve the desired learning. One productive direction for practice and
research would seem to be the systematic analysis of teaching behavior
during the planned supervisory conference.
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PART VI

The Building Approach to Student Teaching

ELMER J. SCHACHT
Assistant to the Dean, College of Education

Wayne State University

The building approach to student teaching is a flexible program
that will provide an individualized student teaching experience for each
prospective teacher. It is basically a form of team supervision that
utilizes the full resources of a school staff in conjunction with the
supervising personnel from the college. The building approach is a
truly cooperative school-college partnership with a close professional
relationship that includes cooperative planning of structure, policies,
&cement, selection of supervising teachers, supervision, and evalua-
tion. It is designed to provide the maximum amount of individualization
of the student teaching experience. The pattern which has emerged is
one that insures continuity despite changes in personnel. Thus far,
only elementary school student teachers have been included in the
building approach.

The building approach to student teaching has been developed
within the framework and principles that are prerequisites to the cente r
approach to student teaching. Thus, it is under the general guidance
of a coordinating group, called the Teaching Campus Coordinating
Council. This Council is responsible for the general policies and opera-
tion of the center. The membership of this Council includes a cortege
advisor (a graduate faculty member), the school advisor (the director
or coordinator of elementary education), the college supervisors, "nd
the principals of the elementary schools in which student teachers are
placed.

The Council meets quarterly and at the call of the chairman who
is selected by the Council members from among the principals.

Functioning under the general guidance of the Council are the
Building Supervisory Teams. Each Building Supervisory Team includes
the principal of that particular elementary school, the college advisor,
the school advisor, the college supervisors, and the teachers in that
building who at that particular time are supervising student teachers.
The Building Supervisory Teams determine student teaching policy
consistent with the Coordinating Council policy for the entire center.
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In the building approach student teachers are assigned to a build-
ing rather than to a supervising teacher. Assignment within the building
is determined by the Building Supervisory Team. This Team, under
the chairmanship of the principal, meets four times each quarter (more
frequently if needed) to evaluate the professional growth of each
student teacher and plan appropriate experiences to promote further
growth.

All of the members of the staff in a building are encouraged to
make their particular professional strengths and skills available to the
student teaching program. With the full resources of the staff available
to provide the kinds of experiences that will enable each student to
develop his potential to the maximum, the Building Supervisory Team
can exercise much latitude in designing the experience of a particular
student teacher. A student teacher may remain with one supervising
teacher in one classroom in the conventional manner for his entire
student teaching experience; he may remain with one teacher for part
of the day and work with one or more other teachers for the remainder
of the day; another may work in a team teaching situation; while still
other students may have relatively short periods of experience with
special teachers. The progress of each student teacher and his needs
as seen by the Building Team determine the kinds of experience which
will be scheduled.

In this approach to student teaching, the college supervisor
observes the student teacher throughout the quarter, working directly
with the student teacher and the teacher who is in the role of super-
vising teacher at any particular time. His analyses of observed behavior
and those of the supervising teacher are shared with the members of
the Building Supervisory Team as they meet to assess areas of strength
and weakness and to determine those experiences deemed best for each
student teacher.

The Building Supervisory Team not only evaluates the progress
of each of the student teachers in the building periodically, but is also
responsible for the final evaluation. The final meeting each quarter
results in a written, narrative evaluation for each student that is a
candid picture of the level of his achievement and teaching skill in
classroom situations as seen from the several vantage points represented
on the Building Team.

The following points are emerging as characteristics of the build-
ing approach as it matures.

A continuous, flexible, and individual program is insured for each
student.

A much greater variety of experiences is available to enrich and
give depth to the student teaching program of each student.

The role and responsibility of each of the team participants are
becoming clarified. This is particularly true for the principal whose
tole is unique in this approach.
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With the complete involvement of a building staff, a greater com-
mitment to teacher education is exhibited.

Building Supervisory Team meetings hold great potential for
in-service education.

The depth and quality of analysis of the teaching act is becoming
appreciably more professional.

College personnel are becoming more involved in the public schools
in other ways than in the student teaching program.

Public school personnel are becoming more involved in the pro-
grams of the college.

The building approach to student teaching is certainly not the
solution to all of the problems inherent in student teaching. However,
it seems to be a way in which school and college personnel can coopera-
tively work together to provide a more effective and appropriate program
for student teachers.
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Team Supervision

PART VII

G. BRADLEY SEGAR, JR.
Assistant Professor of Education

University of Pittsburgh

From the point of view of school-university partnerships in super-
vision, this decade may well be called the soaring sixties. Videotape
recording, computer analysis of data, and the beginnings of a theory
of supervision have combined to create new and exciting possibilities
for classroom supervision. The spread of team teaching and the increas-
ing pressure for modern curritula and teaching methods have resulted
in a dramatically increased demand for a quantity and quality of class-
room supervision surpassing what most school districts and universities
have traditionally provided. Team supervision is one way in which that
demand can be and is being met.

Quite naturally, innovations in classroom supervision have ap-
peared firEt in programs for preparing new teachers, in school systems
that have been reorganized to offer team teaching or nongraded classes,
and in schools and universities that have become partners in research
on teaching. Let us see how team supervision can make a useful con-
tribution in each of these areas.

The preparation of new teachers can be accomplished in a great
many ways, some undoubtedly superior to others. No matter how this
preparation is achieved, one of the major goals of the teacher education
program is that the new teacher develop a professional identity. He
must come to think of hhnself as a teacher, not merely as a student
of teaching. Therefore, most such programs emphasize student teaching
as a means of developing professional identity. The chief danger in
student teaching is that the teacher may learn to teach badly rather
than well. Consequently, more supervision is provided at this stage of
his teaching career than he is likely to receive at any other time.

Supervision of beginning teachers is extremely difficult to do well
for several reasons. First, there is no general agreement concerning
what is good teaching and what is not. Second, the changes a student
must make in developing a professional identity often require major
adjustments in the teacher's perception of himself as a person and in
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his perception of the effects of his actions on other people. Third, the
new teacher is usually ignorant of so many things that are important
in teaching that he tends to be overwhelmed by the number of thingsto be learned all at once when he begins to teach. He is likely tobecome dependent on the college supervisor, master teacher, or super-
vising teacher for suggestions and for evaluations of his progress. Such
dependence interferes with the new teacher's development of skills in
self-evaluation and in self-direction in teaching.

Team supervision can make a contribution to the removal of each
of these obstacles. When more than one person is involved in super-vision of the new teacher, different opinions of what constitutes good
teaching can be discussed more freely than when only one person
supervises. If the new teacher becomes a part of a supervision team
that works with another new teacher, he becomes more aware of the
adjustments in perception that are called for in new teachers and mayincrease his motivation to make adjustments in his own perceptions.
When he sees that other new teachers share many of his problems and
face other problems he has already solved or been immune to, he may
learn to accept his successes and failures more realistically. By observ-ing other teachers as a member of a supervision team, the new teacher
has opportunities to develop skills in observation and analysis of teach-
ing. These skills will be useful to him when he discusses his own
teaching with members of a supervision team. As the new teacher
learns some of the supervisor's skills in the analysis of teaching he
prepares himself to enter the dialogue of supervision as a colleague
rather than as an inferior. Thus, he assumes more responsibility for
the analysis of his own teaching and for planning improvement in his
teaching, and he becomes more autonomous and better able to evaluate
critically the suggestions offered by the supervision team.

When school systems are reorganized to offer team teaching or
nongraded classes, even the experienced teachers need additional train-ing and supervision. Team teaching, by its very structure, suggests
possibilities for team supervision. In team teaching the responsibility
for planning, instruction, and evaluation is closely shared by a group
of teachers or by a group of teachers and a supervisory team leader.
It is logical that each member of the team share in the responsibility
for supervision of the work of the entire team.

In a nongraded organization there is likely to be much movement
of pupils among groups based on individual needs and achievements.
Consequently, there is likely to be a greater need for joint planning
and joint evaluation in a nongraded organization than in a graded
organization. Team supervision is a logical structure for supervision
whenever teachers plan and evaluate together. It can be especially
helpful when teachers are learning new roles.

Few teachers are prepared to conduct research in their classrooms.
Only a minority of teachers can interpret and evaluate research satis-
factorily. Unfortunately, there are even many supervisors who lack
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understanding of an experience in educational research. Because team
supervision provides for role specialization among the team members,
it may be possible to include on every supervision team at least one
member who is competent to conduct, interpret, and evaluate educa-
tional research in such a way that the research will be of real benefit
to teachers with whom the supervision team works.

I
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PART VIII

The Clinical Professor and Joint Appointments

JOHN SUTTLE
Associate Professor of Education

University of Oregon

The purpose of this presentation is to examine the concepts of
clinical professor and joint appointments in the context of cooperative
school-college ventures. Specifically, it is designed to raise questions
and issues. The topic will be approached from two directions: the
teacher education program and the organizational position.

Teacher Education

One way to bring joint appointments into focus is to view them
from the perspective of institutional responsibilities for the education
of the teacher. Much of the professional literature during the past
decade has been devoted to the idea that the preparation of teachers
is a joint responsibility of the college and the public schools. Unfortu-
nately, in many cases the acceptance of joint responsibility has been
more verbal than actual. At least part of the difficult arises from the
meaning given to the concept of "joint responsibility."

Robert Bush16 has separated the teacher education program into
the following components: (a) general, liberal education; (b) special-
ized knowledge in a particular subject-matter discipline; (c) relevant
knowledge from behavioral sciences; (d) relevant knowledge from the
humanities and sciences; (c) application to role of school in society;
(f) educational applications of behavioral sciences; (g) educational
application to school curriculum and method; and (h) practice. Items
(e), (f), and (g) are normally considered the professional education
phase of the teacher's preparation. During this phase he is developing
professional attitudes, acquiring knowledge needed for making teaching
decisions, and identifying appropriate teaching behaviors. The teacher
draws upon all aspects of his preparatory program during the period

16 Bush, Robert N. "A Schema for Teacher Educat;on." Teacher Education:
A Reappraisal. (Edited by Elmer R. Smith) 1962. pp. 183-95.
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of practice, synthesizing them as he attempts to develop the highest
degree of skill possible. Regarding practice (Item h) Bush states:

Here in practice the embryo teacher, under the direct and
continuing supervision of experienced masters, begins to teach,
to apply what he has learned. In the beginning, this practice takes
place mainly under the aegis of the college and university, and
under as nearly ideal conditions as possible. Gradually as the
neophyte's skill becomes more established, he moves his practice
out into the regular arena of school life in the community. Over
a period of time the main responsibility for preparation moves
from the collegiate institution to the school where the beginning
practitioner is employed. Thus a third phase of the program of
teacher education begins and continues as long as the teacher
teaches."

There is a gradual shift in responsibility for teacher education as
the teacher moves through the preparation programfrom almost
complete college responsibility to a joint college-school responsibility
to a school responsibility. Difficulties arise concerning how, when, and
to what degree responsibility phases from one agency to the other.
For example, during student teaching who is responsible for providing
maximally effective supervision? Who should shoulder the financial
burdenthe college, the school district, or as L. 0. Andrews recom-
mends, the state or nation?

Joint responsibility during the practice phase of the preparation
program has created a need for joint appointment. The "clinical pro-
fessor" is one such arrangement. Quotation marks are placed around
clinical professor because of the use of the term in the context of joint
appointments of public schools and colleges. It so happens that two
colleges in Oregon have "clinical professors" who are appointed jointly.
Each is a different arrangement, however, and both are dissimilar to
James B. Conant's concept of the position. As I understand Conant's
idea of a clinical professor, this person might hold a joint appointment,
but he is more likely to hold appointments in different departments or
schools within a university rather than an appointment with a public
school and a university. One of the difficulties in discussing "clinical
professors" in this presentation is caused by different conceptualizations
of the po3ition. As a matter of fact, after examining the role of the
clinical professor at the University of Oregon, some are apt to say that
he is nothing more than a resident coordinator. We may progress
further if we consider joint appointments as our concern rather than
focussing on the clinical professor as such, except as he is part of a
school-college cooperative venture.

17 /bid., p. 194.
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Joint Appointments as an Organizational Position
One means of loolmg at joint appointments is as an organizational

position. Organization should facilitate achieving the objectives of a
teacher preparation program. Examination of problems arising in a
given organizational setting can give clues to organizational change and
redefinition of roles. To illustrate, let me use the University of Oregon
as an example. During the past several years, university faculty has
become aware of the lack of high quality supervision in student teach-
ing. An excellent classroom teacher is not necessarily a good supervisor.
Competence in supervisory skills can be learned, but the provisions for
effectively creating a setting for the acquisition of these skills have not
been satisfactorily developed.

Another difficulty associated with the student teaching phase of
teacher education programs resides in the fact that supervisors from
both the school and the university have assumed responsibility for the
development of the prospective teacher's competence. Difficulties arise
from the lack of clear role definition of those involved. Supervisors
from both institutions are assuming the role of "shaping" the prospec-
tive teacher's behavior. In this situation it is not uncommon for one
supervisor to observe and decide upon one approach to helping the
student while another supervisor is pursuing a different means. The
two supervisors may have equally good approaches; they simply maybe taking different routes toward the same goal. When this occurs,
confusion may well result for the one being helped. The student
wonders whose suggestions he should follow. Most likely, since teach-ing is such a complex activity, the two supervisors are looking at dif-
ferent aspects of the teaching act and attempting to provide help. The
question arises of how many aspects of the teacher's behavior can beworked on at the same time without confusing and frustrating the
prospective teacher.

Because of the lack of clear definition of the roles to be assumed
by the university supervisor and the supervising teacher, each may
assume that the other is looking after certain aspects of the student's
development. It is not infrequent that one hears the supervising teacher
ask, What does the University of Oregon expect of me?

Yet a further factor clouds the situation with two supervisors
working to upgrade the student's teaching ability, and that is the threat
to the supervising teacher arising from the university supervisor's
entrance upon the scene. This threat seems to grow out cf the fact
that the university has the basic responsibility for the education of
prospective teachers and therefore has a highly competent staff steeped
in theoretical knowledge. Consequently, the public school teacher may
feel that the university staff member coming into the situation may
observe something which is theoretically poor teaching. While most
university supervisors attempt to guard against behavior that may
threaten the teacher, feelings of insecurity, seem to prevail.
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A number of alternative solutions were examined in the light of
the reality of our setting and a joint appointmenta "clinical profes-
sor"was the end product. The specifics of the organization can be
examined else where.'8 The point here is that a change in organization
the creation or elimination of positions and the. redefinition of roles
can be a means of facilitating the achievement of objectives. A joint
appointment for the sake of a joint appointment is of little value. The
joint appointment must be developed because it meets the needs of the
0; ganization.

While the discussion thus far has considered the problems of
teacher education from the college viewpoint, it must not be forgotten
that the joint appointment is a position in two organizations. Joint
appointments also must serve the needs of the public school organiza-
tion. Additional problems and issues arise from the fact that the joint
appointment position is a part of two separate organizations. Each
organization has its own set of objectives, and although the objectives
may be overlapping and mutually supportive of each other, the college
and the public schools differ on the priority of emphasis they give to
certain objectives.

The Task Ahead

These brief remarks are not meant to be a definitive analysis of
the topic of joint appointments and clinical professor; rather, the hope
is that they serve as a beginning point in identifying and thinking
through some of the problems and issues that surround this area. Joint
responsibility of colleges and public schools for teacher education is
an established fact in our world today; consequently, it behooves us
to explore the joint appointment as a means of making the cooperative
venture maximally productive.

18 Scrivner, A. W. and others. "Action Programs of lnservice Fducation." Forty-
Fifth Yearbook of the Association for Student Teaching. 1966. pp. 87-91.

257

i



r--

PART IX

Designing Effective Internships
In Teacher Education

HARRISON GARDNER
Assistant Professor of Education

Purdue University

The Development of Internships
The problems encountered by neophyte professionals and thedemands of social and scientific changes, together with a severe teacher

shortage, have led to innovations in teacher education progams. Manyof these new programs require five or more years for completion,
including a period of paid internship.

The Master of Arts in Teaching (MAT) is one type of five-yearteacher education program that was designed to recruit teachers in
secondary education and improve the preparation of teachers. TheMAT can probably be said to be, as Paul Woodring stated:

The first pr gram for high school teachers that rests upon
some clear-cut assumptions about high school teaching is diztinct
from .both elementary and college teaching. Those who designed
the program rejected the college-teacher theory that academic
sch3larship is the only essential for teachers. They aiso rejected
the teachers-college view that a program for secondary teachers
should be similar to that for elementary teachers, but with a little
more emphasis on the major."

In general, these programs require four years of some kind ofliberal studies, including a strong academic major, p/us a fifth year
consisting in part of professional courses or seminars and an internship,
and in part of academic specialization at the graduate level.Most of the current teacher education internships in the Unitcd
States were established during the last two decades; a large percentagefollow the MAT pattern. Other internship programs were designed
primarily to extend the professior Al laboratory experience, during which

19 Woodring, Paul, "The Need for a Unifying Theory of Teacher Education,"Teacher Education: A Reappraisal. (Edited by Elmer Reia Smith.) NewYork: Harper & Row, 1962.
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1 the teacher candidate could assume greater professional responsibility
than during student teaching. Within this arrangement the student was
provided an extended, supervised practice period during which he could
apply and test theoretical insights.

In a paper prepared for delivery at a National TEPS Conference,
Shaplin outlined several interests and signiicant characteristics of
teacher education internships developed during the last ten years:
(a) the intern has greater responsibility when he is teaching, but has
less professional preparation for intern teaching; (b) the intern spends
less time teaching due to a heavy course load; (c) the internship is
not a sequel to professional preparationit is the very essence of the
preparation; (d) the internship is an alternative to traditional teacher
education, not a culmination; (e) and the programs are apparently
based on the academic structure of the college and the nature of its
relationship with the local schools.

The Structure of Internships

Current intern, fifth-year, and MAT programs follow the same
general pattern in the number of credits to be earned and the length
of the total experience. But, within this general pattern, a very wide
variety of experiences are provided. Most of these programs consist
of two summers and an intervening academic year beyond the bach-
elor's degree, with the internap included during a part, or all, of the
academic year.

During the first summer any one, or a combination, of the follow-
ing courses and professional experiences may be included during the
beginning phase of the fifth-year internship: (a) orientation to teaching
and the internship operation; (b) observation-participation in a dem-
onstration summer school; (c) three to nine credits in an academic
teaching area; (d) three to nine credits in professional education
courses; (e) observation-participation-student teaching in a summer
school program (in only a few programs); (f) observation-participa-
tion, but no student teaching, in a university laboratory school; or
(g) very limited student teaching. Some of the institutions providing
professional laboratory experiences also hold a weekly seminar designed
to relate theory and classroom experiences. This first phase of these
programs varies in length from one or two weeks to a full summer term.

During the following academic year, the student is placed in a
school for one semester or a full year. In most cases, he has a reduced
teaching load of one-half to four-fifths that of a full-time teacher. In
a few teacher education programs the interns teach only one hour per
day during we first of a four-semester internship, and a few programs
require full-time teaching during a full year of internship. The interns
receive a salary based on the beginning teacher's salary, paid by the
local public school or a supporting foundation. Supervision of interns
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is provided by persons in a variety of positions in the local public
schools: teachers, administrators, regular supervisors, or specialists (in
a minimum of cases) who have received special preparation in super-
vision of interns. In a few cases, those responsible foi supervision have
been granted free time to assume this responsibility. The sponsoring
teacher education ;nstitution also provides supervision of interns, but
often only a minimum number of visits are made to the schools where
interns are assigned.

During the second summer of enrollment, following the internship,
the student normally completes the lequirements for a master's degree
and/or a teaching credential. This usually requires the completion of
six to twelve credit hou3 in the student's major academic area or in
professional education.

Another type of internship in teacher education has been estab-
lished within the last decade: a five-year sequence leading to a teaching
credential and the bachelor's degree. Other types of internships exist
but are not common.

The Development of a Unifying Theory
Diversity and variety in program designas a manifestation of

adequate flexibility is a strength, especially when the need for program
innovation is great. However, I. . day teacher education institutions have
been experimenting with internsuips for ten years or more. Today there
is a need for stability and program improvement to establish a basic
design for internships in teacher education which is most effective and
within which alternative and innovative methods, procedures, and prac-
tices can be utilized in the interest of program improvement. To aid
in achieving this, The Association for Student Teaching appointed a
Commission on Internships in Teacher Education. An initial step taken
by the Commizion was to develop a definition on teacher education
internships. The working definition under consideration is as follows:

The internship in teacher education is an integral part of the
professional preparation of the teacher candidate, having been
preceded by successful observation-participation and student teach-
ing experiences in a school classroom; is planned and coordinated
by the teacher education institution in cooperation with one or
more schoolz; during which the intern is (a) contracted by and
paid by a local school board, (b) assigned a reduced teaching load
for a school year, (c) enrolled in college courses that parallel his
professional experience, and (d) supervised by a highly competent
teacher employed by the cooperating school who is recognized for
his supervisory capacity and assigned released time to devote to
the supervision of interns, and by a college supervisor who
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makes periodic observations and works closely with the school
supervisor."
Before this definition is accepted by those responsible for devel-

oping and modifying teacher preparation programs, certain problems,
issues, and concerns must be resolved. The following controversial
points need discussion and clarification.

1. Should the internship be preceded by well-defined professional
laboratory experiences?

a. What kinds of experience and how much?
b. Need the intern have completed a sequential program of

professional studies and clinical experiences over a three-
or four-year period of time prior to the internship?

2. What kinds of relationships between teacher education institu-
tions and schools facilitate internship programs?

a. Are new kinds of arrangements needed, changing tradi-
tional roles and responsibilities of institutions and schools
designing and implementing programs?

b. What kinds of preliminary discussions, planning, and agree-
ments between schools and institutions are needed to
facilitate internships?

c. Who should assume major supervisory responsibilities?
d. Should the university supervisor provide direct supervision

equivalent to that of the school supervisor?
e. Should the supervisor have special professional preparation?
f. What kinds of arrangements will facilitate screening of both

interns and school supervisors as the program progresses?
g. What types of assistance should the university provide

supervisors, interns, and the school during the internship
period?

h. What kinds of licensing or certification arrangements are
desirable for interns?

i. How much released time should the school supervisor
receive to work with interns?

j. How much salary should the intern and school supervisor
receive? Who should pay their salary?

k. What kinds of experiences should the intern teacher receive
in the scl ool to which he is assigned?

3. How can theoretical studies be related most meaningfully to
internship experiences?

a. What areas of knowledge, kinds of college courses, and

20 Association for Student Teaching, Commission on Internships in Teacher Edu-
cation. "A Working Definition of Internships in Teacher Education." The
Association, August 1966.
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professional laboratory experiences should precede the
teaching internship?

b. What areas of knowledge, kinds of college courses, and
other experiences do interns need during the internship
period? How shall they be related?

c. What kinds of research studies should be conducted to
evaluate the internship experience?

The Task Ahead

Each of the questions should be given careful consideration in the
interest of establishing a well-defined framework or theory that will
serve as a guide in the development and improvement of internships
in teacher education. The task of improving teacher education pro-
grams can be achieved if those involved will striva toward establishing
a unifying theory of teacher education and develop a schema for estab-
lishing desirable relationships between teacher education institutions
and public schools.
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II

PART X

Prestudent Teaching Laboratory Experiences

E. P. ORT
Director of Professional Laboratory Experiences

Indiana State University

Prestudent teaching laboratory experiences will more likely achieve
their potentially high level of significance when they are pursued within
a systematic, organized, logically developed frame of reference. They
need to be based on a sound and consistent rationale. They should
have a discernible structure and should be closely related to other
facets of the preservice professional curriculum. In short, they need
to be conceived, implemented, and evaluated in a manner not at all
unlike our best curriculum development processes.

What do we hope to gain from prestudent teaching laboratory
experiences? An easy answer might be "readiness for student teaching,
of course," but that does not really give us much direction. In fact,
taken too literally it might be misleading. We might start with these
purposes for the student:

1. Development of sensitivity: to a teacher's roles; to the needs
and nature of children; to the nature of learning processes and
the immediate implications for teaching processes that are
closely related

2. Development of insight: into each item listed above; into
himself as a teacher-to-be; into curriculum structure and
development

3. Development of teaching skills
4. Refinement of teaching skills
5. Changes in perception. Perhaps this is a restatement of the

other ideas, but it seems to be highly related to the process
of changes in behavior. As such. it can become a tangible
goal.

Rather than attempt to expand this list now, let us ask a question.
Are all these possible in every experience? No! Not only are they not
possible, but they are not necessary or appropriate in every experience.
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For example, some experiences may be planned with the purpose of
introducing a student to the complexities of an elementary classroom;
subsequent discussion may help him understand his reactions. Another
experience might be designed to develop his insight into the growth
and developmental patterns of adolescents. Neither of these would
necessarily be concerned with development of teaching skills. My point
is this: our primary task is to ascertain the purpose of the anticipated
experience; to set our objectives.

We have all seen programs that seemed to assume that some
kind of black magic was at work in all school classrooms. Put a college
student in such a setting and, "presto," he automatically soaks up, sees,
or somehow learns what is happening and what he ought to do to pro-
vide learning experiences that are at least as good if not better. Surely
all such programs are dead and buried by nowor are they? They are
likely to be very much alive when we are content to seek just anything
as long as it is something that brings students into contact with children.
Both we and our students need to have a clear understanding of pur-
poses, and we need to help the students in realizing themin trying
to bring meaning to the outcomes of their experiences.

The list of objectives we could create might be endless, but some
would have higher significance and relevance. We have to establish
priorities of objectives and the sequence of attaining them. Having
accomplished this, we can then try to determine what experiences,
facilities, and personnel are needed to meet the various objectives. The
subsequent locating of and arranging for facilities are often exceedingly
difficult steps, and I do not play down their importance or their com-
plexity. I, as do many others, spend much of my time in this phase
of administering a program. Too little time is spent in careful, ana-
lytical goal-setting before we get mired down in a bog of detailed
arranging. We cannot afford to let these logistical tails wag the quali-
tative dog. Many programs never get off the ground, because we worry
tc;:- soon about just how we will take care of all the details.

Additional tasks face us. At the risk of skimming over important
areas too lightly, let me simply list them: (a) providing adequate
supervision, considering differences of both the kind and amount needed
in various types of experiences; (b) providing periodic opportunities
for students to analyze their own experiencesto examine their per-
sonal responses to their experiences, (c) encouraging students to reflect
on the process of synthesizing their changing perceptions; (d) providing
formal and informal evaluation opportunities for staffs as well as stu-
dents. These are basic components of effective implementation, and
each demands our carefid attention.

Many kinds of diret..t experiences are being provided for students.
Some are undertaken almost by habit; we have had them with us so
long that we take them for granted without questioning their values.
New approaches, such as simulation techniques and the use of closed-
circuit television, have greatly expanded the range of experiences avail-
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able to students. In some cases the more vicarious experiences are
supplementing those which bring students into direct, personal inter-
action with children. In other cases they are replacing observation and
participation. A few research studies have been directed to the question
of the relative merits of different types of experiences. Other studies
are now investigating the effects of different amounts of time spent
and various combinations of types. Progress has been slowed not only
by a paucity of valid instruments to measure effects but also by our
lack of clarity in defining our goals in terms of behavioral outcomes.
Yes, the times are ripe for innovation, but we need to do a better job
of studying the directions in which innovation should lead.

Let us look now at our second major concern: developing pro-
grams of prestudent teaching laboratory experiences as cooperative
school-college ventures. If success is to be attained, there must be
mutual confidence and trust between the two institutions. We cannot
work on the basis that one party is "fanning out" some difficult or
time-consuming part of its job to a minor league team or to a group
occupying a lower level of status on a professional totem pole.

It seems reasonable that colleges will want to have their students
in the best possible learning situations. Should they therefore request
minimum criteria for the schools and teachers with whom their students
work? Should they want opportunities for their own staff members to
visit and consult with students and school personnel? Are these legiti-
mate concerns for prestudent teaching experiences? Most of us would
answer "yes."

On the other hand, is it reasonable for the schools to expect t"
have a functional role in planning and carrying out laboratory expc
ences? If they are partners, the "yes" seems apparent.

These are actually some of the same questions we have been asking
ourselves as we worked with student teaching. Many similar problems
face us in developing and administering prestudent teaching programs,
but they are intensified by the sheer weight of greater numbers of
students. We are working on a broader base and with greater variations
in curriculum patterns that affect prestudent teaching experiences.

We create different problems for cooperating schools with the
greater diversity of experiences we seek. Supervising teachers who
are familiar with student teachers often seek help to onderstand better
the differences between observers/participants and student teachers. As
a result, our communication and supervision problems take on addi-
tional dimensions of complexity. Colleges and schools can find their
staffs heavily involved in planning and coordination, both of which are
expensive in time, energy, and facilities. Continued growth toward
coordinated programs demands a high degree of commitment by all
concerr.ed. It is apparent that we cannot afford to ignore the need
(a) to develop greater efficiency, and (b) to weigh carefully the
values we can actually effect through prestudent teaching laboratory
experiences.
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Here are several questions that might be considered. Each repre-
sents a fundamental issue that has to be resolved.

1. How does a student actually profit from pre-student teaching
laboratory experiences? How are behavioral changes effected?

2. How much experience is needed? In which stage(s) of the
college curriculum should they occur?

3. How do we organize our college staff, resources, and energies
so that we can efficiently plan objectives and implement pro-
grams? How do we relate a series of experiences so that a
pattern of planned scope, sequence, and continuity can be
provided?

4. What kinds of cooperative school-college ventures are likely
to be most productive? How do we ascertain our program's
effectiveness? What behavioral changes can we expect in
students?

5. What are the individual and mutual roles that the colleges
and the schools need to assume? What kinds and degrees of
responsibility does each take in (a) planning, (b) implement-
ing, (c) supervising, and (d) evaluating?

6. How do we overcome the major logistical and administrative
problems? How do the differences in colleges and school com-
munities affect these problems?

It is obvious that people working in different situations will not
deal with these issues in the same way. Immediate problems will differ.
Facilities, curricula, and even purposes may vary. It seems essential
therefore that we focus on those areas which can help us clarify our
respective goals and bring into clearer perspective our needs for inte-
grated programs of pre-student teaching laboratory experiences.
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PART XI

Continuing Teacher Education
BILL J. FULLE2TON
Professor of Education

Arizona State University

What Is Continuing Teacher Education?

Continuing teacher education is a term which conveys the thought
that there are comprehensive involvements of personnel and institutions
with broadly conceived programs for developing the competence of
in-service teachers. Continuing teacher education involves elementary
and secondary schools, colleges, universities, and other appropriate
agencies in partnerships wherein their personnel plan for the improve-
ment of educational programs through the professional growth of the
school staff. A teacher's professional preparation does not terminate
when his first degree has been earned or when he receives his first
teaching certificate. In retrospect, most teachers would a tee that their
professional competence is just, at this point, being challenged!

What Are the Purposes of Continuing Teacher Education?

Good schools can always be better, and competent teachers can
always improve. Essentially, continuing teacher education exists to
mea the challenge of providing an increasingly better education for
the students in the schools. There is an urgent need for teachers to be
familiar with relevant research and recent developments in education.
They must see the implications of the findings and developments for
application in their classrooms. There is also a need for teachers to
refme their teaching skills.

Who Becomes Involved in Continuing Teacher Education?

All professional personnel in elementary and secondary schools,
colleges, and universitizs may be involved, along with personnel from
other appropriate educational agencies. In current favor is the concept
that a college or university, as a total institution, has faculty with skills
and special knowledge which can be properly channeled at appropriate
times to help personnel at all elementary and secondary school levels.
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What Guiding Principles Prevail in Continuing Teacher Education?
The first, and perhaps the most important principle should be

that continuing teacher education programs must be related directly
to the individuals involved.

Second, the relationships between personnel and institutions
colleges, universities, and other educational agenciesmust encourage
experimentation, creative teaching, and critical thinking.

A third guiding principle is that leadership must be encouraged,
nurtured, shared, and recognized as both an opportunity and a responsi-
bility by all members of the continuing teacher education team.

Fourth, teachers, administrators, professors, and others must have
a feeling of successful accomplishment about their continuing teacher
education activities. They must be involved in and informed about
the progress being made. They must believe that the program is worth-
while and that they have played a significant role in making it so.

What Trends Appear to be Emerging in Continuing
Teacher Education?

Teachers are becoming more involved in planning the content of
continuing teacher education programs. Their performance in roles as
members of continuing teacher education committees, as emerging
leaders, and as persons in status leadership positions has been excep-
tionally well-received and influential in helping to upgrade and improve
the competence of teachers and administrators.

Another trend is the cooperative involvement activities wherein
the elementary and secondary school teachers and administrators utilize
college and university personnel, facilities, and programs. In some
states, the demand for continuing tcacher education experiences has
been so overwhelming that colleges and universities have frequently
been unable to meet the requests of elementary and secondary schools.
One result has been that institutions in some of these states have unTized
educational television with greater meaning and purpose in their cooper-
ative attempts to meet the needs of experienced teachers.

What Continuing Teacher Education Program Is an Example?

Doherty21 indicates that the Carnegie Corporation of New York
in cooperation with the Portland, Oregon, public schools is responsible
for planning a program of continuing teacher education for all teachers
in the school district on a long-term basis. By 1965, 100 courses and
workshops had been developed to meet the needs of the Portland
teachers. The school district relies mainly on outstanding Portland

21Dolierty, Victor W. "Something New In In-Service Education: Pordand's
Carnegie Program." American School Board Journal 150:31; May 1965.
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teachers to lead and staff the continuing teacher education program.
However, cooperative relationships with Oregon institutions of higher
education and representative college and university faculty members
have resultzd in their helping to develop and teach special courses and
workshops. College faculty members also serve as advisors and con-,
sultants to the public school teachers who teach the continuing teacher
education courses.

Why Does Continuing Teacher Education Make a Difference?

Continuing teacher education programs enhance the caliber of
teaching in specific school buildings or systems. They focus on prob-
lems recognized and selected by local staff members. Staff members
not only select topics on which they will work, they also map the plan
of attack and control the direction of movement. At their invitation,
personnel from other institutions and agencies join with them in con-
ducting continuing teacher education programs. The resulting coopera-
tively planned programs may range from courses offered, with academic
credit, by nearby colleges to more informal workshops with few, if any,
outsiders. A typical plan evolves with representatives of colleges, state
departments, and professional organizations as consultants. Continuing
teacher education is not something done to school staffs. It is a pro-
gram of self-improvement selected, planned, and led by them. The
opportunity for colleges and other agencies to join with schools in
cooperatively developing vital new programs is endless, so long as that
basic premise remains uppermost.
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PART XII

In-Service Education of Supervising
Teachers and College Supervisors

EDWARD L. RUMAN
Chairman, Professional Laboratory Experiences

Northern Michigan University

Selection and preparation of supervising teachers and college super-
visors are significant factors in the development of sound student
teaching programs. The classroom teachers, school administrators,
and college faculty who are assuming new and unique responsibilities
in the teacher education partnership must be provided with sophisti-
cated, well-organized experiences which will enhance those understand-
ings ant; perceptions which may reasonably assure the competence
necessary for effective supervision.

The concept of in-service education gains meaning when several
basic assumptions are identified. First, there are special skills and
understandings necessary for effective supervision which can be acquired
through education and experiences. Second, in-service education pro-
grams can be designed which give substance to a concept of enlightened,
effective supervision.

Supervisors of student teaching must understand concepts of
learning and development unique to the age group to which most
college students belong. Supervisors must also gain a clear under-
standing of their roles in the total teacher education program.

They must have a thorough understanding of the principles of
teaching and be able to demonstrate them while being observed by
another adult They need to be persons who have confidence in their
ability. Yet they must also be able to identify their own weaknesses
and shortcomings, as well as their strengths.

Rounding out this brief description, supervisors of student teachers
have the responsibility for e valuating the work of a novice teacher,
while helping him reach his full potential. This dimension of evalua-
tion can present a major problem. The close personal relationship
that develops between supervisors and student teachers as they work
together can make it difficult to keep evaluation on a professional basis.

This description identifies certain types of knowledge, understand-
ing, and skill that individuals who would guide the growth of prospec-
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five teachers should possess. Supervisors of student teachers should
qualify for the title "master in the profession."

The knowledge, understanding, and skill that supervisors of stu-
dent teachers should possess are, of course, objectives of in-service
education experiences. They are, in part, drawn from the 1966 AST
Yearbook and relate themselves to a process rather than a program.
In this light, the in-service education program is a means to the end,
not the end itself.

In addition to his supervisory responsibilities, the college super-
visor serves as a consultant to the supervising teacher. The college
supervisor has the task of providing the continuing professional leader-
ship which will enhance the supervising teacher's participation in the
student teaching program and his opportunity to achieve success. It is
to these ends that preparatory programs and in-service education
experiences for the college supervisor should be directed.

In recent publications related to in-service education of teacher
education personnel, the outstanding contribution, in my opinion, is a
demonstration that realistic and effective in-service education programs
are a result of cooperative planning by the three institutions which
share the responsibility for teacher education: the college, the cooper-
ating school, and the state department of education. In too many cases,
in-service programs for supervisors of student teachers have limited
success, because we have been unwilling or unable to utilize the com-
bined resources and skills of these three institutions for program devel-
opment at the grass roots level.

Recent AST publications, which identify skills and understandings
needed for supervision, provide valuable criteria for selection. For
those who are responsible for developing in-service experiences for
supervising teachers and college supervisors, these lists of skills and
understandings are not adequate in themselves. They are behavioral
descriptions and surface manifestations of attitudes and understandings,
but they do not identify those experiences which cause people to behave
as described. Skills and understandings, once identified, should provide
clues for program planning, and become the goals. The task is to
develop suitable means for reaching these goals. It is therefore neces-
sary to develop a psychological and philosophical rationale upon which
to develop in-service education experiences that may produce effective
supervision.

The problem is that neither good teaching nor good supervision
is a direct function of certain methods rather than others. One cannot
assume that methods used by the expert can be or should be taught
directly to beginners. The effectiveness of the methods is a product
of the unir ieness of personality rather than a set of ski's to be employed
by basically good personalities. Good teaching, good supervision is a
very personal thing. According to Combs, we may define the effective
teacher as a unique human being who has learned to use himself effec-
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tively and efficiently to carry out his own and society's purposes in
the education of others.

This is not a new concept. This is the now familiar psychology
which attempts to explain behavior from the internal perceptions of
the person. It regards human beings as unique events in the process
of becoming. Structuring in-service education experiences that are
intended to change the behavior of those who participate in these
experiences should be based on this tenet of perceptual psycho'ogy:
"To change another person's behavior, it is necessary somehow to
modify his beliefs (and) perceptions. When he sees things differently,
he will behave differently."

When developing in-service education experiences for supervising
teachers and college supervisors, it must be remembered that a body
of knowledge is necessary for them to perform effectively in these
capacities. Effective in-service education programs will, however, focus
upon providing opportunities for individuals to modify perceptions of
themselves in relation to their responsibilities in teacher education.

In-service education programs, generally, must help each super-
visor find the methods best suited to him, to his purposes, to his task,
and to the unique populations and problems with which he must cital
on the job. This is not so much a matter o f teaching appropriate
methods as one of helping supervisors to discover these methods. It is
a question of finding the approaches right for the supervisor rather
than right for supervising. This approach to program planning places
emphasis upon the self as an instrument. A body of knowledge is very
important, but it has meaning only from the perceptions of the super-
visor himself. Personal involvement develops personal meanings and
commitment without which professional supervision is impossible. It
is this commitment which we seek to develop through in-service educa-
tion programs for those who would guide the growth of prospective
teachers.

In summary, student teaching programs of desirable quality cannot
be achieved unless we assist those who supervise student teachers to
prepare themselves for this unique responsibility. Appropriate in-service
education programs for supervisors of student teaching must be devel-
oped by committed, cooperative, active participation by personnel from
schools, coffers, and the state. Such cooperative ventures in teacher
education must focus upon continued growth of supervisors in all dimen-
sions of their professional responsibilities, with special emphasis on
increasingly effective supervision of student teachers.
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Section VI
A Look at the Future

Giant steps and baby steps! The terms remind us of a childhood
game. They remind us, too, that the winner was not always the one
who took the greatest number of giant steps. Rather it was he who
used his steps most wisely, consistently moving ahead short distances
as well as long, and reaching the goal without being "sent back" for
lack of watchfulness.

DOROTHY M. MCGEOCH
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PART I

Giant Steps and Baby Steps

DOROTHY M. MCGEOCH
Professor of Education

Teachers College, Columbia University

The Subcommittee on School-College Relationships in Teacher
Education came into being in 1962. It was sponsored by The American
Association of Colleges for Teacher Education and included representa-
tives from The Association for Student Teaching. Subsequently two
reports of cooperative activities involving schools and colleges were
published. In 1966, a Workshop-Symposium was sponsored by AACTE
and AST to make a critical analysis of selected programs and to project
guidelines for future endeavors. The present volume is based on a
report of that conference. There is no doubt that the work of the sub-
committee has constituted the most important effort yet made to gather
knowledge about, to study, and to plan for productive partnerships in
teacher education.

But the work of the subcommittee does something else. It illus-
trates the present condition and the direction of needed change in our
conception of cooperative endeavors. In the makeup of the committee,
in this report of joint enterprises, among the participants in the Work-
shop-Symposium, the teacher preparing institutions are fully repre-
sented. The school persnnnel is not. As token integration has been
substituted for more desirable goals in racial matters, so token partici-
pation by school personnel still characterizes cooperative ventures in
teacher education. A partnership of equals is a largely unrealized goal.

But we have begun to know something of what such a partnership
might look like. Brooks Smith has sketched the major characteristics
of the role of the schools, the teacher education institutions, the state
agencies, and the professional organizations. He has also developed
an illustrative model for collaboration in instruction in teaching. Imple-
mentation of the ideas contained in the model would go a long way
toward making legitimate the present illicit relationship described by
Cogan.

The emerging programs which are reported also illustrate steps
toward legitimate, if limited, collaboration. Each represents some
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pioneering procedures and some potential gain in knowledge about
productive relationships. Together, they are helpful in defining present
practice as well as in illuminating the limitations under which we now
operate.

But present programs, however innovative, cannot provide direc-
tion for the future. Teacher education is now in the midst of a massive
reevaluation of every aspect of its purpose and program. New devel-
opments in the role of schools and teachers, in conceptualization of
teaching systems, in the analysis of teaching behavior as a basis for
identifying and organizing content, and in the individualization and
personalization of learning have important suggestions for teacher
education. Statements by LaGrone, Openshaw, and Combs suggested
some of these implications. There remains, however, the problem of
reconciling a variety of important influences and developing programs,
including direct experiences in the schools, which reflect priorities and
consistent purposes.

The forces impinging on teacher education are not limited to those
which provide a foundation for content and methodology. The direct
experience aspect of preparing teachers is clearly related to such inno-
vations in supervision as the use of systems of analysis of teaching
behavior, team supervision, simulation techniques, micro-teaching
procedures, and analytical conferencing. These, by themselves, suggest
new and challenging ways of doing better the job which is already
being done. They offer little guidance in determining the ultimate pur-
poses to which they may be expected to contribute if used with skill
and insight.

More specifically related to the development of cooperative endeav-
ors are emerging administrative and regulatory developments including
programs of federal support. These developments have the potential
for profoundly influencing practice, because, lacking clearcut goals
and defined policies, all educational institutions are inclined to find it
convenient to adopt procedures which will be acceptable to regulatory
agencies or eligible for financial support. Certainly increased support
is necessary for any significant advances in cooperatively developed
programs. So are carefully developed contractual and administrative
arrangements. They must operate, however, to facilitate, not to deter-
mine, the development of teacher education in the future. Again, it is
the defined goal which is important.

In the statement which completes this report, Margaret Lindsey
analyzes some conditions and factors which suggest bases for decisions
in teacher education and implications for future cooperative decisions.
She has sketched an enticing vision of possible forms of close collabora-
fion which could be of immeasurable value to all concerned. The
mountain top is clear above the clouds if we can but develop the wisdom
and the persistence to find our way through the mists below.

A definition of roles and functions such as that proposed by Brooks
Smith represents a major advance. So do some of the developing
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insights in the foundation areas. But an infinite number of lesser gains
are also necessary. A continuing analysis of causes of tensions in
cooperative relations built on Ladd's perceptive formulation; systems
for analyzing teacher behavior which provide open criteria for cooperat-
ing teacher, student, and college supervisor; support for innovative
new institutional arrangements to facilitate productive joint efforts;
support, too, for the development of the intermediate models between
theoretical formulations and practical applications as described by
Good ladall of these contribute to the self-reasoned action which is
necessary to real progress.

Giant steps and baby steps! The terms remind us of a childhood
game. They remind us, too, that the winner was not always the one
who took the greatest number of giant steps. Rather it was he who
used his steps most wisely, consistently moving ahead short distances
as well as long, and reaching the goal without being "sent back" for
lack of watchfulness.

As a result of the work of the Subcommittee on School-College
Relationships in Teacher Education, we have some knowledge of where
we are, we know something of where our efforts might lead us, and
we have a variety of clues which suggest the way between. There is
no smooth path and consistent rate of progress, however. Giant steps
and baby stepswe need them both.
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PART H

Speculations on the Future of Teacher
Education and Cooperative Endeavors

MARGARET LINDSEY
Professor of Education

Teachers College, Columbia University

In the report of a conference held in Santa Barbara on Strategies
for School Improvement, it is noted that the participants agreed that:

. . . the present scene is characterized by a dangerous tendency
to change haphazardly. . . . We need a method and a program
that will ensure rational change. . . .

In its simplest sense, change is the substitution of one thing
for another; but growth, or improvement, assumes a fundamental
reorganization of thinking, and implies that any resulting change
be self-reasoned action that follows upon intelligent analysis.'

Few informed educators would disagree with the notion that there is
danger in haphazard change, in change for the sake of change. Nor
would thoughtful persons reject the idea that improvement is the end
sought by change and that such improvement comes about by rational
processes. But, as educators, we share with other members of the
human species in this age a marked tendency to act, to adopt, to revise,
to reorganize, to renew, to delete, to innovate, and then to seek to
rationalize our proposals or our behavior.

The topic, "Speculations on the Future of Teacher Education in
Cooperative Endeavors," appears to call for action proposals that
might be anticipated in the interest of improving teacher education
and cooperative endeavors related to it. But the observation by the
conferees at ;mita Barbara suggests that any proposals for action be
self-reasoned and follow upon intelligent analysis. In this light, the
task of this paper is more to provide a beginning analysis and less to
provide action proposals.

Just about everything going on in the world has a bearing on some
dimension of the teacher education program. The current rise in
existential philosophy; the war in Viet Nam; local, state, national, and

1 Center for Coordinated Education, University of California at Santa Barbara.
The Nature of Growth: Strategies for School Improvement. The Center,
1966. p. 5.
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international politics; conflict in ideologies; the urban ghettos; the labor
movement; the welfare state; phenomena surrounding the computer;
the civil rights movementthese, and others you could add, all have
some implications for teacher preparation. Within the limits of this
paper it is possiule to deal only with a selected few of the conditions
and developments that immediately encompass teacher educators. Three
areas have been selected as illustrative; they are dealt with in such ways
as to suggest implications for future cooperative endeavors in the educa-
tion of teachers. These three areas are (a) the demand for empirically
tested knowledge as a basis for decisions, (b) a modified conception of
teacher education, and (c) emphasis on individuals as persons.

Emphasis on Empirically Tested Knowledge as a Basis for
Decisions in Teacher Education

Education is taking on a new character as a field of study. One
aspect of this new character is a persistent demand for empirically tested
knowledge, knowledge on which predictions can be based. It is claimed
that most of what is now done in teacher education programs is the
result of tradition, beliefs, values, and armchair reasoning; that com-
petitive jumping on the band wagon of what is in mode accounts for
much of what is called "improvement" in programs. Admittedly there
is some truth to this claim. An either-or position is most unwise, how-
ever, for values, beliefs, and reflective thinking will always have a place
in planning programs. Nevertheless, the present demand for validated
and verified knowledge arises in large part from a lack of confidence in
decisions that rest on untested hunches, on uncritical transfer of proposi-
tions from one field to another, and on keeping ahead of the Joneses.

Certainly scientific inquiry is not the only mode appropriate to
analytical study of education. Yet, it is essential that education be
studied in ways which will produce validated predictions about cause-
effect relationships. It is not that such study has never been attempted.
The monumental work by Barr and others on teaching effectiveness was
clearly related to establishing predictions. Such efforts, however, suf-
fered from inadequate definition of a criterion of effectiveness, from
'allure adequately to take into account influential intervening variables,
from tendency to deal with the problem and its context in global
terms, and from inadequate research methodologies and tools. Present
demands for renewed emphasis on scientific study of education are made
with cognizance of the difficulties and inadequacies of earlier studies
and of the still unresolved problems that confront contemporary re-
searchers.

Finding and Denning the Variables Pertinent to Teacher Education:

It is neither important nor possible to establish by comparative
studies the relative merits of four years of preparation as against five
years, or of some professional preparation as against none prior to
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further our findings. On tbe other hand, if our hunch proved to be
invalid, we would be obliged to examine possible factors contributing
to lack of validity, and to revise the hypothesis and proceed with new
tests, or tests in new and different situations.2

Illustrative of the kinds of hypotheses that might be tested in this
manner are these:

If a cooperating teacher engages the student in systematic
analysis of his verbal behavior in asking questions while teaching,
the student will increase the number of questions asked that elicit
higher-level cognitive processes in pupils.

If a cooperating teacher engages a student teacher in sys-
tematic analysis of his behavior as a team member, the student will
demonstrate improvement in his behavior as a team member in
the student teaching setting.

If a cooperating tvicher engages in guided analysis of his
verbal behavior in conference with a student teacher, the number
of times the cooperating teacher is able to get the student teacher

2 At Teachers College, Columbia University, we are in our third year of a project
designed to produce some empirically tested knowledge about the nature and
effects of interaction between students, cooperating teachers, and col!ege
supervisors. To date, preliminary studies have established confidence that
such interaction ran be studied, and findings will be useful in the selection
and preparation of personnel to work with students in laboratory situations.
Current investigations are producing definitive descriptions of selected
variab'es and instruments for collecting iecording and analyzing data onthese variables. Initial studies to test cause-effect relationships amongvariables are under way. A report of this project and implications for
teacher education will be availabk early in 1968.

Information on the project may be obtained from Margaret Lindsey.
Brown, Betsy; Cobban, Margaret; and Waterman, Floyd. Tke Analysis of Verbal

Teaching Behavior: An Approach to Supervisory Conferences with Student
Teachers.

Brown, Richard; and Hoffman, Mirian. A Promissory Model for Analyzing and
Describing Verbal Interaction Between College Supervisors and Student
Teachers during Supervisory Conferences.

Canfield, James; Low, Arlene; and Mullins, Robert. A Principle of Learning Ap-
proach to Analysis of Student Teachers' Verbal Learning Behavior.

Casey, Sister Natalie. An Analysis of Selected Current Studies on Teaching:
Implications for Teacher Education.

Collins, Robert. An Investigation to Determine How Conferences with their Co-
operating Teachers Satisfy Elementary School Student Teachers' Concerns
about Instructional Matteis.

Hancko, Father. Influence of Descriptive Studies of Teaching Behavior on the
Preservice Professional Preparation of Teachers.

Heidelliach, Ruth. The Development of a Tentative Model for Analyzing the
Verbal Behavior of Cooperating Teachers Engaged in Individualized Teach-
ing with Student Teachen.

Holmes, Roger. The Reationship Between Selected Teacher Classroom Behavior
Characteristics of the Cooperating Teacher and the Student Teacher.

Kimsey, Theodora. The Work of One College Supervisor with Supervising Teach-
ers in Off-Campus Schools: An Analysis of Conferences.

Masters, Dorothy. A Comparison of the Questioning Behavior of Student Teach-
ers who have Engaged in Analytical Study of their Questioning in Teaching
and college personnel to cooperatively assume iesponsibility for these judg-
in Analytical Study of their Questioning in Teaching
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What is somewhat unique, at least in some cases, is the collabora-
five nature of the participation by a range of specialists in investigations.
Profits for all concerned from involvement by people from several
specialties is sure to be substantial. Moreover, because one central
laboratory for conducting much of the needed research is the school
classroom, a new range of specialists is brought into intimate contact
with schooLs and people in them.

Laboratory Role of Regular Schools in Empirical Investigations:

What roles are to be played by regular schooLs as laboratories is
quite critical to the nature of future cooperative endeavors in teacher
education. Laboratories of all kinds are emerging There are demon-
stration laboratories, experimental laboratories, learning laboratories,
research and development laboratories, and educational laboratories.
There are laboratories in schools and others in colleges and universities.
There are laboratories removed from direct association with either
schools or universities. There are local, state, regional, and proposed
national laboratories. And there is a persisting emphasis on the schools
as laboratories in which research and experimentation should flourish.

Unquestionably, varied types of research laboratories will continue
to be needed if scientific inquiry into education is to be optimally pro-
ductive. Note the differences in research laboratories suggested by the
following:

In discussing "the definition and reallocation of school and univer-
sity roles in training teachers," Shaplin states :

Clearly the colleges and universities are best fitted to pro-
vide the teaching the libraries, the laboratories, and the cli-
mate of thought in which mature minds can develop. The
university is best prepared to undertake basic inquiry, to
formulate and design research studies aimed at answering
fundamental questions in education, though the studies may
be carried out in the schools.3

Wiles, presenting his ideas about "The Teachers We Need," says:
We need to develop ways for building the college of edu-

cation program around laboratories devoted to the investiga-
tion of the school programlaboratories in which the teach-
ing staff of the college conduct or participate in research
activities which will increase their understanding and give
them greater assurance for making statements about teaching,
learning and the school program. The laboratories must also
provide experiences for students so that they will see them-
selves as investigators in the process of education.4

3 Shapiin, Judson. "Practice in Teaching." Teacher Education: A Reappraisal.
(Edited by Elmer Reia Smith.) New York: Harper & Row, 1962. p. 120
(7talics added.)

4 Wiles, Kimball. "The Teachels We Need." Journal of Teacher Education
17: 262-8; Summer 1966. (Italics added.)
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Psychiatrist Kubie suggests:

This is precisely what we need in education: research
schools to parallel research hospitals. The best schools of
tomorrow will be the schools which carry on daily basic re-
search in every detail of the education process, schools with
observation chambers and recording equipment, schools with
research staffs, schools with at least as many professionals as
students. There must be research scientists in education work-
ing beside the general practitioners of education, just as there
are research scientists in medicine working beside the prac-
titioners, each learning from the other.5

Reporting on "A Model of a Cooperative Resource Demonstration
Center" Corrigan says:

The Center will provide a resource for university and
city school personnel to meet for preservice and in-service
education programs, and through its television network and
other communication avenues, bring the resources of the
Center to and from other city schools, local industry, mu-
seums and libraries, and the University.

It will also offer opportunity for researchers, graduate
students, and University faculty members to participate with
city school personnel in some of the significant research that
needs to be undertaken for improving urban education. It is
hoped that this Center will serve as a model system, as part
of a program to help a large city attack the problems of urban
education.6

Shaplin speaks of laboratories in the university, where basic in-quhy is carried on. He suggests that some studies may use the schools,
but these will be formulated and designed by university personneL In
this sense, the school may be a source of data, and school personnel
may become subjects in studies. It can reasonably be assumed herethat Shaplin is referring to the production of knowledge relevant to
educational questions. The relationship teachers in preparation might
have to such a laboratory is minimal, at best.

Although Wiles is not explicit on details, it appears that he is
talking about regular schools as laboratories where both college teachers
and students might be active. Kubie, on the other hand, seems clearly
to be talking about specialized schools, set apart from others becausethey are centers for scientific inquiry. Relationship of these selected
research centers to other schools and to universities can be inferred

5 Kubie, Lawrence S. "Research in Protecting Preconscious Functions in Educa-tion." (Mimeo.) (Italics added.)
6 American Association of Colleges for Teacher Education, Committee on Studies,Subconunittee on School-College Relationships in Teacher Education. Co-operative Structures in School-Colege Relationships for Teacher Education.

Washington, D.C.: The Association, 1965. p. 91.
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from relationships that usually prevail between research hospitals, other
hospitals, and schools of medicine.

In Corrigan's plan it is explicitly stated that some research will
be carried on by university professors, but it is also made clear that
pre- and in-service teachers might work side by side with other school
and university personnel, and in addition, other specialists from the
community.

Problem of Dissemination of Research Findings from Research
Schools to Regular Schools:

These four and many other types of research laboratories will be
needed in advancbig knowledge in education. Experience of three and
four decades ago, however, should serve to caution against certain
dangers. For example, sharp distinctions between the production of
knowledge through basic scientific inquiry in university laboratories and
production of knowledge through scientific inquiry in practical settings
(schooLs) would seem to be unwise. Similarly, previous experience
does not auger well for sharp distinctions between selected research-
experimental schools and regular schools. Earlier distinctions of these
kinds surely contributed to the slow pace of dissemination and utiliza-
tion of research findings; to unfruitful relationships between behavioral
scientists and educators; to unproductive relationships between schools
and colleges. Furthermore, such distinctions did not help young people
preparing to teach to acquire the notion that teachers had responsibility
for continuous inquiry into their work; rather, they may have con-
tributed to students' feeling that all responsibility for advancing knowl-
edge about problems and practices in education belonged to university
professors. Too often this feeling was accompanied by disdain for
research and theory on the part of practitioners and by equal disdain
for practical considerations on the part of researchers and theorists.

Involvement of Teachers In Research, Including
Supervising Teachers and Student Teachers:

A good many teacher educators, as well as supervisory and ad-
ministrative personnel in schools, believe that classroom teachers should
be able to carry on some research activities. A few educators have
gone so far as to suggest that the most useful research in education in
the future will be done in classrooms and schools and will be done by
school personnel, particularly teachers. No one would seriously propose
that all the needed research could or would be done by practitioners
or in classrooms. But there are persuasive reasons why much research
will be designed and carried out by teachers and their colleagues in
school settings. First, if present proposed programs in which preservice
students get experience in analytical study of their teaching, in par-
ticipating in research projects of various sorts, in having specialized
preparation in research methodologies, and in learning by appropriate
methods of inquiry are even in some measure effective, we may reason-
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ably expect that as classroom teachers they will sustain their interest
and their desire to continue to take an investigatory approach to their
problems. Second, if schools and school systems continue the trend
toward locally sponsored and conducted research, teachers will continue
to be involved in such research. Third, some investigations carried on
by university personnel will of necessity involve teachers and pupils in
studies of various sorts. Fourth, if standards for admission to full
standing in the profession of teaching continue to rise and conditions
surrounding teaching continue to improve, more able students will enter
teaching, and these persons will require opportunity for continued in-
quiry as a condition for teaching. Conditions that encourage scholarly
behaviortime, space, resooyces, rewardswill need to be available
to all teachers.

If systematic study of education is to be carried forward by joint
efforts of school and college personnel, if prospective teachers are to
have encounter with such study in school laboratories, if they are to
deepen and extend their concepts of teaching through integrating study
of both practice and theory, if they are are to be competent students
of teaching, then schools and colleges will be intricately bound in sig-
nificant cooperative endeavors.

A Modification in Definition of Teacher Education

Traditionally, the line between preservice and in-service teacher
education has been arbitrary and distinct. For the most part, college or
university personnel have assumed responsibility for preparation of a
young person during his college years and have abruptly ceased concern
for his welfare once he was placed in his first year of teaching. At this
point, school personnel have taken over responsibility. It is true that
the gap between collegiate preparation and the first years of teaching
in the field has long been recognized as undesirable. It is also true that
some colleges have attempted follow-up programs, usually of minimal
dimensions, and that some school systems have made special provision
for guidance of new teachers. But continuity in the experience of the
young teacher as he moved from being a student to being a teacher
has been lacking.

NeededA Continuous Program in the Study of Teaching:

If, in addition to being liberally educated persons, teachers are
to be scholars who are predisposed toward and capable of scientific
inquiry into their work, four years of post high school education are
clearly not enough. But the answer is not to be found in merely in-
creasing the number of years required in college prior to taking a re-
sponsible teaching assignment of some sort. Nor is the answer in
taking the liberal arts college graduate, placing him in the classroom,
and expecting that in a brief one year of teaching and study he will
acquire the attitudes and capacities demanded of a scholar teacher.
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What is called for is a continuous program in study of teaching, and
related matters, from the time of decision to go into teaching as a
career to the final years of practice. The sequence for any individual in
this continuous program will be characterized by shifting degrees of in-
volvement, of dependency, or responsibility, and of originality.

The setting in which most of this study will be done will be the
classroom and the school. The beginning student will find himself in a
school laboratory as an observer, an analyzer, nnd at times, a par-,
ticipant. The career teacher will find himself in the same school labora-
tory as an initiator and originator of significant studies. Selected career
teachers, together with selected college teachers, will guide the novice
as he prepares to assume ever-increasing professional responsibility.

Teaching Teaching in School:

In the various schemes that have been ?roposed for differentiating
the functions of teachers, little direct attention has been given to the
very specialized function of inducting the young.7 It would seem to be
quite essential, if young people preparing for a career in teaching are
to have continuous experience as students of teaching, that there be
available in the school laboratory skilled persons whose central re-
sponsibility is close, careful, and continuous guidance of these becom-
ing teachers. Evidence that teachers in beginning years of service need
specialized help is abundant. The number of beginning teachers who
are unable to cope with their problems and consequently leave teaching
is a low that the profession can ill afford. Also, the number of begin-
ning teachers who undertake their first assignments as enthusiastic,
bright, creative students of teaching and in short order become, for
diverse reasons, apathetic, discouraged, uninterested, unenthusiastic,
and docile is a situation that need not prevail. To assign especially
prepared and skilled individuals responsibility for continuous work in
the school laboratory with persons being inducted into teaching can
contribute to closing a gap which now causes unnecessary loss to the
profession. Furthermore, such special responsibilities would provide
an attractive and rewarding outlet for committed career teachers. These
teachers would have responsible relationship to both college and school.

7 Space does not permit it, nor would it be appropriate to stop at this point to
discuss the many proposals on diffetentiating functions in teaching. The
author's point of view on this matter, however, is important to the proposals
implied in this paper. Current proposals on differentiated functions seem
(a) to be narrowly conceived as re'ated primarily to team teaching, (b) to
place unwise and unwarranted emphasis on functions bdow those now ex-
pected of regular classroom teachers, and (c) to fail to attend to the many
urgent needs for functions above those now expected of regular classroom
teachers. It does not seem to me that education is best served by moving
into teaching functions persons with less preparation and ability than is the
norm for presently employed teachers. One urgent need for specialization
in function is the demand far teacher educators whose home base is the
school.
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It is readily apparent that provision for this kind of guidance re-
quires not only assignment of personnel but assignment of time. What isnot so readily apparent to a good many people is that this kind of guid-
ance takes unique and specialized skills. Just because one is a master
teacher in his classroom does not mean necessarily that he is also
equipped to serve as a guide of novices. These guides will need to be
persons at home with teaching and also at home with study of teaching.
They will have to be intimately involved in the setting where the novice
is working. In a sense, these specialists will have to have a combination
of competencies now characteristic of the best college teachers, the best
college supervisors of student teachers, the best cooperating teachers,
and the best in-service supervisors.

The University Role in Teaching Teaching:

A question arises as to the desirability of placing total responsi-
bility for the professional dimensions of inducting students into teaching
in the schools and with school personnel. One possible answer to this
question is found in examination of the rationale for placing a major
portion of such preparation in the school laboratory. A fundamental
reason for advocating early and continuous study in the practical situa-tion is to provide concrete data and experience which cause the student
to identify questions, to deepen and broaden his concept of teaching,and to build a cognitive structure to which new information and experi-
ence can be related. But questions that are identified call for more
than observation and/or analysis of practice. A deep and broadened
concept of teaching does not develop solely from what can be perceived
in practice. Not all information and experience needed to understand
and to practice the art of teaching come from the immediate in time
or space or event.

School and University Working Together in Continuous Teacher Education:
There are organized bodies of knowledge, in the behavioral sci-

ences, for example, which are basic to the practice of teaching. There
is need for a student of teaching to examine systematically the funda-
mental questions in education. Such examination needs to take account
of alternatives and comparisons; it needs to be disciplined in the sense
that it employs both key concepts and methods of inquiry from a range
of fields of knowledge. Unless a student is required to engage in this
kind of examination, there is danger that his developing concept of
teaching will be narrow and superficial, and that the bases for his
decisions in teaching will tend toward imitation or irrational adoption
of specific practices. By reason of the range of specialists and resources
available for this kind of examination, the college is best fitted to pro-
vide for it. But the chances that a student will be able to integrate his
learning from such systematic study so that it has meaning for him as
it teacher are greatly enhanced if he has concrete data from the practical
situation to which to relate his learninp.
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It is hasically for this reason that both the school and the college
must share responsibility in planning and conducting programs in the
professional preparation of teachers. It is for this reason that simul-
taneity in experience in the school laboratory and experience in the
college classroom or laboratory is of import. Hence, neither the school
nor the college is adequate alone to provide the needed study of
teaching.

A question arises also concerning the length of the induction
process during which college and school personnel need to assume par-
ticular responsibility. The point at which it seems logical to terminate
the intimate guidance of the novice is when it can be predicted that the
teacher will, by his own initiative, continue to pursue those activities
commensurate with scholarship in teaching.° This is the same point
at which it seems logical to grant the teacher a permanent license.
Individuals being as they are, it can be anticipated that such a point
will be reached at different times by different teachers. For some, no
doubt one year of responsible teaching with guidance will provide ade-
quate data on which to predict future behavior; for others, several years
of experience, with guidance, will be required. Specifically planned and
formalized teacher education programs, including systematic study in
both school and college, would therefore continue up to this point. An
assumption that sounds reasonable, but is not as yet tested, is that if
this were done, licensed teachers would continue to be students of their
practice.

If such a conception of teacher education is reasonable, then clearly
school and college personnel are perforce in a cooperative endeavor of
some magnitude and significance.

Individualization and Personalization in Teacher Education

Ultimately what is hoped for as the outcome of a teacher education
program is a person who finds satisfying self-expression in his individual,
personal style of encounter with others in the teaching act. Combs has
vividly enunciated the conditions that are likely to make this possible.°
There is no need to reiterate them here, except to note the importance
of the self, of individuality, of involvement. Encouragement of an indi-

8 Difficulties inherent in this proposal are recognized (e.g., criteria on which
judgment shall be based, data needed as evidence, who shall make decisions).
That both college and school personnel would need to be involved is obvious.
Cumulative records on individuals, including records of teaching behavior,
of conferences, of study, of evaluations, and so on, would be useful. Joint
judgments are likely to be better than individual judgments. To expect school
and college personnel to cooperatively assume responsibility for these judg-
ments would have positive results (e.g., colleges could not abdicate their
responribility before graduates had adequately demonstrated their promise
to continued competence; placing of blame and scapegoating would de-
crease).

v Combs, Arthur Wright. The Professional Education of Teachers. Boston: Allyn
& Bacon, 1965.
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vidual, personal style in learning is essential in the development and
use of the "self as instrument" in teaching.

In his editorial in the special issue of the Saturday Review on "The
New Computerized Age," Cousins comments:

The essential problem of man in a computerized age remains
the same as it has always been. That problem is not solely how
to be more productive, more comfortable, more content, but how
to be more sensitive, more sensible, more proportionate, more
alive.

The reason these matters are important in a computerized age
is that there may be a tendency to mistake data for wisdom, just
as there has always been a tendency to confuse logic with values,
and intelligence with insight. . . ."

Combs is forcefully reminding educators of the importance of the
person in the educational encounter. Cousins is calling the attention of
all to a danger that lurks in an overemphasis on or misuse of the mira-
cles of an electronic age. The message comes through loud and clear.
Beware of focus on the scientific that loses sight of the humanistic in
teaching. Look out for mass strategies and tactics that may suffocate
the individual. Guard against neglecting the fundamental import of
values and wisdom in efforts to support logic and to base operations
on factual data. It is a message that needs to be heard by teacher
educators who carry so much influence in shaping the activities and
behaviors of future school personnel.

Taking on the Subculture of Teachers While Finding a Personal Style:

Of prime importance are the persons who have intensive and close
contact with students in their learning to be teachers and in their early
attempts to assume teaching roles. A degree of osmosis takes place
between these teachers and the students with whom they work. As
Merton and his colleagues point out so clearly in their study of the
student in the process of becoming the physician, students tend to take
on the ideas, the atitudes, the values, and the behaviors they perceive
in their professional subculture, as displayed by members in it with
whom they are in close contact.11 So, too, it can reasonably be assumed
that teachers in their "becoming" take on the subculture of their pro-
fession as they perceive its values, attitudes, ideas, and behavior dis-
played by those around them.

If the student is to be valued for what he is and can become, his
individual, personal style will need to be nurtured deliberately by those

10 Cousins, Norman. "The Computer and the Poet." Saturday Review 49: 42;
July 23, 1966.

11 Merton, Robert, and others. Student Physician. Cambridge, Mass.: Harvard
University Press, 1957. 360 pp.
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who work closely with him over sustained periods of time. As Combs
and others have suggested, there are definable ways of nurturing the
person in the student, of protecting and encouraging his individuality.
Fundamentally, however, only the teacher who himself feels respectedfor what he is, who experiences the freedom to exercise his own per-
sonal style in his work, and who cherishes such freedom for others is
likely to be successful in nurturing the individual, personal developmentof a student. By extension, it can be seen that those responsible for
creating the conditions in which teacher educators work contribute ina major way to the encouragement of individuality and personalizationby their selection of personnel and by the freedom with which they
surround persons.

Problems associated with providing for individualization in teacher
education programs are numerous. Partially they are inherent in the
course-credit-class structure that dominates higher education. Some
problems are rooted in the bigness, the mass production, and the general
depersonalization in many colleges. Others result from interpretation of
degree and certification requirements. Whatever the problems, arising
from whatever sources, and of whatever magnitudeways must be
found to provide more adequate opportunity than is now available for
each individual to progress at his own rate and style in becoming a
teacher. The school laboratory would seem to be a center where ex-
emplary practices in individualization might be demonstrated.

The School Laboratory as a Place for Individualizing a
Teacher Education Program:

For example, it is possible to conceive of the school laboratory as
a place where people, things, and ideas are present and where acfivities
of many sorts are in progress. Planned sequences of experiences of
various kinds would be readily available, and each student would be
guided carefully in his progression from one level to another. Some
students would quite quickly initiate experimental projects with groups
of pupils; others might not take such initiative until much later. Some
would engage over a considerable period of time in dyadic and small
group situations, while others proceeded to work with groups of class
size. Some would begin systematic analysis of their own behavior
almost immediately; others might postpone this activity until a later
time. Some would begin to test their own ideas on the organization of
content for instruction, while others were still quite dependent in this
respect. And some would make great leaps, thus bypassing planned
interim experiences. In such a setting, the range of opportunities avail-
able would encompass both the cognitive and the affective, both the
science and the art, both the normative and the personal, individual
dimensions of teaching.
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Research Needed on Sensitivity in Teaching as well as on Verbal dhavior:
Another concern for individualization and personalization grows

out of what has been emphasized in the first part of this paper, that is,
the demand for empirically tested knowledge in education. Quite
naturally, when such a demand is everywhere apparent and many
people wish to respond to it, the areas selected for scientific inquiry
are those areas which lend themselves most easily to such inquiry. Wit-
ness the volume of descriptive studies on verbal behavior of teachers.
Note that inquiry into the art of teaching into personal styles of teach-
ing behavior, into the affective dimensions of a teaching/learning en-
vironment are conspicuous by their negligible number. Witness the
m affability of training programs for student teachers that focus on their
analysis of their own teaching behavior. But note the rare existence of
similar programs that focus on sensitivity, perception, and feeling.
While preparing teachers to analyze their verbal teaching behavior and
recognizing the importance of this kind of study of teaching the cru-
ciality of sensitivity, perception, and feeling and training in them must
not be denied.

Three types of research efforts come to mind as illustrative of ways
of working on the individualization and personalization of teacher edu-
cation programs. They can only be identified here.

First, study of specifically-designed procedures for training in
sensitivity to cues in teaching situations is indicated. Can levels and
scope of this sensitivity be defined? If so, can persons be helped to lift
the level and broaden the scope of their perceptions and sensitivity?
By what means? Is there any reason to assume that we cannot affect
change in this dimension as we can affect change in style of question-
ing?

Second, sensitivity to cues in teacLing would seem to be related
to personal beliefs, to self-understanding to internal motivating forces,
and to self-confidence. Would group therapy for all future teachers be
a means toward self-acceptance and confidence? Is it possible that
studies could be made to test this and other strategies presumed to have
potential in developing persons who are free and able to perceive, and
to respond sensitively to what they perceive?

Third, there is need for intensive longitudinal studies designed to
examine the progression of individuals toward personal teaching style.
Such studies would be best conducted in situations where a range of
resources and opportunities was available, where intimate and effective
counseling was constant, and where provisions for recording and analyz-
ing were accessible. From a collection of such longitudinal studies, it
is proposed, much might be learned thaX could well become a part of
teacher education programs.

It will be particularly important for school and college teacher
educators to take precautions that attention to the individual person is
not lost in the race for establishing empirically tested knowledge about

291



1

I

l

limited dimensions of teaching.12 It will be a sad commentary if ex-
periences of students are so focussed on and their time so consumed by
analytical study of teaching that they become a mass of impersonal
mechanical technicians, who neither perceive nor value the application
of wisdom and morality to their judgments in teaching. Teaching is an
intensely personal matter, as is learning. Personal styles can be
nurtured.

Implications for Cooperative Endeavors in Teacher Education
From among the many areas that need to be examined in order to

build a framework for action proposals, only three have been discussed,
and those have been treated briefly. Selection of the three was based
on a belief that each was relevant to speculations about future school-
college cooperative endeavors. Haskew has suggested that teacher edu-
cation programs should be planned for, that planning begins with estab-
lishing a framework and that planning should aim at correcting funda-
mental insufficiencies in present practices.13 In concluding this paper,
two steps are taken. The first is to provide a brief answer to the ques-
tion, What are the fundamental insufficiencies that become apparent
when present arrangements and practices are examined in the light of
a new framework? The second is to present some speculations about
the future of cooperative endeavors, growing out of the brief analysis
of the three selected areas.

Some insufficiencies in Present Cooperative Endeavors

Cooperative endeavors now developing between a few higher edu-
cation institutions and selected schools promise significant improvement
over past efforts, but they are inadequate for the future. Although there
are outsranding exceptions, the nature and scope of present practices
are more limited, more superficial, and more unproductive than they
can and should be.

Practices often, if not usual}, have a "you cooperate with me"
character. That is, the college or university seeks and gets the kinds of
cooperation it views as desirable. Collegiate personnel, often viewing
themselves superior, take the initiative, set the requirements, and con-
trol the practices; while school personnel generously, and sometimes
not so generously, perform the roles assigned to them by the college.

12 In this connection there is reason to fear the abandonment of concern for
people and programs that seems to accompany some researchers' drive for
evidence. Production of knowledge through scientific inquiry is a necessary
part of any worthy teacher education program. Processes in producing new
knowledge negatively affect programs and persons in them only if and when
researchers cause them to do so.

13 Haskew, Laurence D. "Planning for the Education of Teachers." Journai of
Teacher Education 17: 257-61; Summer 1966.
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Presently, such endeavors are, with rare exception, confined to a
small segment, albeit an important segment, of the total teacher edu-
cation program, that is, student teaching and interning. In limited
numbers, institutions and schools have reached agreement with respect
to other kinds of laboratory experiences, chiefly observation of prac-
tice by students prior to student teaching.

Personnel involved in cooperative efforts is limited. On the school
side of the roster may be found extremely remote participation by
school superintendents, somewhat less remote participation by school
principals, and deep involvement by selected classroom teachers who
have student teachers or interns in their classrooms. On the college
side, involvement is often limited to the administrator of student
teaching and his corps of supervisors; infrequently do other college
teachers or administrators actively participate a any point in the co-
operative endeavor. Where persons beyond those directly related to
supervising students are now included, roles assigned to them are for
the most part, and in most situations, advisory in nature.

Outcomes that might be achieved through cooperative endeavors
are narrowly conceived by both school and college personnel. Not in-
freqently, objectives of both students and those who supervise them are
limited to testing the students' ability to teach, to put into practice
what has been learned in college courses taken previously. Often col-
lege representatives seek cooperation solely for the purpose of facilitat-
ing the placement and activities of student teachers. Classroom teachers
and school principals too seldom think beyond the vague notion of con-
trthuting to the profession, the personal-professional prestige derived
from being selected to work with college students, or the relief a student
teacher might provide.

In many present cooperative endeavors, the range of activities is
also very limited. Within the school, it is the classroom and what goes
on in it that often circumscribes the activities of students and those who
work with them. Little use is made of the total school or total college
or of the settings of these institutions and their relationships to com-
munity and world.

Some Speculations about Future Cooperative Endeavors in
Teacher Education

A first speculation with regard to future cooperative endeavors
relates to one characteristic of cooperating schools. Most schools in
the future will be centers of some study and research and will have
ongoing relationships with college or university personnel in the con-
tinuous examination of what goes on in them, in production of new
knowledge with respect to the range of school enterprises, in the study
of change and change agents, and so on. A central criterion in the
selection of a school as a center for teacher education will be the
effectiveness of its study program.
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A student preparing to teach will enter the stream of activities in
a selected school as he commences his study of teaching and of edu-
cation. His experiences will range from observation of research studies
in action to participation as a subject, to analysis of findings, and to
designing and conducting simple research studies on his own and in
concert with others. As a theory of teaching is developed and methods
appropriate to discovery and verification of knowledge related to teach-
ing become more clear, students of teaching will devote considerable
portions of their time to inquiring into teaching by use of appropriate
methods. This study will be the focus of the teacher education pro-
gram, and around it the student will organize his inquiry into relevant
bodies of knowledge regarding both theory and practice. He will be
guided in this continuous study by both college and school personnel.

In the school laboratory, considerably more emphasis than is now
given will be focussed on individualization and personalization in the
program for pupils, for novices being inducted, and for teachers in
service. Concerted attention will be given to ways and means of helping
each person to develop his uniqueness. Accompanying experiences in
analytical study of teaching behavior will be equally effective experi-
ences in perception and sensitivity training.

The present notion of student teaching will fade out of existence.
In its place will be a matrix of experiences concerned with progression
from initial general, nondiscriminating and incomplete contact with
teaching to deep and broad conceptmalization demanded of the profes-
sional practitioner; from observer and participator in scientific inquiry
to originator and designer of such inquiry; from insecure, imitating
dependent behavior to confident, creative, and responsible behavior.
Students in the school laboratory will therefore be at all levels along
these continua. College and school personnel working with them can-
not be confined, therefore, to those now working with student teaching
and intership programs.

In schools selected as laboratories, specialized personnel will
assume responsibility, together with college personnel, not only for the
guidance of those entering the profession, but also for systematic study
as teacher educators. That is, they will be engaged continuously in
search for new knowledge about inducting the young, about their own
behavior and its effect on the student, and about their roles and those
of others with whom they join in planning and conducting portions of
the teacher education program. Indeed, the subject of some of their
inquiry will be fundamental questions about cooperative endeavors.

It is very clear that our present conception of what it takes effec-
tively to assume a teacher education role is woefully incomplete. Edu-
cators qualified to serve as teacher educators in the senses implied here
will first of all be persons who find in teaching rewarding self-expression,
they will be professional scholars who persist in their search for new
knowledge, and they will possess interest and skill in working intimately
with prospective members of their profession. Not nearly enough such
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teacher educators are now available. Means must be found to provide
special preparation for those who have the interest and the promise
to be successful in discharging teacher education responsibilities. What
has been said here applies equally to school and college personnel.

Responsibilities of parties involved in cooperative endeavors must
be agreed upon; conditions must be created (including reinforcement
and reward conditions) to maximize opportunities for each person to
perform at his highest level of competence. But mere administrative
structures cannot be relied upon as the central means for dealing with
the demands placed upon schools and colleges that seek to engage co-
operatively in conducting and improving teacher education programs.
Present emphasis on administrative stnictures appears to grow out of
WA) Larrow a conception of functions to be served by cooperation be-
tween colleges and schools. A redress is needed. Emphasis should be
placed now on fundamental thinking about ends to be served and
strategies which promise to be means to those ends. The circle is com-
plete, for this is where I began.

In its simplest sense, change is the substitution of one thing
for another; but growth, or improvement, assumes a fundamental
reorganization of thinking and implies that any resulting change
be self-reasoned action that follows upon intelligent analysis.
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AFTERWORD

The joint AACTE-AST Workshop-Symposium at Indiana, Penn-
sylvania, in the summer of 1966 and this volume growing from it have
been attempts to cause the profession to take a new look at the vital
field components in teacher education. The sponsors have in a way
invited the profession to consider thtee thrusts toward improvement
simultaneously.

First, there is the development of modern substantive foundations
for teacher education which deals with the process of reconceptualizing
teaching with the application of modern emerging theories of instruction
based on classroom research, and with recent formulation regarding
the personal sensitivity dimensions of teaching behavior.

Second, there are the many new instructional innovations for the
teaching of teaching, such as micro-teaching, the several techniques for
the analysis of student teaching, team internships, and team super-
vision.

Fmally, there are the explorations into new cooperative structures
among universities, schools, state agencies, and professional organiza-
tions.

In the past, reorganizations of thinking, planning and practice in
teacher education have mainly involved college oriented personnel
making requests of schools and teachers for help in carrying out their
plans. This siturion of noncommitment of the total profession in the
teacher education enterprise may have been the main reason why in-
novation and improvement in preparing teachers and continuing their
education has been so sluggish until this time.

Views for restructuring of relationships into new cooperative pat-
terns of organization have to come along with visions for reorganizing
thinking about teaching and preparation for it if new ideas are to take
hold and become operational on a large sale.

The classic separation between school and university in these mat-
ters has been tolerated for too long. The times call for bold ventures
in ideas and in organization to accomplish a new order in educating
students for a teaching career.

Partnership in Teacher Education can be the instrument by which
Dewey's dream of a "laboratory" for the study of teaching can at long
last be realized.

Unless a teacher is a student [of teaching] he may continue
to improve in the mechanics of school management, but he can-
not grow as a teacher, an inspirer, and a director of soul-life."

1413ewey, Jo 1m. The Relation of Theory to Practice in Education. Cedar Falls,
Iowa: Association for Student Teaching, 1962 (reprint from Yearbook of
the National Society for the Study of Education, 1904), p. 8.
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